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ABSTRACT 

The focus of this study is teachers' receptivity to new teaching 

models. Traditionally, research has been conducted to assess 

teachers' implementation of innovations. The stage prior to learning 

and implementing the model generally has been generally ignored. 

In this study, the researcher assumed that the level of teachers' 

receptivity could influence upon whether and to what extent the new 

teaching model is implemented. 

This study was designed to identify personal characteristics 

and environmental variables that affect the degree of teacher 

receptivity to a teaching model. Four teacher-participants were 

selected according to their level of receptivity to one of the models 

included in the study, Madeline Hunter's Essential Elements of 

Instruction or Hilda Taba's Teaching Strategies. 

The data collected through interviews were analyzed in two 

directions. First, participants' beliefs, experiences, and workplace 

conditions were identified using qualitative case study methodology. 

Second, participants' perceptions of the teaching models were 

analyzed using Rogers' (1962) framework for determining 

characteristics of an innovation 

Several themes related to participants' receptivity to new 

teaching models, and their beliefs, experiences, and workplace 

conditions were revealed. These comprise differences in teachers' 

pedagogical orientations and in their perceptions of teaching models' 

characteristics, including the way the model was introduced, changes 
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in levels receptivity, teaching models in relation to the student 

population served, satisfaction with workplace conditions, level of 

familiarity with the new teaching model, teachers' independence, and 

behavioral changes required by the teaching model. 

The study may be of particular interest to staff developers and 

educators of students teachers because of the importance of 

considering teachers' individual needs and characteristics when 

introducing new teaching models. 



CHAPTER 1 

INTRODUCTION 
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In an era marked by advocacy of reform and restructuring in 

education, the variety of suggestions for change illustrates the issue's 

complexity. The topics for reforms and restructuring range from 

school and district organizations to students' expectations to 

textbooks to be used in classrooms. Many suggestions focus on 

teachers as direct transmitters of education. Teacher preparation, 

salaries, and roles are only a few of the topics addressed by those 

who believe that educational reform should begin with changes in 

teachers' practices. 

Much of the literature on teacher change deals with the 

question of why change in teaching practices seems so difficult to 

achieve. For example, why are teachers unwilling to incorporate 

research findings in their practices? Richardson (1990) claimed that 

those who try to explain this phenomenon have shifted their attitude 

from condemning teachers' resistance to change to examining 

different aspects of teachers' practices, beliefs, and working 

conditions that affect whether or not they will implement an 

innovation. 

Griffin (1989) reported that some suggest changing teachers' 

practices by urging them to use certain models of teaching. The 

assumption is that because these models are the result of extensive 

research, adopting them will bring about changes that will lead to 
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better education. A teaching model both rooted in research and 

directly connected with practical implementation seems to provide 

the ideal way to bridge the gap between theory and practice. Using 

such a model, teachers could apply the research knowledge in an 

effective way to promote student achievement. Such an assumption 

may seem logical, but in reality, mandated changes in teachers' 

practices are often only superficially implemented. Cuban (1984, 

1988) called these changes marginal or first-order changes and 

claimed that their life span is very short. One must remember that 

these changes are suggested by outsiders such as researchers, school 

boards, the district office, or school principals. This may account for 

lack of motivation by teachers to adopt and implement research 

findings, new teaching techniques, or models (Richardson, 1991). 

Still, some teaching models are adopted by some teachers but 

rejected by others, even when introduced under similar conditions. 

Consequently, the way in which a teaching model is introduced to 

teachers does not account entirely for their degree of receptivity; its 

acceptance or rejection depends on other factors as well. Porter 

(1986) argued that the degree of teachers' implementation of a 

teaching model (how much and at what level of fidelity it will be 

implemented) requires more systematic analysis of their receptivity 

to the models. He speculated that when teachers are skeptical about 

a given model, the degree of implementation will be affected. 

Stallings and Krasavage (1986) and Robbins (1986), in their 

extensive Napa County Unified School District research on the 
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implementation of Hunter's model, suggested the need to look at the 

variables that might account for differences in teachers' receptivity 

to determine whether and how a model will be implemented. 

Robbins' (1986) comparison of relationships between features of the 

model that might not be appealing to teachers and certain personal 

characteristics suggested that models' features and teachers' 

characteristics need to be taken into account when introducing a new 

instructional model. 

Purpose of the Study 

This study was designed to identify personal characteristics 

and environmental variables that affect the degree of teacher 

receptivity to a teaching model. 

Teachers arrive at a stage of receptivity before they actually 

try a model. At this pre-trial point, they make cognitive and 

affective decisions. These decisions could be influenced by a variety 

of factors such as beliefs, knowledge, motivation, or elements in the 

environment. Researchers concerned with teacher adoption of 

innovations appear to agree that cognitive processes precede trial 

and adoption of innovations (Hall & Loucks, 1978; Hord, Rutherford, 

Huling, Austin, & Hall, 1987; Zaltman, Florio & Sikorski, 1977;). 

This study investigates teachers' acceptance or rejection of 

certain strategies to replace or alter previous ones. This process is 

considered change. Change occurs slowly and is bound to a person's 

beliefs, values, feelings, attitudes, and interactions with contextual 



variables (PonticeIl, 1990). Previous experiences with change and 

with learning and teaching will affect teachers' perceptions of 

innovations and, therefore, exert strong influence over how 

individual teachers define and respond to their teaching contexts 

(Smylie, 1989). These beliefs and values determine what is 

perceived as right, reasonable, and proper (Bullough, 1987). 

1 8 

This study includes analyses of two selected teaching models 

from three perspectives: (a) general characteristics of an innovation, 

(b) features of teaching models, and (c) types of models. The two 

models included in the study are the Hilda Taba Teaching Strategies 

and Hunter's Essential Elements of Instruction. 

Assumptions Underlying The Study 

One of the beliefs that guides this study is that teaching is a 

highly personalized profession (Stake, 1988). Teachers are 

practitioners, and as such, they regard teaching problems through 

very personal perspectives rather than referring to general theories 

as researchers may do when examining the same problems. The 

ways teachers define professional problems and solutions are 

connected with who they are. Furthermore, the type of person a 

teacher is plays a role in his/her teaching purposes and expectations 

for students (Lampert, 1985). Teachers involved In social activities, 

for example, might influence their students in a particular direction. 

Shulman (1989) presented an example of this influence by 

describing two social studies teachers teaching the same historical 
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period. One followed the textbook guides, and his students answered 

the questions at the end of each chapter. The other teacher 

discussed the accomplishments (or lack of them) of the wars covered 

in the chapter. Shulman revealed at the end of the example that the 

second teacher was highly involved in an anti-war movement and 

frequently took part in anti-war demonstrations. This study's 

purpose is not to assert that certain personal characteristics might 

lead to better or worse practice as was the case in "process-product 

research" (Shulman, 1986). Rather the emphasis here is on 

differentiation. 

Teachers differ in their pedagogical orientations, that is, the 

manner in which individual values and beliefs influence their 

teaching processes and curricula (Ruiz, July, 1991, personal 

communication). While it is assumed that teachers' orientations play 

a central role in determining their practices it is important to 

remember that teaching is a practical profession. Many factors 

influence it. 

A second assumption underlying this study is that prevIOus 

experiences (prior education, experiences in other workplaces, and 

workplace variables, such as an evaluation system or relationships 

with administrators) influence teachers' actions. If these experiences 

are not congruent with teachers' orientations, a state of dissonance is 

created. This dissonance may generate dilemmas in teachers' actions 

(Lampert, 1985). These dilemmas may be resolved by resigning, 

resisting, or compromising their performance in ways that are in 
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complete or partial disagreement with their orientation. For 

example, a teacher may be required to use student reading groups, 

while her/his orientation includes a strong opposition to tracking. 

Imposing a teaching model on all teachers without recognizing their 

individual pedagogical orientations may result in their rejecting the 

model or implementing it in an ineffective way. 

A third underlying assumption of of this study is that teaching 

models usually are created in terms that are not related to one 

concrete or specific context. Models generally are designed in 

theoretical terms even when generated by practitioners and are 

presented to teachers as absolute truths, the answer to teachers' 

problems. In reality, absolute/abstract terms are misleading. 

Teachers operate in concrete settings in which students, 

administrators, physical conditions and their own abilities and beliefs 

determine their professional practices. Teachers consider teaching 

models in contextual terms. They can visualize how a particular idea 

might or might not work in their own settings. 

A fourth assumption of this study is that teachers have the 

capacity to conceptualize teaching practices without actual trial. 

Teachers analyze teaching models in their minds before they start to 

implement the model. Therefore, receptivity to or rejection of a 

model can be discussed in abstract terms without observation or 

actual implementation. Teachers can reflect and talk about teaching 

practices without demonstrating performance. For example, a 

teacher can discuss how in a particular classroom at a particular time 
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of the year implementing cooperative learning will fail because the 

class is divided into cliques. She/he also can reflect upon strategies 

taking into account personal characteristics and teaching styles. 

A fifth assumption of this study is that teaching models are 

divisible constructs composed of different features. Some of these 

features may be congruent with teachers' pedagogical orientation, 

while other features are dissonant. Consequently, teachers may be 

receptive to some features of the model while rejecting others. (In 

some cases, teachers accept the complete model as being congruent 

with their pedagogical orientation. In others, they reject it 

completely). In the reality of schools, a third alternative exists. 

Teachers might be coerced into accepting a teaching model because it 

is a district policy or because it reflects a school evaluation system. 

In these cases, teachers may implement the model while cognitively 

rejecting it. 

Definitions of Terms 

Receptivity 

Receptivity IS defined as the cognitive state of accepting or 

rejecting a teaching model. Receptivity to an innovation (in this case 

a teaching model) encompasses attitudes toward the concept of the 

model as an abstraction as well as to the model in connection with 

the self (the teacher). Furthermore, this connection to the self IS 

perceived in a specific context (school, grade level, student 

population). For example, a certain model might be appealing to a 
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teacher, but she may not believe that she can master it or that she 

would be able to implement it in a particular type of 

school/classroom. All of these perceptions will determine her degree 

of receptivity (Johnson, 1984). 

Teachers' Characteristics 

Teachers' characteristics included in this study are (a) teachers' 

beliefs and (b) prior experience and pedagogical knowledge. These 

characteristics reflect mainly professional beliefs, pedagogical 

orientations, and/or personal characteristics that affect practice. 

Any practical or technical teaching innovation is mediated 

through the minds and motives of the learners (Clark & Peterson, 

1986). Salomon and Perkins (1984) claimed that personal and 

socially shared expectations, previous experiences, beliefs, and 

personal interests affect the way learners experience the innovations 

presented to them. In this study teachers assume a learner's role 

while being introduced to the teaching models. One of the study's 

assumptions is that participants learned the models; therefore, the 

researcher regards teachers' characteristics, experience, and 

environmental variables as influential upon a model's receptivity. 

Environmental Variables 

Environmental variables include the norms and characteristics 

of teachers' schools, relationships between administrators and 



teachers and among teachers themselves, staff development 

opportunities, and physical work conditions. 
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Environmental variables such as school characteristics, norms 

of collaboration, support within the schools, and shared goals seem to 

influence whether or not teachers accept or reject an innovation 

(Fullan, 1984; Stallings; 1985; Joyce & Showers, 1982). These 

environmental variables affect teachers' self-efficacy and certainty 

and, consequently, influence their receptivity to teaching models or 

any other innovation presented to them (Bandura, 1977; FulIan, 

1982; Rosenholtz, 1989; Showers, 1983; Stallings, 1985). 

Teaching Models 

A teaching model is defined as a set of strategies geared to 

improve, increase, or modify certain student behaviors, outcomes, or 

thinking processes. A teaching model is characterized by a 

theoretical basis, assumptions, and purposes. Implementation of a 

model requires an investment of time and effort by the person who 

adopts it. The investment always involves an expenditure of time as 

well as a willingness to learn the model, to practice, and to make 

adjustments in practice to incorporate it (Joyce & Weil, 1972). 

Joyce and Weil (1972) categorized educational models 

according to two main orientations: (a) those intended primarily to 

have instructional effects and (b) those intended to have nurturing 

effects. Instructional effects refer to leading the learner in a certain 

direction. Nurturing effects come from "living in the environment 
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created by the model" (p. 17). Joyce and Weil also categorized 

educational models into four families depending on the intentions of 

the models and the theories from which the models were drawn: (a) 

social orientation, (b) human abilities to process information, (c) 

personal construction of reality, and (d) processes by which human 

behavior is shaped or reinforced. 

Innovation 

An innovation is designed to replace an existing reality, 

completely or partially, and as such is defined as a type of change. 

For the purposes of this study, a teaching model is defined and 

treated as an innovation. 

Significance 

The practical significance of identifying characteristics and 

environmental variables that influence receptivity to teaching 

models lies in teacher preparation and staff development situations. 

Having knowledge of what might be influential in accepting or 

rejecting a given model can make the difference between a waste of 

time and useful expenditure of energy and resources in a long term 

investment (Richardson, Anders, Tidwell, & Lloyd, 1990). 

The identification of teachers' characteristics and 

environmental variables is an extension of the context sensitivity 

feature of a framework that has been related to successful staff 

development programs (Griffin, 1986). (The framework suggests 
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that successful programs are be context sensitive, purposeful, 

knowledge-based, on-going, developmental, participatory, 

collaborative, reflective, and analytic. Context sensitivity relates to 

consideration of specific teachers and their students, experience, and 

background. 

This study provides information about components that may be 

influential upon teachers' stated acceptance or rejection of two 

teaching models. This knowledge could help educators determine 

what type of model to select or who might be most receptive to a 

specific model. At the same time, developers of teaching models 

might find in this study insights about audience/clients' 

characteristics to take into account as they seek to increase the 

probability of adoption. 

From a different perspective, if one would like teachers to 

incorporate in their practice new strategies rooted in research on 

effective teaching, knowing what characteristics might impair 

receptivity to those strategies could be of great help. Bringing about 

fundamental changes in teacher behavior seems almost impossible 

without first understanding teachers' perceptions and values 

(PonticeIl, 1990). Ignoring their beliefs in implementing change 

could lead to disappointing results (Richardson et aI., 1990). The 

problem is to identify these teachers' characteristics. 

A better understanding of the link between teachers' 

characteristics and receptivity to teaching models may help 
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understand how teachers cope with educational innovations. 

Limitations of the Study 
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1. The findings of this study are limited to the cases analyzed 

in it. Different participants and different models could provide 

different perspectives and insights. 

2. The Taba model is taught as part of the university program 

for education for the gifted; therefore, teachers who are generally 

exposed to this model are associated with education for the gifted. 

Some might see this fact as influencing the findings. 

3. This is not a longitudinal study. Therefore a more extensive 

and indepth study with more interviews and observations would 

have likely shed light on issues that did not appear in this study. 

Organization of Remaining Chapters 

Chapter 2 presents a review of literature relating to variables 

that were found by various researchers to be influential in teachers' 

practices. These variables include teacher beliefs, experience, and 

workplace conditions. It also includes findings of research connected 

with the introduction of teaching models and innovations. Chapter 3 

provides substantiation for the research methods of this study. 

Chapter 4 presents interview data as well as analyses of domains and 

cultural themes found in them. Chapter 5 includes an analysis of the 

data in relation to the teaching models presented in this study: 
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Hunter's essential Elements of Instruction (EEl) and Taba's Teaching 

Strategies. Chapter 6 provides a summary of themes found in the 

study, implications derived from those themes, and 

recommendations for further research. 



CHAPTER 2 

REVIEW OF THE LITERATURE 

Introduction 

The questions addressed in this study are drawn from (a) 

theories of beliefs, (b) theories of change, (c) research on prior 

knowledge and experience, (d) research on the workplace, and (e) 

research on teaching models. The questions relate to teachers' 

responses to the Taba Teaching Strategies model and the Hunter 

Essential Elements of Instruction model. The literature is used to 

establish the conceptual framework to understand teacher 

receptivity to teaching models. 
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The review of the literature IS organized to cover the following 

topics: 

1. Teacher beliefs including: (a) teacher beliefs in general and 

their centrality In influencing teachers actions; (b) personal efficacy 

and its relation to practice; and (c) certainty and its influence on 

teachers' performance. 

2. Theories of change: (a) the process of change and its 

attributions in general; (b) general features of an innovation. 

3. Prior knowledge and experience as contributors to present 

and future choices of practices. 

4. Environmental (workplace) variables viewed as affecting 

self-efficacy and performance: (a) shared goals in the workplace; (b) 

norms of teacher collaboration; (c) learning opportunities available to 



teachers; (d) teachers' commitment to the workplace; and (e) 

district-level influences (superintendent, principal, and general 

relationships between teachers and administration). 
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4. Teaching models, their definitions, and general features: (a) 

the Hilda Taba Teaching Strategies, their assumptions, and required 

investment; and (b) the Madeline Hunter Essential Elements of 

Instruction Model, its assumptions, and required investment 

Considering the qualitative nature of this investigation the 

findings were not predicted or foreseen. Therefore, the criteria for 

selection of literature included in the review consisted of literature 

which supported the conceptualization and the methodology of the 

study, rather than hypotheses or preconceived findings. In Chapter 

5 and 6 the researcher refers to the literature review while 

analyzing the findings of the study. Some of the literature presented 

in this chapter was rooted in theories, while some was drawn from 

variety of research studies. 

Teachers' Beliefs 

Beliefs, central to teachers' receptivity to teaching models or 

any pedagogical issues, are built upon cognitive and affective 

knowledge (Abelson, 1979). A belief is a personal interpretation of 

what one encounters through life. It serves as a basis for actions one 

takes voluntarily or the reality one might construct (Janesick, 1977). 

A person's beliefs are organized in systems built through life 

experience and other people's influence. Some of the beliefs are 
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about the world as it is and some about how it should be (Ponticell, 

1990). 

In considering any changes in teachers' practices, one needs to 

consider changes in teachers' beliefs (Richardson, 1990). Some 

beliefs are more central than others in that they encompass learned 

values. These beliefs are connected to a large number of other 

beliefs and might be more difficult to change than those that are 

peripheral and have fewer beliefs attached to them. However, 

change in a central belief causes a more widespread repercussion to 

the rest of the belief system than does a change to a peripheral belief 

(Rokeach, 1968). For example, a teacher might hold a central belief 

that all people are born equal. Such a belief includes a value that 

probably will influence the way a teacher relates to students, but it 

also might affect his/her affiliations in settings other than the school, 

such as participation in rallies for different minority groups. This 

belief that all people are born equal might affect the way the teacher 

votes in general elections, his/her social relationships, and other 

aspects of life. A peripheral belief could relate to the tone of voice a 

teacher uses in the classroom. For example, the teacher who believes 

that a soft voice should be used in the classroom could be following 

the model set by his/her own first grade teacher. A change in such a 

peripheral belief is unlikely to affect many of the teacher's other 

beliefs, even beliefs related to school settings. Peripheral beliefs 

could have been acquired from previous experiences or could be 

rooted in statements made by other people but not deeply 
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investigated by the person who holds them. The teacher may never 

have analyzed his/her actions and may not be aware of reasons for 

them. A change in a peripheral belief is unlikely to affect other 

beliefs because it was not acquired in connection with a pedagogical 

rationale, such as believing that students learn better in a calm 

atmosphere. 

One way of thinking about beliefs is that they seem to be 

compiled from a "web" of beliefs, but they can be grouped by their 

content. For example, teachers' beliefs can be organized around 

topics such as schooling, teaching, children's education in general, 

views of society, or self-perceived abilities to perform (to teach). 

These belief systems are connected and influence each other. 

Sometimes one might find inconsistencies in teachers' beliefs about 

the nature of children, their roles as teachers, and the aims of 

education (Shavelson, cited in Munby, 1982; Richardson et al. 1990; 

Taylor, 1990). An example of inconsistency could be believing that 

the main purpose of education is to help students become active 

citizens in a democratic society while at the same time believing that 

the teacher is the absolute decision maker in the classroom. 

Contradictions such as these are understandable since teachers 

frequently are unaware of the reasons for all of their actions or 

beliefs. One way of helping teachers to notice those contradictions 

could be through a deep analysis of actions, such as the one 

accomplished in articulating practical arguments (Fenstermacher, 

1986; Fenstermacher & Richardson, in press; Richardson in press; 
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Vasquez Levy, in press). In this study, revealing teachers' beliefs 

becomes crucial to understanding the degree of teacher receptivity to 

teaching models. 

Persona] Efficacy and Certainty 

The degree of receptivity to teaching models may be influenced 

by teachers' beJiefs about their professional selves: beliefs about 

their strengths and weaknesses in implementing teaching models, 

beliefs about teaching areas in which they feel successful, and beliefs 

about areas in which they have difficulties. These beliefs could 

influence their motivation to select certain practices while rejecting 

others. 

A central beJief about self, defined as "efficacy expectation," is 

the conviction that one can execute successfully the behavior 

required to produce outcomes (Bandura, 1977). Smylie (1989) 

defines personal teaching efficacy as the teacher's view of his/her 

ability to influence students' learning. He considers self-efficacy to 

be a primary predictor of teacher behavior. 

Researchers on teaching efficacy suggest, for example, that 

when teachers have more confidence in their ability to control the 

classroom and affect students' learning, they are more likely to 

implement innovations ( McLaughlin & Marsh, 1978; Smylie, 1989). 

Bandura (1977) divides the information to determine the level 

of self-efficacy into four sources: (a) performance accomplishments, 
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(b) vicarious experiences, (c) verbal persuasion, and (d) physiological 

states. 

Performance accomplishment. The first source of self-efficacy 

is performance accomplishment. It is especially influential because it 

is based on personal experiences, and this source of information is 

considered the most effective of the four sources (Bandura, 1977). 

Performance accomplishment seems to prevail in school 

settings as a source of information that nourishes self-efficacy. 

Teachers usually are isolated in their classrooms, do not see their 

colleagues performing, and do not have coaching to help them to 

reflect upon their practices (Sparks & Loucks-Horsley, 1990). 

Consequently, they might become the sole interpreters of their own 

actions, and their self-assessment of success or failure determines 

their sense of self-efficacy (Zaltman et al. 1977; Rosenholtz, 1989). 

Russell and Johnston (in Carter, 1990) point out another 

obstacle to teachers' self assessment of their performance. They 

claim that by not knowing the metaphorical source of their practice, 

teachers are not able to correct or change it in a direction they would 

like. A teacher, for example, might find him/herself feeling 

unsuccessful implementing cooperative learning despite many 

attempts at having students work in groups. This feeling of failure 

might be rooted in an underlying belief that the teacher is the only 

knowledgeable person in the room, and learning occurs primarily 

when knowledge is transmitted from teacher to students. 
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Vicarious experiences. The second source of information that 

builds self efficacy is vicarious experience. Vicarious experiences 

relate to social interactions in which an individual compares his or 

her own performance with others' and then persuades her/himself 

that if others can do it, so can s/he. Vicarious experiences are 

weaker than performance accomplishments and have less impact on 

self-efficacy (Bandura, 1977); still, they are a source of information 

that helps the teacher build self-efficacy by providing him/her with 

a point of reference to compare practices. Unfortunately, schools 

seldom provide teachers with situations in which they can observe 

other teachers' performances (Sparks & Loucks-Horsley, 1990). 

Exchange of knowledge among teachers is usually through brief 

conversations that provide shallow and selective information. 

Therefore, vicarious experiences for building self-efficacy are seldom 

sources of information in schools. More interaction with colleagues 

could provide teachers with reference points outside their own 

classroom to evaluate themselves (Rosenholtz, 1989; Smylie, 1989). 

Verbal persuasion. The third source of information to build 

self-efficacy is verbal persuasion. This source is widely used to 

influence human behavior (Bandura, 1977). In schools, verbal 

persuasion often is found in the interaction of teachers and principals 

or in staff development programs. On these occasions, the 

communication tends to be from the principal or the staff developers 

to the teachers. Communication usually is designed to have teachers 

do something, such as follow certain rules (e.g. , teachers cannot park 
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their cars in the backyard), change a given practice (e.g. teachers 

need to start the day with silent reading activity), or introduce a new 

program (e.g., teachers will start using the literature series in their 

reading classes). The teacher is a passive recipient of the 

information. In the case of staff development, teachers generally are 

addressed as members of a whole group rather than individuals 

(Griffin, 1983) and the presenter is the expert who establishes the 

content and flow of the activities (Sparks & Loucks-Horsley, 1990). 

Teachers often complain about "top down" staff development 

programs in which innovations are presented without addressing 

teachers' beliefs, opinions or needs. Verbal persuasion without 

active participation of recipients becomes a source of information 

that does not provide teachers with strong evidence for self-efficacy 

(Bandura, 1977). 

Emotional arousal. The fourth source of information related to 

self efficacy is emotional arousal, or the level of stress or anxiety 

connected with certain activities. If an innovation is connected with 

a stressful feeling, individuals probably will try to keep away from 

similar situations to avoid that anxiety (Bandura, 1977). In the 

school setting, the introduction of a new practice may trigger stress 

related to indirect circumstances, such as an increased amount of 

work or teachers' vulnerability in the system (new teachers on 

probationary status or those who fear not being promoted on a 

career ladder). That stress may be carried beyond the experience 

with the first innovation and become associated with any innovation, 
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resulting in teachers refraining from considering it to avoid the 

stress. The sense of a high level of self-efficacy needs to be 

accompanied by a positive emotional feeling. Support and modeling 

might aid in the development of such feelings, but such an approach 

demands the ability to address individual considerations. Schools do 

not seem to have this ability (Griffin, 1983). 

Smylie (1989) points out that environmental variables can help 

shape teachers' sense of efficacy. Emphasis on the clear 

communication of school goals, promotion of cooperative working 

relationships, and collegial interaction among teachers may foster a 

better perception of their self-efficacy. 

Another influential source of personal teaching efficacy is 

teachers' certainty of practice,or the outcomes of expectancy (Ashton 

& Webb, 1986; Bandura, 1977; RosenhoItz, 1989; Smylie, 1989). 

Certainty is defined as a person's estimate that a given behavior will 

lead to certain outcomes. For example, a teacher might be convinced 

that Discipline-Based Art Education is the most appropriate way to 

teach art in schools (certainty) but does not believe that s/he is 

capable of implementing the program successfully (self-efficacy). 

The degree of receptivity to teaching models might be influenced 

significantly by the degree of certainty a teacher has about them and 

their outcome. Teachers probably are able to conceptualize a 

teaching model presented to them and assess whether it will benefit 

their practices or their students. They can judge a model's merits 

without trying it regardless of their personal views about it. 
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The sources of information for teachers' certainty of practices 

are similar to those that nurture self-efficacy. The assessment of a 

new practice is based on information that teachers gather in their 

classrooms about their students' abilities and their classroom 

complexity. Additional information about likely consequences of 

different strategies or teaching models is provided to teachers 

through interactions with colleagues, feedback given by supervisors, 

and school-level decisions related to technical functions of classrooms 

(Ashton & Webb, 1986; Fuller et aI., 1982; Little, cited in Smylie, 

1989; Rosenholtz,1989) 

Smylie (1989) concluded that teachers will be more likely to 

change practices as a result of staff-development if they have a high 

level of personal teaching efficacy. Since the adoption of a teaching 

model is a change of practices, self-efficacy and certainty are 

strongly related to receptivity. 

Summary 

Beliefs are essential to teachers' motivation to change practices 

or adopt innovations. Beliefs--- can be peripheral or central, peripheral 

beliefs are the less influential. Beliefs about "self" are referred to as 

self-efficacy, and they relate to perception of ability to perform. The 

sources of self-efficacy can be based on performance 

accomplishment, vicarious experiences, verbal persuasion, or 

emotional arousal. Another influential source of personal efficacy is 

teachers' certainty of practice. 
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Theories of Change: The Introduction of an Innovation 

"The seeds of great discoveries are constantly floating around 

us but they only take rest in minds well prepared to meet them" 

(Cannon, cited in Rogers, 1962, p. 76). This statement characterizes 

the nature of receptivity to an innovation. It contains two parts: the 

innovation and the receiver. The process that links the two is 

change. In other words, one cannot regard an innovation as an 

independent issue because it is directly related to the receiver and to 

all the consequences that change creates. 

Fullan (1984) views change "as the process whereby 

individuals alter their ways of thinking and doing. It is a process of 

developing new skills and finding meaning and satisfaction in new 

ways of doing things." (p. 34). 

Teacher change is discussed at length by educational 

researchers (Cuban, 1984; Fullan, 1984; Richardson, 1990, 1990; 

Smylie, 1989). Richardson (1990) argues that teachers go through 

changes continually. They adapt ways of teaching and change 

strategies to adjust their teaching to particular circumstances or 

specific students. Cuban (1984) claims that teachers seem to be 

conservative in their practices, and the changes they do go through 

usually are superficial. These superficial changes are defined as first 

order changes. 

Knoll (in Hord et al. , 1987) argues that innovations (changes in 

practice) in education fail to occur mainly because the change agents 
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(staff developers, administrators) assume that the introduction of the 

innovation completes the process of its adoption. Change agents tend 

to ignore teachers' beliefs, needs and predispositions, assuming that 

all receivers (teachers) react in simi1ar ways to the innovation 

(Sparks & Loucks-Horsley, 1990). 

Sprinthall and Thies-Sprinthall (1989) regard teachers' change 

as an adult learning process. They claim that change takes place 

over an extended period of time and should be regarded as a process 

of development. When an innovation is introduced, the learner is at 

a certain developmental stage, and learning something new means 

moving on from that developmental stage. The individual accepting 

an innovation needs to give up the old to accept the new, thereby 

creating a state of dissonance. A new teaching model will replace or 

alter an existing one, leading the teacher to recognize cognitively that 

the previous model might not have been the best. The cognitive 

conclusion of "being wrong" could be attached to a feeling of 

inadequacy or anxiety, leading to low self-efficacy (Bandura, 1977). 

Experienced teachers, therefore, might be more resistant to 

innovation than novices because they have been practicing the 

"wrong" practices longer while believing them to be right. Fleming 

(1988), for example, found that art teachers with previous 

experience teaching studio art in their classes were less likely to 

introduce Discipline Based Art Education than were classroom 

teachers who did not have any art teaching experience. 
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Change (in this case altering teaching methods) seems to be a 

more complex process than simply the acquisition of new knowledge 

(Fleming, 1988). Havelock (1973) suggests considering the history of 

clients'lreceivers' attitudes to previous innovations when exposing 

them to a new practice. Are these people at the forefront of new 

developments in education? Do they see change as a potential 

improvement rather than as a threat to the existing order? Their 

own life history, according to Havelock, is likely to affect their 

acceptance of the practice. 

Another aspect that needs to be considered when dealing with 

change is the level of personal motivation to change. Individual 

motivation is influenced by a variety of sources. Smylie (1989) 

mentions two: outcome expectancy (anticipated benefits) and 

efficacy expectancy (the conviction that one can execute successfully 

the behavior required to produce those outcomes). If a teacher were 

unsuccessful in implementing a previous innovation, slhe will be less 

inclined in the future to change behavior patterns or adopt new 

teaching models and teaching strategies (Fullan, 1982; Guskey, 1989; 

Smylie, 1989). 

The Adoption of an Innovation 

The introduction of an innovation can be conceptualized in two 

main ways. The first is a concept of change that originates within the 

individual or the organization, while the second relates to changes 

that originate in social conditions or within the environment (Zaltman 
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et aI., 1977). An example of the first type of change might be a 

teacher initiating a change in her/his practices after reading a book 

about whole language reading and using the Whole Language 

approach instead of phonics to teach reading. A change generated in 

the environment could occur when the student population in a school 

is altered due to an open enrollment policy in which students from 

all over the city are served. Another example would be a district 

level initiated decision to implement the whole language approach in 

all schools. 

According to several educational models, changes in the 

education system are generated externally (Zaltman et al. , 1977). 

Change in schools typically is not generated by teachers' need to 

solve problems they have encountered or a necessity experienced in 

a particular school but by an external source. Changes in education 

usually occur because of "top down" decisions made in a district's 

central office. The decision about what innovation to introduce could 

be based on something that an administrator heard from a colleague, 

a prevailing fashion, or on an administrator's whim, "like the 

justification for climbing Everest because it's there" (Griffin, 1983, p. 

25). In all the cases mentioned, the innovation is based on someone 

else's notion of novelty. Consideration may not be given to whether 

teachers are already familiar with the model or strategy introduced 

to them. If the level of teachers' familiarity to the model is high, 

they could be either receptive or reject the model. It could be, then, 
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that teachers' perception of the model's novelty is what influences 

teachers' receptivity rather than their or the model's characteristics. 

Change is a complex process, and to understand it and its 

consequences, one needs to be aware of its many different aspects. 

Hall and Loucks (1978) enumerate several assumptions about 

innovation adoption: 

1. Change is a process and not an event; it takes time and IS 

achieved only in stages. 

2. To facilitate change, regard the individual as the center of 

the intervention. 

3. Change is a highly personal experience. The personal 

dimension to the success or failure of a change effort is more critical 

than the technical dimension. 

4. Change is not an undifferentiated continuum. An individual 

goes through different stages in her/his perception and feelings 

about the innovation. 

The process of adopting a change occurs in different stages 

until its full implementation is achieved. Havelock (1973) documents 

the following stages of innovation adoption: (a) awareness, (b) 

developing interest, (c) evaluation, (d) trying out, and, (e) adoption. 

Three out of five of these stages are cognitive processes the 

"receiver" goes through in her/his mind before the actual trial. 

Rogers (1962) breaks down the process of decision making In 

adopting an innovation into five stages: (a) observing the problem 

(e.g., students in the class read at different levels of complexity), (b) 



analyzing the problem (e.g., how many and what levels of reading 

complexity in models or strategies are available?), (c) deciding the 

available courses of action (what teaching models or strategies are 

available), (d) taking one course (selecting one model), and (e) 

accepting the consequences of the decision (e.g., attending a 

workshop to learn the selected model). 
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Generally, the process of adopting an innovation as described 

by Rogers (1962) is not a common occurrence in the education 

system in general (Zaltman et aI., 1977; Sparks & Loucks-Horsley, 

1990) and is particularly rare for teachers (Richardson, 1990). 

Teachers usually are given the solutions through innovations 

(teaching models, new strategies, alternative programs and so forth) 

without being given the opportunity to discuss their problems and 

select a course of action to solve them. 

In a report about the adoption of nine innovation models (in 

Zaltman et al. 1977), the adopter goes through cognitive stages such 

as awareness, knowledge, comprehension, information, evaluation, 

preference or attitude before s/he changes behavior in trials, action, 

purchase, implementation, and, finally, complete adoption. The 

cognitive processes outnumber the behavioral ones. About two

thirds of the stages mentioned in the documentation of nine 

innovation models are cognitive (see Table 1). 

Researchers have paid a great deal of attention to the stage in 

which a decision is made to accept or reject an innovation. Zaltman, 

Dunken, and Helbeck and Rogers and Shoemaker refer to this stage 



Table 1 
A comparison of nine models of innovations' adoption process.(Zaitman et al. 1977). 

Zaltman,D Lavidge, Rogers Colley Robert- Klonglam Zaltman & Rogers & Havelock 
unkan & & Steiner (1962) (1961) son & Coward Brooker Shoema- (1973) 
Holbeck (1961 ) (1971) (1970) (1971 ) ker 

!(l973) (1971 ) 
Knowledge Awareness Awareness Unawar- Problem Awareness Perception Knowledge Awareness 
awareness eness perception 
Attitude Knowledge Interest Awareness Awareness Infor- Motivation Persuation Interest 
formation mati on (atti tude 

formation) 
Decision Liking Evaluation Compre- Compre- Evaluation Attitude Decision Evaluation 

hension hension 
Preference Conviction Attitude Symbolic Legitima- Adoption 

(rejection) tion or 
rejection 

Implemen- Trial Action Trial 
tat ion 
(tria I) 

Conviction Adoption Legitima- Adoption Confir-
tion mation 

Regular Purchase Trial Trial, Trial Adoption 
base, rejection 
implemen- or 
tat ion acceptance 

Evauation, 
rejection, 
or 
acceptance 

Adoption Use Resolution 
adoption 

Analysis 
of process 

Cognitive 

Cognitive 

Cognitive 

Cognitive 

Behavior 

Cognitive 

Behavior 

Cognitive 

Behavior 

+:
+:-



45 

as decision. Lavidge and Steiner refer to it as preference, Colley calls 

it conviction, and Zaltman and Brooker refer to it as legitimation. 

This stage is preceded by processes such as liking , evaluation, or 

attitude (Zaltman et al. 1977). These cognitive processes could be 

those that lead to teachers' receptivity to teaching models. 

Huberman and Miles (1984) conducted a large ethnographic 

study of innovation implementation in schools at 12 different sites. 

The data for the study were collected through interviews, 

observations, and documents. Most of their work relates to the 

implementation of innovations, but in their report they also refer to 

findings connected to stages that occur before implementation. For 

example, the researchers reported that a very quick assessment of 

the innovation took place when the users saw or heard of it, a sort of 

"trying on" of the requisite skills and materials, much as one 

mentally 

A different perspective IS presented by Fullan (1984) and 

Guskey (1989) who claim that change in attitudes and beliefs tends 

to follow change in behavior, suggesting that the final intellectual 

decision about an innovation is made only after actual trial. 

Zaltman et al. (1977) question the presentation of stages of 

individuals' change in a linear mode, claiming that to be too 

simplistic. They maintain that the process might be circular and 

influenced by many factors not related directly to the introduction of 

"tries on" a dress or a suit seen in a store window.an innovation. 

Such factors, for example, could be participants' personal concerns at 



the time of the innovation's introduction or physical conditions in 

which the innovation was presented (a room too hot/cold, 

uncomfortable furniture, poor audio facilities). 
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Hall and Loucks (1978) suggested that individuals have a set of 

concerns regarding the innovation which they call Stages of Concerns 

(SoC). Their research is based on Fuller's (1969) work in which she 

identified three different levels of concern related to teacher 

education programs. These concerns are (a) concerns unrelated to 

teaching, (b) concerns about self in relation to teaching, and (c) 

concerns about the impact of teaching on students. 

Hall and Loucks' (1978) Stages of Concern are presented here. 

6. Refocusing: The focus is on exploration of more universal 

benefits from the innovation, including the possibility of major 

changes or replacement with a more powerful alternative. The 

individual has definite ideas about alternatives to the proposed or 

existing form of the innovation. 

5. Collaboration: The focus IS on coordination and cooperation 

with others regarding use of the innovation. 

4. Consequence: Attention focuses on impact of the innovation 

on the student in his/her immediate sphere of influence. The focus 

is on relevance of the innovation for students, evaluation of student 

outcomes, including performance and competencies, and changes 

needed to increase student outcomes. 
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3. Management: Attention is focused on the processes and 

tasks of using the innovation. Issues related to efficiency, organizing, 

managing, scheduling, and time demands are utmost. 

2. Personal: Individual is uncertain about the demands of the 

innovation, his/her inadequacy to meet those demands, and his/her 

role with the innovation. This includes analysis of role in relation to 

the reward structure of the organization, decision making, and 

consideration of potential conflicts with existing structures or 

personal commitment. Financial or status implications of the 

program for self and colleagues also may be reflected. 

1. Informational: A general awareness of the innovation and 

interest in learning more about it is indicated. The person seems to 

be unworried about himself/herself in relation to the innovation. 

S/he is interested in substantive aspects of the innovation, such as 

general characteristics effects, and requirements for use. 

O. Awareness: Little concern about or involvement with the 

innovation is indicated (pAl). 

Stages 0 and 1 are concerns unrelated to teaching and parallel 

Fuller's first concern. Stages 2 and 3 are related to Fuller's concerns 

about self in relation to teaching, while Stages 4, 5, and 6 are parallel 

to Fuller's concerns about the impact of teaching on students. Hall 

and Loucks' (1978) findings relate to the intensity of the concerns 

found in the different stages. They claim that during various stages 

of the implementation of innovations, some concerns are more 

intense than others. During the planning and introduction of the 
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innovation, Stages 0, 1, and 2 are the most intense. However, when 

the implementation begins, Stage 3 becomes more intense, at the 

same time, the intensity of 0, 1, and 2 decreases. At Stages 4, 5, and 

6 the intensity of concerns are concentrated on the innovation's 

impact, while concerns of Stages ° to 3 are rarely mentioned. 

Huberman and Miles's (1984) study revealed that all 

informants seem to be assessing the new project in the light of how 

easy or difficult they anticipate its implementation to be and how 

well they feel they can cope. Huberman and Miles (1984) claim that 

intellectualism is low. The assessment of the innovation is made less 

on its merits (certainty) than on the estimate of how much 

anticipated change in their own practice is involved if adopted and 

how confident (self-efficacy) the individual actors feel in bridging 

that gap. One can infer from these comments that they regard 

personal and practical issues brought up by the teachers as non

intellectual. Miles and Huberman (1984) assert that their findings 

match Hall's work on the Levels of Concern of an Innovation (LoC), 

showing that users are initially self-preoccupied. 

General Characteristics of an Innovation 

As observed earlier, receptivity to an innovation depends on 

the receiver's characteristics and on the innovation's features. 

Rogers (1962) argues that all innovations have charcteristics that 

affect the pace and way the innovation will be adopted. These 

characteristics are subject to the receiver's perceptions. 
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The receivers decide, based on their own perceptions, the advantages 

or disadvantages of an innovation. 

According to Rogers (1962), innovations have five general 

characteristics. 

1. Relative advantage is the degree to which an innovation is 

seen as superior to ideas that it supersedes. A new teaching model 

will be incorporated to replace an old one only if the teacher 

perceives it to be better than the one s/he currently is using. For 

example, art teachers who successfully concentrate on teaching 

studio art in their classes will be unlikely to include art criticism, 

aesthetics, or art history in their lessons if they do not perceive the 

advantages of such a change. 

2. Compatibility is the degree to which an innovation is 

consistent with the adopter's existing values and past experiences. If 

the model presented to a teacher does not match his/her values, it 

will not be adopted. If, for example, a teacher believes that students 

should be tracked by abilities, heterogeneous grouping for 

cooperative learning is not likely to be a teaching strategy that s/he 

will be willing to adopt. 

3. Complexity is the degree to which the model is difficult to 

understand and use compared to other models or strategies. If the 

amount of time and work required from a teacher to learn and 

implement the new model exceeds what s/he is willing to invest, 

s/he probably will not pursue the process of adoption. 
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4. Divisibility is the degree to which the innovation might be 

tried on a limited basis. If the innovation can be adopted in stages, 

meaning breaking it down and allowing for trial and a slow pace of 

adaptation, the chances are that more consideration will be given to 

adopting it than if the model is one entity that cannot be so divided. 

5. Communicability is the degree to which the innovation's 

results can be diffused to others. If the innovation's results can be 

perceived easily by a large number of people, the chances of others 

adopting the innovation might increase, thus creating a support 

group for the innovation and its adopters. 

Miles and Huberman's study (1984) regarding participants' 

views of the innovation support Rogers' (1962) features of an 

innovation. They found that most participants saw the innovation as 

complex, having many parts or involving many skills, and most were 

unclear about the program objectives, features, and processes 

(Rogers' Feature # 3). Most informants appreciated the flexibility 

and complained about prescriptiveness (Rogers' Feature #4). 

The process of adopting an innovation is benefitted by support 

from a large group rather than an individual. The more difficult it IS 

to diffuse an innovation, the fewer people who will be able to be 

involved in the change. In successful cases of staff development, 

schools sent teams rather than individuals to learn about innovations 

in order to facilitate the adoption and diffusion (Fleming, 1988; 

Smylie, 1989). 
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Feasibility of innovations (not as seen by experts but as 

perceived by the potential adopters) influences the rate and degree 

of adoption (Rogers, 1962). The key determination of an innovation's 

feasibility will be based on teachers' perceptions and not by those of 

of staff developers or researchers involved with the innovation's 

introduction. 

Summary 

Teachers go through many changes in their professional lives. 

Though some regard these changes as superficial, others regard their 

change as a learning process, and still others claim that teachers do 

not change practices because the demand for changes is forced upon 

them. In this study the adoption of a new teaching model is 

regarded as the introduction of an innovation and as such is a change 

in practices. 

When introduced to an innovation, the adopter goes through 

different stages of adoption; these are cognitive stages followed by 

behavioral stages. Part of the cognitive stages involve the level of 

receptivity to the innovation. The level of receptivity to an 

innovation is connected to the adopters' beliefs as well as to the 

models' characteristics. 

Prior Knowledge and Experience 

For the purpose of this study, knowledge and experience relate 

to teaching models, educational innovations, and general teaching 
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experience. Prior knowledge and experience with teaching models 

might affect teachers' degree of receptivity. March and Simon (cited 

in Richardson, 1989) argue that one of the elements that influences 

individual behavior regarding decisions to change is rooted in 

knowledge acquired from the experience of adopting innovations in 

the past. 

Teachers are exposed constantly to innovations and changes 

through the course of their work. They learn to perceive innovations 

as mandates or regulations that come from the district office or their 

school's principal (Atwell, in Carter, 1990; Griffin, 1983). When the 

flow of changes persists and changes and innovations become 

routine, skepticism about their effectiveness is likely to occur. This 

skepticism affects the receptivity to all new teaching models. 

Zaltman et al. (1977) claim that education is a field in which many 

innovations and pseudo-innovations are presented to teachers with 

little hard evidence about their effectiveness or relevance to 

teachers' classroom situations. 

Guskey (1988) argues that teachers' perceptions of teaching 

and instructional practices derive largely from classroom experiences 

and recommends that when an innovation is introduced, it should be 

accompanied by close scrutiny and requests for feedback on its 

actual implementation in the classroom. This view is shared by Joyce 

and Showers (in Sparks & Loucks-Horsley, 1990). Following the 

Guskey model, when thinking about receptivity, one can see how 

strong the influence of experience might be on an educational 
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innovation. For example, when a teacher learns a new model, 

implements it, and experiences a positive change in student learning, 

the effect of that experience can provide the teacher with a positive 

attitude toward other innovations, increasing the degree of 

receptivity to them. On the other hand, teachers may experience 

disappointment after the implementation of new programs that did 

not yield the expected results. Such disappointments establish the 

basis for future pressure not to change (Zaltman et aI., 1977). 

The degree of receptivity to a certain teaching model also 

might be influenced by its similarity to other teaching models. For 

example, if one teaching model were dropped by the teacher because 

it did not "work" for her/him (Richardson, 1989) or adopted it 

because it did "work," then the level of receptivity to a similar model 

could be influenced by the previous experience. 

Another experiential source that might affect the degree of 

receptivity to teaching models is the presence or absence of actual 

rewards while adopting a previous innovation. Such an experience 

could be particularly influential when the efforts are compared to 

those in other schools or districts (ZaItman et aI., 1977). When 

teachers realize that their efforts to adopt innovations are not 

rewarded similarly to teachers in another school, they might develop 

a generally negative receptivity to any future innovations or 

teaching models. 

Teachers regard their class experience as one of the central 

elements that shapes their way of teaching (Lortie, 1975). Therefore, 



experience might provide teachers with points of reference for 

future adoption of teaching innovations. 
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The setting, the presentation, and the actual experience of 

acquiring a new teaching model also might influence the affective 

level of receptivity to teaching models in the future. In staff 

development the general tendency is to help teachers transfer to 

their students knowledge acquired during the programs. Teachers 

often are presented with examples suitable for children or are given 

activities that might be appropriate for elementary school but not for 

professional adu1ts (Griffin, 1989). Such an atmosphere in which 

teachers feel patronized, might influence the receptivity to any 

educational innovation, including a teaching model. Bandura (1977) 

referred to such an influence as "emotional arousal," that is, the 

feeling that accompanies certain events. If that feeling is a positive 

one, individuals will be willing to engage in similar situations, but if 

that feeling is stressful or unpleasant, they will try to avoid it. The 

degree of receptivity to teaching models might correlate to the 

degree of willingness to repeat or avoid a similar experience. 

Summary 

The degree of receptivity to a teaching model might be 

influenced by past expenences such as: their professional 

experiences in the classroom, experiences with other teaching 

models, the rewards offered in the past for the adoption of new 

models, or the settings in which previous models were introduced. 
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Environmental Variables/Workplace 

Teachers' receptivity to teaching models is related to the 

introduction of an innovation or, in other words, to change. Teachers' 

propensity to change seems to be rooted in individual self

perceptions. However, these perceptions also are influenced by 

teachers' workplaces. The levels of collegiality, administrative 

support, physical conditions, and incentives (monetary and other) at 

the school play an important role in teachers' change (Rosenholtz, 

1989). 

Schools are viewed as cultures (Rosenholtz, 1989; Hamilton, 

1990) in which members hold sets of beliefs and values that affect 

teachers' and administrators' behaviors and attitudes. Differences In 

teachers' and administrators' behavior characterize individual 

schools and can be used to explain variations in performance or 

implementation of innovations (Smylie, 1989; Rosenholtz, 1989). 

School goals,or their absence are references for organizational 

beliefs and actions influencing how teachers feel about changes in 

practice (Rosenholtz, 1989; Richardson, 1989; Smylie, 1989). School 

culture, the organization of the school and teachers' social interaction, 

affects the degree and form of the change through staff development 

(Hamilton, 1990). 

Through research and analysis of the teachers' workplace, 

Rosenholtz (1989) addresses several issues that affect change and 

might be influential on the degree of teacher receptivity to teaching 

models: (a) shared school goals, (b) teacher collaboration, (c) 
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opportunities for teacher learning, (d) social organization of teacher 

commitment, and (e) district-level style and attitude toward the 

schools. 

Shared Goals 

Fullan, Bennett, and Polheiser-Bennett (1989) claim that shared 

goals or purposes include revision of goals, objectives or unity of 

purposes in reference to the shared purposeful direction of the 

school's major educational goals. Shared goals in schools provide 

teachers with clear expectations since the definitions of teaching 

have been agreed upon by both teachers and the principal. Hamilton 

(1990) claims that shared goals are influential components of change 

and success in staff development. Lack of clear shared goals seems 

to prevent teachers from engaging in staff development and, 

subsequently, change behavior. 

Teacher Collaboration 

The incorporation of new teaching strategies and models might 

be seen as a way to improve teaching practices. According to Fullan 

et al. (1989), teaching improvement is usually a collective rather 

than an individual enterprise, which is linked to norms of continuous 

development and experimentation. If the norm in schools is 

improvement, teachers will seek potentially better practices and will 

be willing to disseminate knowledge to their colleagues. 

Teacher collaboration is influential in initiating the learning of 

new programs and strategies. In schools where collaboration does 
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not exist, teachers tend to lead themselves into a safe haven and do 

not challenge existing procedures or initiate changes. Similarly, 

when seeking help and sharing problems are not school norms, 

teachers usually rely only upon themselves to solve problems. By 

being cut off from the collective whole, they are unaware of 

alternative solutions to problems that their colleagues may have 

implemented. Their own perceptions of success or failure influence 

teachers' self-image. When teachers work in a vacuum, they develop 

problems of self-image; therefore teacher collaboration influences 

perceptions of self-efficacy (Lortie, 1975). Little (1982), in her study 

of 105 teachers and administrators of four relatively successful and 

two relatively unsuccessful schools, found that schools with norms of 

collaboration were more receptive to staff development. The 

processes of teacher collaboration, mutual assistance, joint problem 

solving and participation in decision making play a crucial role in 

accomplishing successful change in schools (Little, 1982; Fullan, 1982; 

Liberman & MiIler,1984) 

Learning Opportunities 

To achieve a certain degree of receptivity to teaching models, 

teachers need to be exposed to various models as a part of their 

learning process. Learning opportunities available to teachers might 

influence the way a new teaching model IS received. 

A responsive learning environment IS one of the necessary 

conditions for promoting adult learning. In a good learning 

environment for teachers, acquisition of knowledge is valued, and 
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teachers are provided with time, facilities, and/or monetary 

incentives. Such an environment allows teachers to devote a number 

of their working hours to development in areas that ~believe will 

be valuable in their practices. Unfortunately, the most common way 

to promote teacher learning in the school system is through "in

services," which for most teachers are mindless expenences (Griffin, 

1989; Sprinthall & Thies-Sprinthall, 1983). The absence of 

appropriate learning opportunities causes teachers to continue 

developing self-reliance and fosters a (mistaken) belief that teaching 

is a relatively simple skill. Teachers with this outlook do not see any 

advantage to sharing their experiences with their colleagues, nor are 

they interested in what other teachers may wish to share with them 

(Rosenholtz, 1989). Teachers with such restricted attitudes find it 

difficult to regard learning, developing, and changing practices as 

valuable goals. 

Teacher Commitment 

The level of receptivity to teaching models also might be 

influenced by teachers' commitment to their workplaces. The level 

of commitment influences the level to which teachers are willing to 

aspire professionally. One way to further professional goals (e.g., 

becoming a mentor for new teachers, working with student teachers, 

or performing staff development functions in the school or district) is 

through the introduction of educational innovations. 
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Several elements in the school workplace motivate teachers 

and develop a high level of commitment to their participation in and 

contribution to the or~anization. For example, in schools where 

teachers' efforts were recognized and psychically rewarded, teachers 

were successful1y motivated. Teachers in these schools are more 

likely to seek ways of improving practices. The way teachers 

perceive their workplace commitment relates, for example, to the 

manner in which administrators support teachers when student 

behavioral problems occur or in the amount of autonomy and 

discretion administrators grant to teachers. Such relationships and 

experiences affect teachers' motivation, responsibility, and 

commitment. A strong belief in their individual influence (self 

efficacy) increases teachers' level of commitment (Rosen holtz, 1989). 

Rosenholtz (1989) found that teachers' commitment to their 

workplace was a central feature in those effective schools that had 

teachers who believed that professional growth is a continuous 

process. Therefore teachers' commitment to schools might be one of 

the environmental variables that can be regarded as encouraging 

teachers' willingness to grow and take risks by adopting and 

implementing educational innovations. 

District Level Influences 

A school's general atmosphere might affect teachers' level of 

willingness to learn about teaching innovations and their degree of 
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receptivity to new teaching models. Superintendents' attitudes and 

styles are crucial in developing this general atmosphere. They can 

create school cultures where growth is promoted and innovations are 

encouraged or deny the existence of an autonomous technical culture 

in their schools. The consequences of the latter type of 

administration are that teachers are merely followers of regulations 

rather than initiators of change. Superintendents' attitudes and 

actions are often emulated by principals and passed on to the 

teachers in the schools (Rosen holtz, 1989). 

According to Fullan (1984), another element of concern at the 

administrative level is superintendents' and principals' 

responsibilities for the selection of innovations as well as for the 

setting of priorities for their implementation. He also claims that 

schools need to concentrate on a relatively small number of changes 

because an overwhelming number of suggested changes or a 

continuing fluctuation of practices, models, and programs might 

discourage teachers from making any changes at all. Administrators 

at this level are also responsible for providing teachers with change 

agents (e.g., principal, consultant) as well as continuous support in 

the implementation process. A change unsupported through the 

course of implementation is unlikely to last (Fullan, 1984; Griffin, 

1983; Joyce & Showers, 1982; Schiever, 1991). Principals also play a 

central role in creating and maintaining schools' culture. Bossert, 

Dwyer, and Lee (cited in Smylie, 1989), McLaughlin and Marsh 

(1978), and Saranson (1982) claim that principals' influence teachers' 



self and professional perception as well as successful change in 

teachers' practices. 
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Teachers need to have confidence that a secure feedback 

mechanism is in place, that opportunities for faculty collaboration 

exist, and that the principal is willing to share authority by 

empowering facuhies to make work-enhancing decisions. These 

conditions influence the degree to which teachers are willing to grow 

professionally (Rosenholtz, 1989; Smylie, 1989). 

The way teachers perceive change in their practice is very 

much related to the way principals present it. When principals 

impose change without asking teachers for input, without relating to 

teachers' possible concerns, or without trying to understand them, 

they are likely to meet with resentment and even resistance 

(Rosenholtz, 1989). Fullan et al. (1989) found that the role of the 

principal is a crucial variable in the implementation of innovations. 

Hunter (1986) claims that lack of encouragement and support by 

principals could be the reason for failure in the implemention of her 

model in a long-term staff development program. 

The evaluation system that principals use influences 

performance and willingness to change. The most useful evaluation 

system places emphasis on improving both individual and collective 

teaching practices by setting common evaluation goals. In this way, 

teachers and principals strive for improvement in practices in the 

same direction (Fullan, 1982, 1991; Rosenholtz, 1989). As a result of 

such an evaluation system, teachers try harder to improve and 
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better their classroom performance (Fullan, 1982; Rosenholtz, 1989; 

Stallings & Mohlman, 1981). 

Summary 

Beliefs and self-perceptions that are influential to receptivity 

are affected by the teacher's workplace. Schools are regarded as 

cultures with specific characteristics that affect teachers' practices 

and beliefs. These characteristics are shared goals, teacher 

collaboration, learning opportunities, teacher commitment, district

level influences, and school principals' leadership. 

Teaching Models 

Receptivity to an innovation depends on the receiver's 

predispositions and the environmental features in which the 

innovation is introduced. At the same time the innovation's features 

also play a part in determining whether it will be accepted or 

rejected. In this study, the innovation studied is a teaching model. 

According to Maker (1982), a teaching model is a set of 

strategies developed to improve, increase, or modify certain student 

behaviors, outcomes or thinking processes. Its features include 

(a) an identified purpose or area of concentration, (b) 
underlying explicit and implicit assumptions about the 
characteristics of learners and about the teaching
learning process, (c) guidelines and requirements for 
developing these learning activities, and (d) a body of 
research surrounding their development or an 
evaluation of their effectiveness (p. 1). 
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Each model must include theoretical assumptions regarding the 

nature of the model and the learner (Maker, 1982). An assumption 

can be highly complex and theoretical or concrete and simple. 

Sometimes assumptions are stated openly, while at other times, the 

teacher needs to discover them him/herself. Some models have clear 

guidelines for the teachers to create appropriate activities (e.g., 

Bloom's and Krathwohl's Taxonomies), while other models have more 

complex structures that demand more analysis before creating 

learning activities (Taba Strategies). All models should have some 

basis in research. 

To assess the receptivity of teachers to a teaching model, an 

understanding of the model's orientation might be helpful. For 

example, if the given model has a democratic social orientation, while 

the teacher's political preference is autocratic, one may assume that 

the degree of receptivity to that particular model will be quite low. 

According to Joyce and Weil (1972), the models used in this 

study belong to two different groups: Hunter's model, Essential 

Elements of Instruction (EEl) has a behavior modification orientation 

while the Taba Teaching Strategies Model is an information

processing model. 

The Taba Teaching Strategies 

"The Taba Teaching Strategies are structured, generic methods 

In which the teacher leads students through a series of sequential 

intellectual tasks by asking them open ended questions" (Maker, 
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1982, p. l37). The Taba Teaching Strategies stem from Taba's 

Program in Social Science, which includes activities intended to 

promote thinking, knowledge, attitudes, feelings, and values (Taba, 

Durkin, Fraenkel, & McNaughton, 1971; Ellis & Durkin, 1972). Taba's 

strategies are techniques for developing thinking skills by self

discovery (Taba, et aI. , 1971) and they incorporate the educational 

theories of Dewey, Bruner, Vigotsky, as well as Piaget's notion of 

assimilation and accommodation (Maker, 1982; Schiever, 1991). 

Taba's model has an information processing orientation 

(organization and evaluation of data), as defined by Joyce and WeiI 

(1972). Three of the four strategies included in the model (concept 

development, interpretation of data, and application of 

generalizations) are in the cognitive domain, while the fourth one 

(resolution of conflict) is in the affective domain, though all of them 

contain elements of both domains (Schiever, 1991). 

Assumptions underlying the model. Taba's basic assumptions, 

supported by research (Taba et aI., 1971), are that thinking is 

learned developmentally and that thinking skills can be taught 

systematically. Other assumptions presented in the model are as 

follow: 

1. Thinking involves an active transaction between an 

individual and the data with which s/he is working. Data become 

meaningful only when an individual performs certain cognitive 

operations upon them. 
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2. The ability to think cannot be "given" by teachers to 

students. Effective thinking depends on the richness of content, the 

process used, and the initial assistance provided in the development 

of such processes. 

3. All school children are capable of thinking at abstract levels, 

though the quality of individual thinking differs markedly. 

4. All subjects offer an appropriate context for thinking. 

5. Precise teaching strategies can be developed which 

encourage and improve student thinking (p. 11). 

Investment. The teachers using the Taba strategies are 

required to engage in a great deal of preparation, largely in 

identifying the content and processes they want to introduce. Where 

appropriate, teachers also must plan for generalizations. They need 

to identify pre-discussion procedures and materials (e.g., relevant 

articles, films, or other stimuli to start the discussions). Every step In 

the actual discussion needs to be planned ahead of time, including a 

"cognitive map" reflecting possible responses from the students 

(Maker, 1982). 

The process of learning to use the strategies IS not simple. 

Teachers need to experiment with them and to understand the 

rationale for every step in each strategy. To implement the model In 

their classrooms, teachers have to practice through coaching and self

analysis until they are proficient in the model's use (Maker, 1982). 



The Madeline Hunter Model 
(Essential Elements of Instruction. EEl) 

This model was created to guide behavior, predict outcomes, 

and stimulate research (Hunter, 1985). The Hunter model calls for 

teacher decision making in three categories: 

(a) content, or what to teach; (b) learner behavior, or 
what students will do to learn and to let the teacher 
know what they have learned; and (c) teacher 
behavior, or the teacher's use of research-based 
principles of learning that accelerate achievement 
(Hunter, 1986, p. 174). 
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Although some claim that the model is geared mainly toward 

direct teaching (Porter, 1986), Hunter (1986) asserts that the 

Essential Elements of Instruction Model applies to any content and 

any teaching strategy, such as cooperative learning, computer based 

learning, and others. 

To produce a lesson according to the EEl model, a teacher will 

consider and include several of the following components: (a) 

teaching to an objective (which includes teachers' actions, 

formulation of an objective, and the use of Bloom's taxonomy); (b) 

selecting an objective at the correct level of difficulty (which includes 

the diagnostic and prescriptive process); (c) monitoring the students 

and adjusting the teaching (including eliciting behaviors from all 

students and acting according to them); (d) using the principles of 

learning to facilitate the learning process for students (including 

anticipatory set and motivation); (e) attending to rate and degree 

(meaning active participation, closure, reinforcement, and 



punishment and extinction); (f) providing for retention (including 

meaning, practice, modeling, and feeling tone); and (g) transferring 

(with an anticipatory set) (Flowing Wells Institute for Teacher 

Renewal and Growth, 1990). 

The theories that guide the model are psychological learning 

theories that Hunter (1986) claims can be identified in any 
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psychology text for beginners. The EEl model seems to draw heavily 

on Skinner's behavioral theory since the use of reinforcement and 

practice are the model's prominent components. 

Assumptions underlying the model. Hunter (1985) identifies 

several assumptions underlying the EEl model: 

1. The teacher is a decision maker. 

2. Conditional knowledge is the essence of translating science 

into artistry in teaching (knowing when and why to use a 

proposition). 

3. The model IS generic and can be used for any population and 

subject area, or level of instruction. 

4. Inappropriate teaching decisions can be observed easily. 

5. The teacher is responsible for learning outcomes 

independent of the type of instruction slhe uses. 

6. "The model is not based on working harder but on working 

smarter" (p. 59). 

7. The model IS based on extensive research and theories and 

not on a limited set of learning principles. 
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8. The model needs to be taught to teachers over an extended 

period of time, and coaching should continue after the model has 

been taught. 

Investment. The amount of time that a teacher spends being 

introduced to and learning to implement the model varies from 

organization to organization (school, district). According to Hunter 

(1986), the model is appropriate even for student teachers, though 

while the model is very simple in conceptualization, it is very 

complex in application. Teachers need to be coached and observed 

after inservice training to implement it appropriately (Hunter, 1986). 

The two models presented in this study differ in their features 

and purposes. For a comparison of the models' features see Table 7 

in Chapter 5. 

Summary 

This study refers to two different educational models, Hunter's 

Essential Elements of Instruction and Taba's Teaching Strategies. The 

models differ in their features and their orientations. Both models 

require a certain investment during the learning stage as well as 

during the implementation stage. Chapter 5 provides a detailed 

analysis of both models' characteristics. 



CHAPTER 3 

RESEARCH PROCEDURES 

Introduction 
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This study was designed to reveal individual teacher beliefs, 

experiences, and workplace variables. The method selected for this 

research was derived from the researcher's intentions, assumptions, 

and orientation. 

The intention was to discover patterns and themes that 

influence teachers' receptivity to teaching models through analysis of 

teachers' reports of their beliefs, experience, and personal perception 

of workplace variables. The researcher was interested in the 

personal perception of the participants, guided by the belief that 

teaching is a very personalized enterprise. 

methodological approach has been selected. 

Therefore, a qualitative 

This chapter includes a 

description of the method and techniques used, and the rationale for 

using them in this study. 

Qualitative Research 

Qualitative research is selected as a method of inquiry that 

contains details and depth not possible when using quantitative 

methods. In addition qualitative research traditionally is connected 

with social science fields such as sociology, anthropology, or political 

science. The most important methods in qualitative research are 

watching people in their own environment and interacting with them 

on their own terms (Kirk & Miller, 1986). 
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Qualitative research is a method of inquiry designed to find the 

"truth" through the participant's eyes rather than the researcher's 

eyes, as occurs in quantitative research (Weinstein, 1983). Spradley 

(1980) claims that the essence of ethnography, a central method of 

qualitative research, is the concern "with the meanings of actions and 

events to the people we seek to understand" (p. 5). 

Ethnography means the "way of life" of an identifiable group of 

people. In a methodological sense, ethnography refers to the process 

and product of the research, the techniques used by the researcher 

and the analysis and presentation of the data (Wolcott, 1988). 

Through the investigation of informants' behaviors, the ethnographer 

learns about the whole culture. 

Wolcott (1988) notices that qualitative research has recently 

been acknowledged and positively accepted by the education 

community. In the past, the focus of teaching research has been on 

finding objective parameters for effective teaching, what is known as 

"product-process" research, and effective teaching was measured by 

students' achievements (Shulman, 1986). Viewing schools as cultural 

settings (Rosenholtz, 1989) requires a different approach for 

research than the one used in "product-process" research. 

Qualitative research seems to be the appropriate method for 

discovering the specific ways in which different forms of 

organizations and cultures (schools) relate to the activities of specific 

persons (teachers, students) in making choices and conducting social 

interaction (Erickson, 1986). 



Erickson (1986) also claims that the use of qualitative 

("interpretive") research in education is connected to the content 

orientation and interest of the researcher, such as interest in the 

immediate (some times intuitive) meaning of participants' actions. 

7 1 

As mentioned earlier, the researcher believes that teaching is a very 

personalized profession, influenced by teachers' orientations and 

beliefs. Therefore, one needs to investigate teacher-related issues 

through the eyes of the teachers. A description and quantification of 

teachers' actions (through quantitative methods) is not likely to 

provide the researcher with answers to the questions raised in this 

study. 

Here the researcher was interested in exploring teachers' 

personal perceptions, experiences, and characteristics that could be 

related to receptivity to teaching models. As different people make 

sense of social events differently and base their actions on their own 

meaning and interpretations of world phenomena, measuring their 

behaviors without knowing their intentions will not provide a 

complete understanding of the observed phenomena (Erickson, 1986; 

Strauss & Corbin, 1990) 

The focus of this study was on intention and meaning rather 

than on teachers' behaviors. The main concern was differences In 

receptivity, a cognitive, affective phenomenon rather than 

implementation which is an observable behavior. The researcher 

concentrated on teachers' perceptions through narratives as opposed 

to observations and their quantification. Therefore, a qualitative 
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differences among participants. 
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Erickson (1986) enumerates four situations in which a 

qualitative (interpretive) approach is most appropriate. They are (a) 

when the researcher is interested in the specific rather than the 

general characteristics of phenomena, (b) when the meaning

perceptions of a certain participant in a particular setting are 

important, (c) when it is logistically or ethically impossible to control 

the variables that led to the phenomenon in question, and (d) when 

identification of causal connections cannot be identified by 

experimental methods. 

This study's purpose is congruent with Erickson's (1986) three 

reasons for selecting qualitative research methods. This study's 

intentions were (a) to find the specific characteristics of four teachers 

that may have lead to their degree of receptivity to specific teaching 

models; (b) to discover the meaning-perception of the teachers 

selected to participate in the study; and (c) to identify specific causal 

linkages between teachers' receptivity to teaching models and their 

characteristics, linkages that previous experiments and theories fail 

to explain completely. The use of qualitative methods in this study 

lead to gaining fresh insight into teachers' perceptions (Strauss & 

Corbin, 1990; Miles & Huberman, 1984). Qualitative research allows 

the researcher to discover unforeseen themes leading to new 

questions and avenues for further research. 
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Case Study 

A case study approach was selected for this research as an 

appropriate research technique. The term case study is most often 

attributed to fields such as medicine, social work, or urban planning, 

but Stake (1988) claims that "it belongs to all of us" (p. 253). 

Educational research embraces case studies with increasing 

eagerness, especially if one agrees with Erickson (1986), who claims: 

Each instance of a classroom is seen as a unique system, 
which nonetheless displays universal properties of 
teaching. These properties are manifested in the 
concrete, however, not in the abstract. Such concrete 
universals must be studied each in its own right. ... The 
paradox is that to achieve valid discovery of universals 
one must stay close to concrete cases (p. 130). 

Stake (1988) emphasizes that the difference between case 

studies and other types of research is not a methodological one. He 

claims that while most case studies are based on an anthropological 

field method, a case study can be based on or include statistical 

information as well. The main difference between a case study and 

other studies is that the researchers focus their attention on a 

specific case and not on a large number of cases. In most other 

methods, researchers look for what is common or perversive in an 

entire population, neglecting the uniqueness of individual cases. In 

other types of studies, the researcher assumes that individuals are 

representative of the whole and that is possible to generalize from 

the case to the whole. In the case study, the search is designed to 

examine the complexities of the particular case. Furthermore, 
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Donmoyer (1990) emphasizes that a case representing an individual 

is of great interest to teachers because teachers are interested in 

individual students. 

Erickson (1986) speaks to the issue of generalizabilty in 

qualitative/interpretive research, which includes case study 

techniques. He claims that interpretive research seeks 

generalizability by a different route than other methods of research. 

The search is for "concrete universals" through studying a specific 

case and comparing it to other cases, rather than searching for 

"abstract universals" through statistical information gathered from 

representative samples. The analysis of the case leads to the 

discovery of different layers of universality and particularity in the 

case studied. The researcher is interested in finding what can be 

generalized to a larger population and what is specifically relevant to 

the case itself. 

Donmoyer (1990) adopts Piaget's theory of assimilation, 

accommodation, integration, and differentiation as a way to rethink 

the notion of generalizability. He claims that case studies provide 

narratives of vicarious experiences of unique situations and 

individuals thus "expanding the range of the interpretations 

available to the research consumer" (p. 194). 

Case studies focus on a "bounded system" (p. 256) such as a 

single individual, a single classroom, a single school, or a single event 

to understand its characteristics and properties (Stake, 1988). The 

complexities of the case lie within its own parts, influenced by other 
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systems, but the inquiry is done from the standpoint of the system in 

question. The case is defined by the boundaries set by the 

researcher before and during the research. The researcher selects 

issues relevant at the time of the research and is aware that "one 

cannot deal with the totality of anything" (Stake, 1988, p. 258). 

The naturalistic character of the case study allows the reader to 

be part of the analysis and to be critical of the researcher's 

inferences based on the evidence presented. While the reader will 

not have an equal share in the interpretation, some of the 

responsibility will be delegated to him/her (Stake, 1988), as in the 

work of the Israeli artist Yaacov Agam who sets his works of art in 

front of the viewer to manipulate in various ways to achieve 

different final resul ts. The viewer has only limited influence on the 

final result; s/he depends on Agam's selection of materials, colors, 

setting, and so forth. 

Responses to case studies of educational communities (schools, 

districts, legislators) cannot be the same as those given to statistical 

results. For example, if a quantitative study shows a decrease in the 

number of students attending elementary schools in a certain 

neighborhood, the response of the school district can also be 

quantitative, such as decreasing the number of teachers employed 

that year. The readers of case study research are required to 

respond in a different way. They need to see the case as an 

individual experience bound to time and place and use that 

information to reflect on and expand their own knowledge. 
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The main reservation to using case studies as a method of 

research is the claim of lack of validity. The claim is that the story 

told by the researcher is a subjective choice, and another researcher 

could have chosen something completely different. Stake (1988) 

argues that the same problem is common to other disciplines and 

research methods, implying that this problem should not stop 

researchers from using the method. 

Stake (1988) justifies his position by asserting that "the 

validity of the report is different for each, according to the meaning 

the reader gives to it. Validity depends on purposes and points of 

view" (p. 263). Though accepted by some, this naturalistic 

justification might not be accepted by all. Yin (1989) recognizes that 

validity issues are central features in the criticism of case studies 

and suggests several ways to ensure validity: (a) use multiple 

sources of information (triangulation), for example, finding 

documents or other participants who can provide information on the 

issue; (b) establish a chain of evidence, for example, relying on 

several instances through the interviews in which a certain theme 

recurs; and (c) have participants review study rapport, such as 

organization of domains or themes, providing them with basic data 

analysis to verify researcher's general direction of interpretations. 

Teaching and learning are highly personalized activities; 

therefore, case studies were appropriate methods of study. In the 

case study, researchers respect teachers and learners as individuals 



and consider their actions in relation to the contexts in which they 

occur. 

The basis for this study was the researcher's belief that 
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teachers differ from one another, that their individual characteristics, 

experiences and particular working conditions determine their 

choices for practice as well as their receptivity to new teaching 

models and instructional techniques. Therefore, the selection of a 

case study method as the most appropriate was justifiable. 

Techniques Used in the Research 

Interviewing 

Fetterman (1989) classifies interviews into four main 

categories: structured, semi-structured, informal, and retrospective 

interviews. Wolcott (1988), using a broader definition of the term 

"interviewing," includes "seven specific types of interviews used by 

anthropologists: key-informants, life history, structured or formal, 

informal, questionnaire, projective techniques . . . and in schools, 

standardized tests and related measurement techniques" (p. 194). 

Many times, different interviewing techniques blend and overlap 

(Fetterman, 1988). 

This study's focus was on perceptions and interpretations of 

reality through participants' eyes. To elicit those perceptions, the 

researcher used interviews as the main data-collection technique. 

Questionnaires also were used. 



78 

Formally structured and semi-structured interviews are verbal 

interactions similar to questionnaires in that both embody explicit 

research goals. Responses gathered in these interviews may be 

compared to the context of common group beliefs and themes. For 

example, answers to questions about the educational background of 

teachers provide useful comparative baseline data about their 

qualifications and experiences. Beginning the interview with such 

questions can bean unthreatening icebreaker (Fetterman, 1989). 

Informal and/or unstructured interviews in which a fixed 

sequence of predetermined questions are not used are the most 

common in ethnographic work (Wolcott, 1988). These interviews 

seem to be casual conversations, but they have an implicit research 

agenda. Informal interviews are useful in discovering how people 

perceive different topics and how one person's perception compares 

with another's (Fetterman, 1989). 

Informal interviews seem to be easy to conduct because they 

do not involve a specific type or order of questions and can progress 

as a conversation does. However, they are difficult because of the 

issues of ethics and control. The researcher tries to learn about 

others' lives in a natural setting while maintaining a systematic 

approach for research purposes (see Appendix D.). 

In an informal interview, a researcher merges conversation 

with embedded questions. In most cases, the ethnographer has a 

series of questions to ask the participant and throughout the 

conversation will find the appropriate time during the conversation 
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to ask them. Since a danger exists that the researcher might impose 

some questions in an artificial way and damage the natural setting, it 

is wise to start with non threatening questions (life history), gaining 

the confidence to ask more sensitive questions (Fetterman, 1989). 

During interviews, researchers may use a combination of open 

and closed-ended questions. While open questions allow for 

participant interpretations and thus open new avenues of inquiry, 

the closed-ended questions provide the researcher with quantifiable 

data. Ethnographers tend to use more open-ended questions to 

expand the field of research by portraying events from participants' 

personal perspectives (Fetterman, 1989). Researchers using 

unstructured interview techniques need a combination of planned 

questions, sensitivity, and flexibility to gain good access to 

information. 

In this study the researcher used semi-structured interviews 

to enrich participants' responses. A list of topics to be covered and 

questions that might elicit responses on the topics was prepared 

prior to the interviews. Since the research was based on only four 

cases, the same topics needed to be covered for comparison purposes. 

Throughout the conversation, the researcher was sensitive to 

covering planned topics while maintaining a natural course of 

interaction. She tried not to force the questions into the conversation 

and let participants lead the conversation to issues that were 

important to them. Letting participants lead the conversation 

provided a way to discover unforeseen cultural domains. 



The researcher first asked questions related to experience, a 

neutral topic. The researcher then reviewed the first interview to 

determine whether the topics that she wanted to compare across 

participants had been covered. During the second session, the 

researcher asked more specific questions, while at the same time 

maintaining a conversational mode. Many times participants 

answered unasked questions as a result conversational tone of the 

interview. 

Questionnaires 
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The questionnaire is an interviewing technique with explicit 

questions. This tech,nique is not popular in ethnography but it is 

used when surveying highly sophisticated and busy populations 

(Wolcott, 1988). A questionnaire can have closed or open-ended 

questions or a combination of both, and can include scales of 

approval or disapproval with different topics. The disadvantages of 

written answers to questionnaires are that people tend to be briefer 

than when replying orally. Also, researchers cannot probe the 

answers for expansion or clarification. 

In this study, the researcher used a questionnaire to verify 

administrators' nominations of possible candidates to participate in 

the study. The criterion for the nomination was the teachers' 

receptivity to the Taba' Teaching Strategies model and Essential 

Elements of Instruction model. Questionnaire answers were used as 



starting points in interviews as well as for data validation. (See 

Appendix A and B). 

The Researcher 

8 1 

Spradley (1980) describes different degrees of involvement by 

the researcher in the research process, ranging on a continuum from 

non-participation (no involvement) to complete participation. Non

involvement is a state in which the researcher is completely 

separated from the culture being studied (Spradley, 1980). 

By choosing a level between non-participation and complete 

participation, a researcher can be involved in a passive way by being 

present in the setting but not taking part in any activity (Spradley, 

1980). Alternatively a researcher might use a moderated approach 

of participation by taking part in selected activities of the culture 

slhe is studying. A more involved form of participation is active 

participation. In this degree of participation, the researcher seeks to 

do what the people in the culture do, trying to become a member of 

the culture (Spradley, 1980). 

Complete participation is a condition in which the researcher is 

part of the culture that slhe is studying. In complete participation, 

the researcher has the advantage of being familiar with the culture's 

language, rites, and symbols. On the other hand, the more a person 

knows about the society s/he is researching, the more difficult it is to 

notice the rules of that society (Spradley, 1980). Being an outsider 



helps a researcher question phenomena that from within are so 

natural that they are taken for granted. 

82 

Wolcott (1988) refers to the approach of studying in familiar 

settings as "ethnography-minus-one." He feels that familiarity with 

the setting is the case for researchers in schools: the researcher is (or 

feels) so knowledgeable about the setting that slhe can give hislher 

perception of events rather than informants' views. On the other 

hand, when the researcher is an outsider, participants may be 

reluctant to open up and talk about that culture. They might feel 

that because the researcher is not one of them, slhe will not be able 

to understand. 

In general, understanding the environment in which the 

research is conducted is important. Behaviors and meanings are 

embedded in and connected with their ecology in such a manner that 

unless slhe has a good understanding of ecology factors, the 

researcher cannot make sense of phenomena. When, as Erickson 

(1986) advises, one adds reflectiveness in conducting qualitative 

research to "make the familiar strange," then being part of the 

ecology studied becomes an advantage. Awareness is the clue for 

conducting research when one is completely involved. 

The researcher in this study is a complete participant in that 

she herself is a teacher and is familiar with the two teaching models 

presented in the study. At the time of the study, the researcher 

worked in one of the school districts represented in the sample, was 

introduced to the models in the same way that the participants were, 
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and also knows personally many of the people mentioned by the 

teachers participating in the study. Although, some may argue that 

in Spradley's (1980) definition of complete participant the 

researcher needs to be part of the culture at the time and in the 

place that the research takes place. Therefore, the degree of 

involvement of the researcher in this study is of complete participant 

in the large culture of the participants (schools, and having being 

exposed to the models the same way that they have) but not in their 

personal micro-culture (their particular schools, and the particular 

time that they were introduced to the models). 

Being aware of her level of participation, the researcher limited 

her comments during teacher interviews to professional responses 

and generic comments. She avoided sharing knowledge about people 

or events. 

As a complete participant (in the large culture of the 

participants), the researcher understood the teachers' jargon, so 

participants were able to express themselves fluently rather than 

feeling it necessary to explain every professional statement. 

Teachers also saw the conversation as non-judgmental (however 

critical they might be), since the researcher is part of the described 

situations. By having been in places and situations similar to those 

the participants described, the researcher was able also to visualize 

events with more ease than would an outsider. 
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Qualitative Data Analysis 

Analysis of ethnographic case data is a continuous activity. The 

researcher engages in this analysis from conceptualizing the study 

through data collection to reporting (Fetterman, 1989). 

Miles and Huberman (1984) claim that anal ysi s of quali tati ve 

data "consists of three concurrent flows of activities: data reduction, 

data display, and conclusion drawing" (p. 21). Data reduction is a 

process begun before the field work of data collection. The initial 

stage of analysis might seem a simple perception, but it involves a 

selection made by the researcher based on her/his values, 

perspectives, academic theories, or study limitations (Fetterman, 

1989). The researcher decides which question to address, what sites 

to visit, and what data-collection approaches to use. All these 

activities take place prior to the field work itself. During the data 

collection, data reduction continues: the researcher summarizes, 

codes, and teases out themes. The process of data reduction proceeds 

after the fieldwork is completed (Miles & Huberman, 1984). Data 

reduction is a process of refinement in which the researcher limits 

the scope of inquiry, creating a clearer focus for the study 

(Fetterman, 1989). Data reduction is part of the analysis. The 

choices made by the researcher, such as what data to include or what 

patterns to follow, are all "analytic choices" (Miles & Huberman, 

1984, p. 21). 

The second part of data analysis is data display. This stage 

includes the organization and repn: ;.;entation of data. Data display is 
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an analysis activity that takes place during the data collection stage 

as well as at the post collection stage. Most qualitative research data 

display is done through narratives; however, Miles and Huberman 

(1984) argue that other methods of data display, such as matrices, 

networks, charts or graphs, may be found more productive. 

The third stage of data analysis is conclusion 

drawing/verification. At this stage, the researcher presents 

meanings, notes regularities, points out patterns, and suggests 

possible configurations or prepositions. These are presented with 

caution to avoid working beyond the boundaries of the material 

presented and with thoughts for further investigation of data in the 

study or in the collection of more data in future studies (Miles & 

Huberman, 1984; Wolcott, 1990). 

Techniques of data analysis. Successful data analysis 

techniques include triangulation, which provides the researcher with 

a means to validate cultural themes. The researcher considers new 

or supplementary data from sources other than the one already used 

and compares those to support (or dismiss) the research findings. 

These sources may be observations based on conversations with 

different people regarding the same issues or documents. 

Triangulation also can be done throughout interviews with the same 

participant to verify a previous statement as in the case of 

Fetterman's (1989) "self-contained triangulation" (p. 92). Validity is 

a way to improve the quality of data and findings. 
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In this study, triangulation occurred through the questionnaire 

given to the teachers to assess their receptivity to the teaching 

models as well as within the interviews. In addition, two of the 

participants voluntarily provided written papers that were prepared 

for completely different purposes but supplied the researcher with 

additional information. The character of this study does not require 

"third-party" verification of statements because the researcher is 

interested in teachers' self-perceptions and not in assessing their 

accuracy by other means (such as statements by administrators, 

parents, students, or other teachers). 

Another technique for further understanding a culture or a 

case is to focus on key events (Fetterman, 1989). Key events are 

special events in a participant's culture, a traditional behavior, or a 

participant's central interest. In this study, key events were 

determined in different ways. The first one was through the choice 

of topics addressed in the interviews. The researcher decided which 

events most accurately reflected teachers' characteristics. The 

second source for key events was provided by the participants. The 

researcher allowed the participants to talk about issues of personal 

concern. Although these issues could not be matched across 

participants, they shed extra light on individual participants. The 

third source of key events was participants' personal metaphors for 

teaching elicited by the researcher. In this instance, the key events 

supplied a ground for cross-case analysis and comparison. 
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Analysis Display 

Domain Analysis. The analysis of data, as mentioned before, is 

the search for meaning beyond the description of events. Cultural 

domain is the basic unit in every culture, and domain analysis is the 

first layer of ethnographic research (Spradley, 1980). Cultural 

domains include other smaller categories of cultural meanings. For 

example, curriculum is considered a cultural domain in education. It 

includes different types of curricula, such as hidden curriculum, 

written curriculum, curriculum guides, or "teacher-proof" curriculum. 

Domains include three basic elements: "cover term, included 

term, and semantic term" (Spradley, 1980, p. 89). The cover term IS 

the name of a given domain. Curriculum is the cover term for a 

domain in this study. The included terms are smaller categories 

inside the cover term, e.g., curriculum guide and hidden curriculum. 

The third element in a domain is the "semantic relationship," 

important in the determination of domains. When two categories are 

linked by a semantic relationship, such as hidden curriculum as a 

type of curriculum, the role of the semantic relationship is to define 

included terms by placing then inside the cultural domain (Spradley, 

1980). 

Spradley (1980) mentions three kind of domains, "folk 

domains, mixed domains, and analytic domains" (pp. 90-91). Folk 

domains include terms used by the participants in the study. Mixed 

domains include terms used by the participants and others known by 

the researcher. Analytical domains are represented in terms 
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supplied by this and other researchers. The three types of domains 

mentioned by Spradley are apparent in this study. 

In this research, a general direction for domains was set by the 

researcher through her questions. For example, to cover a domain 

such as workplace, the researcher asked the general question: "What 

is the atmosphere in your school?" A broad domain was presented 

that could contain smaller ones suggested by participants' responses 

and comments. The participants had to relate to the workplace 

domain but could address other topics such as principals, colleagues, 

work load, or students. 

Cultural Themes. Cultural themes are positions or postulates 

that guide actions and behaviors. Themes can be declared openly or 

implied by participants and are agreed upon in a society or culture 

(Spradley, 1980). This concept is rooted in the idea that a culture is 

more than a collection of behaviors, rites, and customs. Rather, it is a 

complex pattern. According to Spradley (1980), "a theme is an 

assertion that has a high degree of generality" (p. 141). 

Themes apply to several domains within a culture and are 

expressed in different forms. A theme can be a motto, a proverb, or 

just a recurrent expression. Themes exist at a tacit knowledge level. 

The researcher's task is to reveal them through interpretation of 

behaviors and statements made by participants. One should notice 

that (a) themes do not apply necessarily to all domains within a 

culture and (b) part of the culture that one is researching could be 



integrated around a set of major and minor themes rather than a 

central one (Spradley, 1980). 

Spradley (1980) emphasizes the value of searching for 
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universal cultural themes. Universal themes can be useful in making 

comparisons of different domains within the same culture or in 

comparing domains across cultures. He suggests some universal 

themes identified by ethnographers: (a) social conflict, (b) cultural 

contradictions, (c) informal techniques of social control, (d) managing 

impersonal social relationships, (e) acquiring and maintaining social 

status, and (f) solving problems. 

In this study, the search for themes is a central feature of the 

analysis. As explained, themes are embedded in actions and 

statements, and through them, one can better understand actions and 

statements made by the participants. Themes are compiled 

throughout and after the data gathering stage. Themes are verified 

by comparing answers in different parts of the interviews. One of 

the strategies for the analysis of themes is the use of metaphors. 

Use of Metaphors. Miles and Huberman (1984) suggest that 

researchers use metaphors in qualitative analysis because metaphors 

are helpful in connecting findings to theory. By analyzing metaphors 

expressed by participants in a study, researchers can gain a broader 

understanding of specific statements. One does not hear the concrete 

words but can view the premises behind the statement. Schon, and 

Lakoff and Johnson (in Russel, Munby, Spafford and Johnston, 1988) 

speak of the centrality of metaphors in teachers' language for the 
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conceptualization of phenomena. Russel et. aI., (1988) claim that 

teachers' interpretations of events vary from individual to individual 

and the language that each one uses to describe events reflects those 

perceptions. The way teachers construct their realities may be 

reflected in metaphorical language usage. In this study, for example, 

one participant referred to her young students as "babies." The 

allusion carries beyond the age factor; it can suggest also 

helplessness, lack of responsibilities, or need for protection. All of 

these may influence the way she regards her teaching role. 

In this study metaphors were used in two ways. The first was 

in analyzing participant teachers' metaphors for teaching. During the 

interviews the researcher asked the participants to describe in a 

metaphorical way how they perceive the teacher's role. The 

"assignment" was given during the first interview to allow 

participants to reflect on the matter. This metaphor conversation 

was explicit, but extensive, and allowed the researcher to ask for 

clarification. The researcher did not ask the participants to 

"translate" the metaphors or to explain them. The analysis was done 

through the researcher's interpretations supported by other 

statements made by the participant during the interviews. The 

second use of metaphors was to find prominent metaphors in the 

course of the conversation, analyze them to find patterns, and 

compare them to other findings of the research. 
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The Study 

The purpose of the study was to reveal beliefs, expenences, 

and workplace variables of four teachers with high and low levels of 

receptivity to two teaching models. The researcher selected for the 

study's design a qualitative multiple case study method. 

Sample 

The sampJing for this study is based on what Stainback and 

Stainback 

refer to as "purposeful sampling" (1988, p. 30). The participants' 

inclusion 

was determined according to relevant criteria set by the researcher. 

The criterion for selecting participants in this study was their 

receptivity to Hunter's Essential Elements of Instruction or Taba's 

Teaching Strategies teaching models. The researcher was interested 

in identifying four teachers: one who was high and one who was low 

in receptivity to each of the two teaching models. 

Participants 

The participants in the study were four Caucasian female 

teachers from three different school districts in a Southwestern city. 

Three teachers worked at the elementary level and one in a middle 

school. The range of teaching experience was between four and 

twenty-five years. All the participants hold Masters' degrees in 

education. Detailed information about each teacher is given in 

Chapter 4. 
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The researcher opted to use names to refer to the participants 

because she felt this approach matched the study's informal data 

collection character. The names of the participants in the study are 

fictitious and were selected by the participants. The participants in 

relation to the teaching models in this study are (a) Kathleen, (high 

receptivity to Essential Elements of Instruction), (b) Sarah, (low 

receptivity to Essential Elements of Instruction), (c) Tara, (high 

receptivity to Taba's Teaching Strategies), and (d) Amanda (low 

receptivity to Taba's Teaching Strategies). 

Access 

The problem of obtaining access to the necessary data is a 

central task in ethnography. Hammerley and Atkinson (1983) 

recognize that gaining access involves drawing on the interpersonal 

resources and strategies that we all tend to develop in dealing with 

everyday life. They view difficulties experienced in gaining access as 

an extra insight into the culture that one wants to research. 

Access to participants in this study, based on the set criteria, 

was accomplished in two stages. 

1. Through personal communication, the researcher asked 

administrators who were familiar with the models used in the study 

to nominate teachers who had been exposed to those models and 

whom they assessed to have either a high or low level of receptivity 

to the models. The researcher explained to the nominators that the 

research was designed to assess receptivity to the models and not to 
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evaluate implementation of the models and asked them to assess 

how they thought teachers liked the models. The researcher assured 

administrators that the source of nominations would not be revealed 

when approaching candidates for the study. 

2. The nominated teachers were contacted by telephone to 

introduce the researcher and explain the study's purposes. The 

researcher sent a questionnaire to the teachers to verify their 

receptivity to the given models (see Appendices A and B). Once the 

participants were identified they were contacted again to arrange for 

the first interview. 

Procedure 

Instruments. The instruments used in the study were a 

receptivity questionnaire and semi structured interviews. 

The purpose of the questionnaire was to verify the nominated 

subject's level of receptivity to the teaching models. The 

questionnaire had two closed questions with an option for expanding 

or giving explanations for the answers, one open-ended question, and 

a continuum for the teachers to self-determine their level of 

receptivity to the specific model (see Appendix A). Through this 

survey, the researcher gained an initial sense of each subject's 

opinion of the teaching model (Fetterman, 1989). This information 

was used as a springboard for the interviews. 
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The semi-structured interviews were taped and later 

transcribed. During the interview, notes were taken to clarify points 

made by the subjects. 

The length of the interviews varied from participant to 

participant according to their willingness to contribute information 

and the need to clarify and/or verify given information. The length 

of the interviews were as follow: 

Kathleen: first interview lasted one hour and forty five 

minutes; second interview lasted ninety minutes. 

Sarah: first interview lasted ninety minutes, and second 

interview lasted seventy minutes. 

Amanda: first interview lasted sixty minutes and second 

interview forty-five minutes. 

Tara's first interview lasted sixty minutes, the second forty

five minutes, and the third interview lasted sixty minutes. Tara was 

interviewed three times because the researcher realized, after 

reviewing the second interview, that several of the domains intended 

to be covered in the interviews were missing. 

The first interview's questions helped the researcher to 

identify participants' beliefs, accounts of experiences, and 

descriptions of environmental variables. The questions were open

ended, and the researcher probed for clarification by asking for 

examples, metaphors, and expanded answers (see Appendix D). 

Questions were presented in an adjusted order to allow for a more 

natural character of conversation. Participants were given the 
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opportunity to talk about issues that were important to them or that 

were triggered by questions or comments from the researcher. 

The second interview was based on the responses given in the 

first. The subjects were provided with a transcript of the first 

interview and were given the opportunity to comment, correct, or 

expand on any point they made during the first interview before 

meeting with the researcher for the second interview. In the second 

interview, the researcher's purpose was to probe previous responses 

and verify themes found in the first interview. Also, the researcher 

was interested in covering topics that were not discussed during the 

first interview that would help in the analysis across participants. 

Analysis of Data 

Data Reduction. The interviews were analyzed through cultural 

domains (Spradley, 1980). At the beginning of the analysis, these 

domains were defined by the areas that the researcher decided to 

include in the interviews, e.g., experience, collaboration in the 

workplace, evaluation system, and role of students. The analysis 

began with a search for semantic relationships connected to 

particular domains. The search involved mainly strict inclusion (x is 

a kind of y) and means-end (x is a way to y). For example, Amanda 

described how her colleagues are willing to share by "offering 

materials," which is a kind of collaboration among teachers, or she 

speaks of "principal sending little notes" as a way to give teachers 

feedback on their performance. 
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The researcher identified a preliminary set of cover terms 

during the course of conducting the interviews and verified these 

terms by locating them in the rest of the narratives (e.g., 

collaboration among teachers, feedback to teachers). These cover 

terms led the researcher to a search for terms fitting semantic 

relationships. The researcher reviewed the remainder of the 

interview to discover additional terms for each domain, as well as to 

discover new cover terms. 

A list of domains was compiled for each interview. Later the 

researcher analyzed domains that directly related to teachers' 

beliefs, experiences, workplace variables, and teaching model 

features defined in this study, as well as domains supplied by the 

teachers A second analysis consisted of the search for cultural 

themes that were verified within different parts of the interviews. 

These themes were presented for each participant and later were 

compared in relation to the teaching models. 

Final Comment 

Throughout the investigation, the researcher was guided by a 

non-judgmental orientation designed to allow for the possibility of 

exploring new directions, ensuring data validity, and avoiding data 

contamination. At the same time, the researcher was aware of 

possible bias resulting from personal beliefs and individual 

preferences (Fetterman, 1989). 



CHAPTER 4 

PRESENTATION AND ANALYSIS OF DAT A 

In Chapter 4 each teacher's story and its analysis through 

domains and cultural themes is presented. 
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When we conduct our research in settings familiar to us. or 
where we see only a portion of the lives of the people we are 
studying ... we are well advised to let our informants speak 
for themselves before we impose our interpretations on them 
(Wolcott. 1988. p. 219). 

The data of this study are the teachers' stories. Therefore. they 

are presented at length to allow full understanding of the analysis 

that follows. The events are not presented in the original order that 

they were told. Instead. the content is organized according to the 

domains that the researcher set to investigate in the study and by 

domains that emerged through participants' interviews. The stories 

differ in length and in the intensity with which participants 

answered the questions. 

The names of the participants are fictitious and were chosen by 

the participants. Kathleen is a teacher with high receptivity and 

Sarah with low receptivity to the Essential Elements of Instruction 

model. Tara has high receptivity and A manda has low receptivity to 

the Taba Teaching Strategies model. 

Kathleen's Story 

I met Kathleen in a workshop to learn Essential Ele ments of 

Instruction (EEl). where she was assisting the main instructor. She 



was very energetic. smiled a lot. and used many examples and 

metaphors to make her points. 
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When I searched for nominations through an administrator in 

her district. Kathleen was strongly recom mended as being highly 

receptive to Hunter's model. 

We met in a restaurant. a neutral and convenient location. for 

our first conversation. Since the meeting was during the spring 

break. neither of us was under the daily stresses of work. The first 

conversation lasted almost two hours. 

Experience and Background 

Kathleen had a lot to say. She started slowly and cautiously. but 

very soon she became involved in the conversation. My first 

question was a broad one about her opinion of schooling. She geared 

the answer toward her experience and background. The variety and 

nu mber of experiences that she has had in life is a the me that recurs 

through the conversation: "different directions and ways ... eclectic 

approaches ... different view points ... different settings ... variety 

of children ... different principals." She contrasts herself with her 

sister who is also a teacher. Because Kathleen has had so many 

diverse experiences. the two sisters are very different. 

Speaking of her educational background, she says. "I am in my 

25th year in education. and I started off my own background as very 

structured, in a parochial school. generally a very restricted kind of 

background." Her working experiences include "many directions." In 
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New York, she taught second grade and then moved overseas for five 

years to teach with the Department of Defense for two years in 

Okinawa and three years in West Germany. 

After receiving a Master's Degree in Reading, she was for two 

years a reading specialist and then a classroom teacher in grades two 

through five. After fifteen years, she earned her second Master's 

Degree in Educational Administration. She has taught in many 

settings and worked with many principals. She experienced being an 

administrator (assistant principal) but opted to return to the 

classroom: 

I truthfully missed teaching and children ... I felt my place 
was back with kids again ... I don't think it's worth all the 
stress and strain [being an ad ministrator J. It has pushed me 
finally perhaps to an ad ult level of my own profession ... this 
[teaching] has different meaning to me now. 

Kathleen "finally came to grips with her teaching career 

[because when she started, she] never had any intentions of this 

being a career, never." 

Workplace 

When Kathleen speaks of her school district. it is always in an 

inclusive fashion, using "we." "We are a small district and my own 

personal experience has been a very very good with [the] district 

office." 

In general. Kathleen's conception of her workplace is very 

positive. She believes that all the schools in the district "are positive, 

and growing is always the word." 
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She is very loyal in referring to her district (principals. 

administrators. superintendent. or staff development coordinator). 

and in none of the interviews does she complain or question their 

practices. Quite the opposite; she is a strong advocate of her district's 

decisions and supports and understands its actions and attitudes. 

A lot of the decisions that districts make they have to make 
based on the needs of their particular clientele ... sometimes it 
may not be the philosophy that [they) necessarily want to do. 
but they recognize that certain things have to be done because 
[of) their population 

Kathleen works in a small school district in the Southwest. The 

student population is low SES. At the time of the interview. she was 

working in a new elementary school in which the population is "more 

middle class." Because the school is new, there is a lot of "hard work" 

and "constant challenge." She recalls how. 

In the school the principal brought people together and we 
spent three afternoons sort of creating together. and I think 
that that really set the tone a lot ... it was really an important 
start for us. I think. the building process. Definitely positive. 
growing. beginning to think as a unit. We had all come from 
many different schools in the district. I mean people do a lot of 
sharing and talking. and if there is a problem, what are we 
going to do about it. a lot of brainstorming ... kind of shared 
decision making where the principals I've had since I've been 
in [state) have not been dictatorial or autocratic. I mean they 
have been leaders that provided people with opportunities 

In her references to her school district, she uses relative terms. 

"comparing with other districts." She also sees the fact of hers being 

a positive work environment almost as a gift that is out of her 

control. "I've been lucked out ... fortunate ... I've been really 

blessed by the schools." In another instance, she reaffir ms her 
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beliefs about her district: "Compared to other places I've been, I 

think we really lucked out. ... I think that when I get into university 

classes and hear about other districts [I realize] how very fortunate 

we are." 

Practical and daily realities of schools and classrooms are 

important to Kathleen. When she was working toward her second 

Masters' Degree, she felt that "I couldn't have ever stepped into 

being a principal by just what I had at the university ... we need 

hands on experiences ... I wanted it to be really practical; you tell 

me what I'm going to do on Monday morning." She feels that 

administrators in her district are very much in touch with those 

realities. She explains: 

Ad ministrators have been terrific about coming out to the 
buildings. How they fit in I have no idea, but one of the things 
they have done each semester, they must all, the 
superintendent, building principals, they must substitute as 
teachers once each semester, and I find it is a really positive 
move. So they try and maintain a pretty good profile, I mean 
coming out to the buildings and that kind of thing. I would say 
that generally compared to other places I have been, I see a 
good real response pretty much between central office, one of 
the best ... I think we really lucked out. 

In another instance she speaks of the principals. "Our 

principals go to all the workshops that the district offers." When 

they take the EEl workshop, she says, "they [the principals] also had 

to be coached in the same way that their teachers were going to be 

expected [to be coached). I really respected the district for that." 

She believes that if principals do not know about a topic that 

teachers might be interested in, "they would say, get me something 
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so I can read about this, and let's work on this together. Principals 

tend to stay very current ... they are expected to ... I have great 

respect for what I have seen." 

Kathleen feels that the general atmosphere among her 

colleagues is collaborative. Sharing is a com mon trait; the sharing 

examples are of sharing materials or ideas. 

We see more now people sharing. For instance ... we adopt 
something to study [for students] ... [e.g.] cooperative learning 
... so people actually brought their lessons in, they brought in 
things that they had made ... very practical sharing ... there's 
real good dialogue, and sharing I guess is the best word. 

When asked about teachers visiting each others' classes, she 

says that "there is still that little stigma [to] observation ... we are so 

private and unto ourselves ... there has to be a good feeling between 

you and the person that's coming in. I think you tense up [when 

someone comes to your class)." When she wants to offer help or 

suggestions to other teachers, she feels that "it takes a long time to 

get in the door ... it is hard, it really is hard." 

Staff develop ment for Kathleen is the introd uction of models, 

strategies, or programs in workshops. Compared to other and larger 

districts, she "is really pleased with the staff develop ment program 

in [her] district." Most of the staff development is done in the district 

by one person, "the official staff development coordinator." The 

coordinator publishes in the spring a list with all the workshops 

offered in the summer and during the next year, 

For instance, there is a class of beginning EEl [three days in the 
summer and three days during the school year], beginning 



cooperative learning (three days), .. , follow up cooperative 
learning, ... we have one in creative thinking and problem 
solving (three days). One day task analysis workshop and 
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there is an advanced Essential Elements ... teaching thinking 
skills and teaching concepts (three days) ... it's about seven or 
eight workshops. 

"Teachers roughly are given five days of released time a year, 

and subs are hired for them to attend the workshops." Participation 

in professional conferences depends on monies available in the 

district, and decisions about who goes where are made in the schools. 

Kathleen teaches some of the staff development workshops 

because she "believes that teachers need to keep growing and that 

has been a part for me." 

The evaluation system in the district has several components. 

There are observations that are made after the staff development 

program workshops: "the district is very much committed that 

someone will come out and see you, what you've learned in the 

workshop .... The thing is they are going to get something for the 

money that they have put out ... the observation is only coaching, .. 

. feedback on [the workshop]," Observations are done by a colleague 

for the career ladder, "and quite honestly, there are a lot of 

observations in career ladder." Also, there are annual evaluations 

made by the principals. 

Beliefs 

During the first interview, I tried to find out if Kathleen has a 

metaphor to describe the role of a teacher. She was not happy with 

the answer she provided, and for the next interview, she brought a 



written metaphoric description that she had used in one of her 

University classes. 
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This was a very good first year teacher: "the Girl Scout troop 
leader" ... as she gets ready for a camp out with her first time 
campers ... often the leader walks the trail in advance of 
taking campers out in the wilderness so as to know which 
places are suitable for setting up camp, and which places have 
potential dangers. The Girl Scout leader knows that for things 
to run smoothly all supplies must be ready well in advance for 
the trip. RM who is the teacher believes in being prepared, 
careful planning enables her to walk the trail of the lesson out 
of the center's activities in advance of her students .... To keep 
herself on the trail she writes examples on cards, makes charts 
with headings for her lessons. Scouts must be clear on 
directions so that they will not get lost in the woods. Many 
skills need to be taught and modeled before scouts start down 
the trail. 'This is poison ivy, the leader cautions. Notice its 
leaves.' Options are reviewed should anyone get lost along the 
trail ... She was going to go that trail no matter what, and 
sometimes things would happen, but she was going to go right 
on with that objective no matter what. But basically ... she 
made directions very clear so that nobody got lost, once on the 
trail she kept her scouts on schedule knowing at a certain point 
she needed to make camp so that they could rest, and be 
refreshed. .. Once on the lesson trail, [the leader] kept on 
walking; she persisted on teaching all the steps she had 
planned even if students began squirming. She would take no 
more than a momentary pause to correct their behavior, and 
then continue on with what she had planned in a lesson. They 
remain on the rug in front of her until the lesson was finished . 
. . , If someone became tired or hurt along the trail they must 
in some way come along with the group. They could not be left 
behind .... However, campers share many happy moments 
clustered around the camp fire. They sing and laugh together; 
they collect special memories of their time with the scout 
leader on the trail ... physically collecting people close to you 
[the teacher] ... where bonding takes place ... sharing and 
talking, and communicating, and listening to each other ... [but] 
don't forget the badge work in the academic. 
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A teacher's role, according to the metaphor, has two connected 

components, the affective and the academic domains of learning. 

Kathleen gives the two domains differentiated attention; "walking the 

trail" and "badge work" are equated with the academic learning 

accomplished by fulfilling a given assignment, while "sitting around 

the campfire" represents the affective part of schooling. 

The teacher is a "leader" and as such sets the ob jectives and 

directions ahead of time ("often the leader walks the trail in 

advance"). She knows what is suitable for her students; she knows 

what places have potential pitfalls, "dangers ... poison ivy." Once 

she selects the direction, she needs to make sure that she continues 

in that direction. She needs to prepare in advance, "write cards ... 

charts with headings, "and she needs to model before the students 

start the learning process. It is her duty to make sure that all her 

students follow the path that she selects: "they must in some way 

come along with the group." She sets certain expectations, and they 

must be fulfilled. 

In Kathleen's metaphor the affective domain is part of the 

teacher's role but is separated from the academic one. The affective 

part of education is "the bond of people sitting around the campfire . 

. . sharing and talking and com m unicating and listening to each other . 

. . but then there is the badge work, and I'm referring to that as 

being the academic." Kathleen remarks, though, that "sometimes 

they [affective and academic] trail hand in hand." But when she 

continues and elaborates, the affective and academic domains 
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separate again. "You take the objective and you park it, then you 

talk about something else that needs to be talked about, but then you 

come back to the academic aspect." 

When Kathleen talks about the teaching profession in general 

terms, she conveys a gloomy picture. She mentions two aspects of 

the profession. The first is the way teachers are regarded by the 

public. "When you and I were going to school, a teacher was way up 

high ... the perception has totally changed today." She feels that 

teachers are not respected and that they are underpaid. She 

continues, "We really don't have levels of growing and improving and 

recognition like in the business world where you move into 

partnership or manager or that kind of thing. I have changed grade 

levels or locations and gone back to school and I think that made a 

difference, and I'm still sitting here after 2S years." Kathleen feels 

that the situation is different for new teachers. "They get into some 

of these workshops [ the district staff development 1. challenge, and 

question. Some of them are not easy workshops, but it is exciting 

because people reach and stretch." 

The second negative aspect is the way teachers regard 

themselves. "We as teachers do not try and step out in front of our 

peers ... teachers have [a] hard time being recognized ... they 

[teachers] feel embarrassed if one is recognized above the other." 

She feels that teachers' work goes beyond the teaching in the 

classroom. "We've had student teachers who came in who were 

horrified at the amount of work that just [being] a regular teacher 
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will entail." On the other hand, she regards her participation in 

deciding on books' adoption as crucial. despite the extra unrewarded 

work involved. "I see that as part of my role. That's because I am 

the one who is right there with the child. Who better than I knows 

what that child needs." 

In the district they [administrators] ask: "Who would be 
interested in serving on this committee? We need a volunteer." 
Some times it has a little stronger push behind it. But for most 
part ours [teachers] are pretty voluntary ... people getting 
together on their own time ... sometimes there is release time 
but basically a lot of after school meeting time ... I feel I 
would rather have it that way, and then have a say in what is 
happening within my district ... teachers do lots of extra duty 
in the school ... we definitely have lots of input, which I think 
is wonderful. Personally, I'd rather have that than being told 
you know. 

When speaking of curriculum, Kathleen generally refers to 

teaching guidelines and textbooks. She believes that it is important 

to have a uniform implementation of books across the district and to 

match the curriculum to testing requirements. 

"Generally, for the classroom teacher the curriculum has pretty 

much been set." She recalls that in the past, "Everybody used 

different books. We had three different series going around, and 

since K. [administrator] has been around, he has tried to bring some 

kind of uniformity and always looks at how it relates to what these 

children will be tested on." She believes that it is really important 

that everyone use the same textbook or the same teacher-made 

programs. 
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When I met Kathleen for our second interview, she brought 

with her a paper that she wrote for a class at the university. The 

paper dealt with issues of schooling, teaching, and influences of 

changes in society. Kathleen felt that I should see exactly what her 

views are about the role of schools. She says: 

As I went back through [the first interview]' I was noticing 
how much I talk about affective first and academic second. 
Definitely [the] academic part has to be there .... And I talked 
the other day about finding where they [children} were, and 
challenging the m, and setting expectations, and continuing to 
set expectations. So in terms of classroom and learning I think 
yes, that's one of my firm beliefs of where we are headed ... 
[but] no longer can we not look at the affective and the 
socialization and the setting values for kids; it's just not 
happening any other place ... I think that comes back to ... 
where I've worked and what I've done. 

When asked if the same approach will apply to an affluent 

district, [name of district]' she says: 

I think then the academic would for sure take more of a 
forefront, the affective a second step .... kids still have the 
same hurts on the inside ... I sure WOUldn't stop looking for 
the affective ... we can no longer just look at the academic. I 
think we have to say schools are about the total child ... I 
don't teach reading as much as I first work on somebody's self
esteem and turn them around and motivate them to start 
learning again. 

Kathleen reaffirms her views of the connection between the 

population's socioeconomic status and the way that school operates. 

When speaking of her sister, who teaches in an affluent suburb on 

the East coast, Kathleen says: 

She [her sister] teaches high school art, and her husband is high 
school English and drama ... they are very "Whole Language" 
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and anti Madeline Hunter, so it makes for very interesting 
conversations on the phone .... But her [sister's] environment 
... is high school, and it's a community in which it's largely 
professional, and both parents largely professional and I see a 
real difference in that a lot of my parents don't work, they 
stand in the welfare line. 

Kathleen as a Learner 

I asked Kathleen about the role of the teacher when she is a 

learner or how she learns best. 

I'm a very visual learner, I also tend to be very "hands-on" 
kind of learning, visual comes right away ... I used to work 
with somebody that [sicl called me the chart lady all of the 
time ... I always have to have a chart for something, so I think 
that that guides some of my learning. For instance I like when 
someone is very definite ... when I take notes I tend to put 
them in l,a.b.,2.a.b.c .... I tend to be very structured, very 
visual. So in my initial stages of learning something, I like 
someone to give me straight information, and I like that it's 
very organized .... When I'm at the knowledge level [Blooml, I 
want the professor to pretty much to lecture truthfully ... then 
I want to start debating ... I have made my applications later 
on. 

Important knowledge for Kathleen as a professional is mainly 

practical knowledge. She feels that the university has not always 

provided her with the learning experiences she would have liked. 

"The university has become very research oriented and away from 

practical, and I think that's a very large mistake .. " We need real 

hands-on experiences." Speaking of good classes that she took, 

Kathleen said: 

She [the professor] had the smarts to bring in very good 
resources, and that made a difference because they ... were 
very practical ... at that level [graduate) I wanted it to be 
really practical: you tell me "what I'm going to do on Monday 



110 

morning" .... I enjoy [a] certain amount of research, but then 
you better start telling me how is it going to apply to my 
situation. 

Kathleen's Views of EEl 

Kathleen learned the Essential Elements of Instruction (EEl) 

from the staff development coordinator in the district, whom she 

regards with great respect. Kathleen has strong feelings of certainty 

and self-efficacy in using the model and feels that she should have 

learned the model 25 years ago. When speaking of the model, 

Kathleen models language used by Madeline Hunter, and she conveys 

acceptance of and agree ment with the model's principles. 

I don't consider it to be an instructional model. I consider it to 
be a decision making, and I was never so convinced of that as 
when we heard Madeline Hunter a couple of times. She is so 
down to earth, and she will come out and say if you don't need 
it, don't do it ... it is a collection of research upon which I can 
draw ... well meaning administrators have tried to make it be 
a very set pattern ... and it is not a pattern. I can do in depth 
deductive [teaching]; I can use cooperative learning ... I see it 
as a core of ideas upon which I can draw that will strengthen 
my lesson. It see ms to fit in its rigid sense more to direct 
instruction model which goes more with lower level and 
knowledge level ... it's probably the fault of the teacher if it 
does not [apply to higher levels thinking). 

She recalls how she started using the model: 

When I first started with it, I found it very mechanical, and I 
found it difficult at first to be ob served because I was trying to 
get in every single thing that was on that little piece of paper .. 
. it was hard to get used to. Once you kind of got into the swing 
of things, we [teachers] found a common dialogue, we found we 
actually talked about what made instruction good ... we had a 
common terminology. 

Kathleen explains why so many people object to EEl: 
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I think that if it [EEl] is not seen as rigid, and if it is not 
imposed as an instructional model. .. "Thou shalt," it is taking 
its right place .... I never felt it was dogmatic and rigid ... 
hearing [the modelJ was like confirmation of a lot of things that 
I have already done ... and it fit my kind of philosophy in 
terms of instruction ... I think [that people oppose Madeline 
Hunter and her model] because she became popular .. ,[gained] 
money [and] more prestige .. " I think we teachers do not try 
and step out in front of our peers .... I think they [teachers] 
feel embarrassed if one is recognized above the other. And I 
think that extends there too. We all kind of work together and 
I think she has received so much limelight. 

Domain Analysis: Kathleen 

Although Kathleen is a veteran teacher, she only came to grips 

with her profession after 25 years. Her professional knowledge 

developed through the years in varied situations and environments, 

and she stresses this fact as influential to her professional 

perspectives. Kathleen has graduate degrees in Reading and 

Administration. She has experience as an administrator; as an 

assistant principal, she coached teachers and served as an evaluator 

for career ladder purposes 

Kathleen teaches at the ele mentary level. She is very happy 

with principals in the district, feeling that they are supportive and 

non dictatorial and provide teachers with opportunities to make 

decisions. Kathleen admires her administrators and appreciates their 

participation in the same workshops as teachers in the district, their 

coming to the buildings to substitute for teachers who go to 

workshops, and their knowledge about educational innovations. 
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Kathleen is "very pleased" with staff development efforts in 

her district that are congruent with her definition of staff 

development: workshops to introduce new strategies or models. She 

regards the staff development coordinator with great respect and 

assists her in the instruction in some of the workshops. 

Kathleen regards her fellow teachers, on one hand, as 

collaborative, sharing materials and ideas, but, on the other, as 

private and not wanting to let people into their classrooms. In 

general, when speaking of her district, Kathleen uses inclusive 

language, "we," conveying that she feels part of the district. 

When she refers to teachers' role, she regards the teacher as a 

leader followed by her students. She is the planner and the decision 

maker. Kathleen shows great concern for students' well being. She 

cares about their emotional and social education as much as their 

academic progress. She feels that the teacher's role is to be 

concerned with the child as a whole. While Kathleen conveys a sense 

of caring for her students, she separates academic and affective 

domains, emphasizing her belief that low SES students need more 

attention in the affective domain. 

Kathleen believes that decisions about what instructional 

models to use in class depend on the population being taught. She 

does not regard the selection of a teaching model as a philosophical 

issue but as a practical matter: One needs to consider the population 

of the school and then decide on a particular way of teaching. For 

example, although Kathleen has a high degree of receptivity to the 
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Hunter model, she can understand how it might not be appropriate 

with a more affluent population. 

When she speaks of "teachers," she draws a gloomy picture. 

She feels that teachers are overlooked, but she says so in a 

global/generic manner. She sees no growth for teachers in general, 

but this is not the case in her particular district. 

Kathleen regards curriculum as guidelines, textbooks given to 

or selected by teachers to follow while teaching. She appreciates the 

idea of a formal, uniform curriculum across the district. 

When speaking of her learning styles and preferences, she says 

that she likes to be told in a clear, organized, sequential, visual way 

the "facts," and then to elaborate on them. She needs visual aids to 

learn (and to teach). Kathleen stresses the importance of practical 

knowledge. A summary of Kathleen's domains is presented in Table 

2. 

Cultural Themes: Kathleen 

Cultural themes are positions or postulates that guide actions 

and behaviors; some are openly declared while others are implied 

(Spradley, 1980). Spradley emphasizes that themes are useful in 

making comparisons within the same culture (participant) or in 

comparing domains across cultures (participants). In this study the 

themes were compiled and verified through use of different parts of 

the interviews as well through analysis of metaphors offered by the 

participants. 



Table 2 
Domam Analvsis: Kathleen 

Domain 
E:lperience 

Workplace 

Beliefs 

Curriculum 

Schooling 

Kathleen as 
a learner 

Char aeter sties 
2S years of teaching. Did not think she'd become a teacher 
Taught in many different settings 
Teaching philosophy developed over the years and changed due to 

circumstances 
Masters' in reading and Masters' in administration 
Was assistant principal, assists staff development coordinator, 

coached teachers. 
Elementary schooll small school district/student population low SES 
Principals always supportive, not dictatorial, shared decisions of 

principal and teachers 
Administrators are in touch with district realities 
Administrators are well informed of latest educational innovations 
Teachers share materials and ideas. Teachers are very private; it 

takes a long time to to be imvited to their classrooms 
Staff-development is done in the district covering different topics. 

EEl is basic and required (Kathleen assists in workshops) 
Attending conferences depends on available monies; administrators 

do attend conferences 
Coaching after workshops (district wants to see results of 

investment) for career ladder annual evaluation, new type of 
evaluation for veteran teachers. 

Teachers participate in decision making (selecting books, writing 
curriculu m) 

Compared to other districts I'm very fortunate 
Language used: "we" 
Teacher is a leader, 
Sets objectives, plans/prepares materials, needs to model for 

students, is prepared for students' pitfalls 
Academics and affective are two separated domains 
Affective equal caring 
Low SES need more affective than academics 
Models and techniques selected depend on stdudent population (SES) 
Teachers are overworked and underpaid (in general). 
Teachers are not respected (in general) 
No room for growth like in business (in general) 
Teachers should be involved in more than teaching (input on books). 
Teaching guidelines and books 
Having a uniform curriculum across the district is very positive 
Seeing child as whole, school needs to address social and emotional 
needs. 
Low SES need more affective; affluent students need more academics 
Visual learner, needs charts and to have things written in a linear 
order, 
needs to have first all the information and then pros and cons 
Looks for practical knowledge. 

114 
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Kathleen is the participant with high receptivity to the EEl teaching 

model. 

The overriding theme in the analyses of Kathleen's interviews 

is conformity (or acceptance) expressed through comments of 

satisfaction. The other prominent theme is a sense of caring. These 

themes recur through all the topics she mentions during our 

conversations about experience, workplace, beliefs, and views of 

Hunter's model. 

Kathleen never thought she would choose teaching as a career. 

She resigned herself to becoming a teacher and now, after 25 years, 

she has "come to grips with her career." She searched for 

professional fulfillment and growth among opportunities offered in 

schools. She got a second Masters' Degree in Educational 

Administration to expand her options for professional development. 

She does not speak of changing her profession, nor does she try to 

change the system. She accepts the system and tries to fit in it. 
The other sub-the me related to experience is a variety of 

experiences. Kathleen stresses her many and varied educational 
experiences. She strongly believes that those experiences are 
responsible for her pedagogical approaches. Some of them came 
about because of the circumstances of early life, such as being in 
Europe and Asia due to family decisions. Other experiences were her 
choice to develop professionally or to search for options other than 
classroom teaching, such as ad ministration, teacher coaching, and 

conducting staff development activities, all within educational 

systems. 

Kathleen's loyalty to her workplace is a strong theme across 

her interviews. She conveys a feeling of acceptance and agree ment 
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with district policies and feels very fortunate to be in such a district. 

She has great respect and almost ad miration for the ad ministrators 

in the district. She appreciates the way administrators perfor m their 

duties, behave toward teachers, and are aware of the latest 

professional developments in the field of education. 

Another theme that recurs when speaking of her workplace is 

relativity. She does not use absolute terms to describe her district 

practices but repeats the phrase "compared to" when referring to 

those factors in other schools or districts. 

Kathleen's views of her colleagues are somewhat contradictory. 

She sees the teachers she works with as collaborative and sharing 

but at the same time very private and unwilling to let colleagues into 

their classrooms. 

She defines learning opportunities for professionals in her 

district as workshops offered by the staff development coordinator. 

The theme of satisfaction recurs as Kathleen conveys great 

admiration for the way the staff development office operates in her 

district as well as for the personal qualifications of the staff 

development coordinator, who she believes is very much in touch 

with innovations in education, providing workshops that are practical 

and linked to teachers' needs. 

Practicality is a theme that emerges in other areas as well. She 

feels that practicality leads to decisions regarding teaching methods, 

and practical information is what she wants to get when she takes 

classes at the university: "Tell me what I do on Monday morning." 
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Contrary to her satisfaction with the state of affairs in her 

district, when Kathleen speaks in general ter ms about teachers' 

professional status, she sees lack of recognition and respect for their 

work and no reward for extra work that teachers are required to 

perform. Kathleen also complains that teachers do not have 

opportunities to grow as professionals in the business world. It is 

interesting to note, though, that she does not hold responsible for 

teachers' conditions the teachers the mselves, district ad ministrators, 

staff developers, policies, or regulations. She seems to view teachers' 

state of affairs as a given situation with an undefined locus of control 

in which no party is held accountable (certainly not her district). 

The overriding theme in Kathleen's beliefs about teaching is 

that the teacher is responsible for the learning: Teachers lead, and 

students follow. She requires that her students accept her choices 

for curriculu m, activities, and expectations. She is in charge of the 

learning. Her metaphor of a scout leader preparing the path for her 

students and having students follow her emphasizes her positivist 

approach to teaching. 

Kathleen's views of the role of schools are strongly connected to 

social issues. Students' socioeconomic status (SES) emerges as a 

theme. She conveys through this theme a feeling of caring about her 

students and a belief that changes in society and family structures 

bring about a need to work in schools on the affective domain as well 

as on academics. She claims that we should look at the child as a 

"whole," and schools need to nurture social and emotional needs as 
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well as academic. But Kathleen separates the two domains, affective 

and academic, in the educational process. She views provisions for 

the affective domain through activities such as sitting together or 

sharing thoughts, while the "learning," which she equates with the 

academics, is the teacher's planned and led activity. Kathleen 

believes that socioeconomic environments determine whether 

schools and teachers should emphasize academic or affective 

domains. In more deprived areas, she believes that the affective 

domain will be emphasized, while in more affluent areas, the 

emphasis probably would be on the academics. She holds the same 

belief regarding teaching philosophies and teaching models, the 

choice depending on the population that the school serves. For 

example, she regards Whole Language as probably a more 

appropriate approach for more affluent populations than hers. She 

accepts Hunter's model because she believes it is appropriate for the 

population that she serves, but she can see why in more affluent 

areas (like her sister's or another nearby district), teachers might 

object to it. This point contradicts her personal view of the EEl 

model. which she claims is appropriate for any activity or strategy. 

(A more extensive analysis of her views of EEl appears in Chapter 5.) 

Another theme that emerges is that teaching is a well-planned 

enterprise. According to Kathleen's perception, planning is connected 

with writing, charting, previewing, and modeling. The teacher should 

make learning a smooth process, knowing ahead of time exactly 

where she is leading her students with no room for the unknown or 



unexpected. The teacher has to make sure that all the students 

follow her/him. 
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When speaking of her own learning style, Kathleen claims that 

she is very structured and organizes her learning in a written 

manner. She sees herself as a visual learner , needing charts and 

written materials. She seeks practical knowledge that she can 

incorporate in her teaching, I found interesting that throughout the 

interviews, she did support her views with theoretical knowledge 

drawn from professional articles and her studies at the university. 

The theme of conformity or compliance that recurs across the 

interviews can be detected also in Kathleen's use of a figurative, 

metaphoric language commonly connected to the military: "it's gone 

through chain pretty much ... we follow a line of command ... may 

be she didn't hit it ... to move students forward 011 that march ... 

but we need to march forward." The theme is also revealed to a 

certain extent in the metaphoric form of speaking about academic 

work as "badge work." The language could be attributed to her 

military background, but at the same time, Kathleen conveys other 

themes of compliance with policies and requirements. Her 

separation of beliefs about teachers' hard work and low status, while 

praising or not criticizing the system, suggests that she regards 

teachers' work as being similar to the military: Schools have a chain 

of command, teachers' development is limited within the system, and 

they are evaluated by their superiors. Kathleen views teachers' roles 

in the classroom in a similar way: Teachers are responsible for the 
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learning and direction of students. In the classroom, teachers decide 

what, when, and where, while students need to follow them. 

Summary: Kathleen 

The cultural the mes of Kathleen, the participant with high 

receptivity to the EEl model, are across domains, conformity, and 

acceptance. Referring to previous experience, the the mes that merge 

are of variety of life and professional experiences. The themes 

connected with her workplace are loyalty, respect, and admiration 

for administrators, collaboration, and privacy among teachers. Her 

beliefs, professional qualities, and pedagogical orientations are 

characterized by themes of caring for students, social economic 

factors, child as a whole, education has two domains (affective and 

academic), practicality, lack of recognition for teachers, teacher is 

responsible for the learning, teachers leads-students follow, planning, 

and structured learning. 

Sarah's Story 

Sarah was nominated by an ad ministrator in her district. 

as low in receptivity to the EEl model. 

Our first meeting took place during the first week of the 

summer vacation. At that particular time Sarah had left her job to 

move to another state for personal reasons. 

From the very beginning, she was open, talkative and 

energetic. Because she had just written a response article to one 

written by Madeline Hunter on English instruction, she assu med that 
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I selected her based on the recommendation of one of her professors. 

She was excited to share her views and feelings on teaching and on 

Madeline Hunter's model. 

Experience and Background 

Sarah has been a teacher for eleven years. She developed a 

clear view of teaching as an undergraduate student. While in college 

as an undergraduate, she was drawn toward one specific professor 

because she "saw the difference in her [the professor's] style and 

other professors' styles in ed ucation ... [although] she [the professor] 

did not call it [the way she was teaching] whole language." That 

professor later gave Sarah some of Ken Goodman's writings. As it 

happened, Sarah moved to the Southwest where she started her 

graduate studies concentrating on the Whole Language approach to 

elementary school teaching. 

After graduating, she first worked in a small school's fifth-sixth 

grade combination class, "and then I quit because I couldn't handle a 

small town ... Then I taught in a reading situation ... where they 

expected me to teach one letter per week .... I knew it did not fit my 

philosophy, and my views, so I immediately came here." From this 

statement one can conclude that Sarah had developed her teaching 

philosophy at an early stage. 

Workplace 

Sarah has been working for eleven years in the only middle 

school in a small school district in the Southwest. The school 
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population is "very mixed and very changing, low income up through 

suburban. Very few high income ... a lot of family problems, and 

child abuse ... mainly white, some Hispanic very few Blacks ... quite 

a range." 

As mentioned before, at the time of the interview, she was 

about to leave the district and was very reflective and analytical of 

the district attitudes toward her. In her statements, Sarah conveys 

pain and disappointment. She says: 

I've not been included in any way helping things get going for 
next year, and they are having all these new teachers, and they 
are having language arts meetings, and they have not included 
me. I'm a nonentity now that I'm leaving. So that tells me how 
much do they value teachers who do more than teach. They've 
never recognized that I've published, they've never recognized 
that I present at conferences, nothing ... After serving that 
district for eleven years and being their token whole language 
person ... I didn't receive a note, a letter, a word ... nothing, 
zero. I didn't matter at all. 

Sarah does not see her administrators' attitudes toward her as 

a personal issue but rather as a general attitude toward teachers and 

women teachers in particular. 

It's not personal ... it's administration ... they [administrators 
in the district] have come to the conclusion now that once you 
assert yourself as a respected educator in the community that 
basically you are threatening ... a lot of what they're doing, a 
lot of their control ... I wasn't the only person they were 
doing things to ... They don't want to give their teachers any 
power ... once we [teachers] become too smart or have too 
much influence ... it's kind of threatening ... if you're a man 
in this district or you are an administrator, you are very 
confident and you are wonderful; if you are a woman in the 
classroom and you are assertive then ... you are arrogant. ... 
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She feels relatively lucky being in middle school because she 

believes that at the ele mentary level "the principals are very 

controlling," and there is no trust in the elementary teachers to make 

appropriate decisions. Sarah claims that the central office mandates 

teachers to perform in certain ways (e.g., using basal readers), 

despite the fact that sometimes the ad ministrators deny having done 

so. 

In her school, she had a supportive principal. '"[I] was very 

fortunate that my principal was very supportive of what I was doing 

... Yet, he had to let me know that he was supportive on a one-to

one basis ... he thought he had to do that." 

Sarah has invited the administrators to come to her classroom: 

"I would love to have them in my classroom ... I've encouraged 

them to come to my classroom ... They just come once a year" for 

evaluation purposes. 

The evaluation system she says, [is] a check list ... doesn't say 
EEl, but they [administrators] refer to that ... when they 
conference with you, and say all the elements [of the EEl 
model] are there ... it's very non-threatening, but it could be 
threatening if they wanted it to be ... if they are out there to 
get me like they can do to people ... they could find a lot of 
fault if they choose to ... it can be done in extre meso 

The district participates in a career ladder program supported 

by the state, and the district evaluation system determines 

advancement on the career ladder. Sarah refused to be included in 

the career ladder program claiming that it is based only on the EEl 

model. She says: 
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I'm very upfront with them [administrators] when they 
approach me on career ladder. They said they could make my 
whole language fit, and I said, "No, you can't fit. When you 
have a program that is good enough to fit mine [whole 
language], then I'll participate, but until then, no." 

Staff development in the district, according to Sarah, is limited 

to workshops offered in the district, and she criticizes her district 

staff development practices. 

It's controlled by one person, Ms. S., and she is not willing to let 
anybody in ... She is very organized, very "to the book" type 
person ... she's perfect for following through on a Madeline 
Hunter's staff development. It's all written for you, you just 
play the role robot, and she's very good at that. 

They [ad ministrators] have never used me for any staff 
development; they have gone outside to bring whole language 
people in, to present to teachers and to help them [teachers]. [I 
was told] that you get a better response if you have someone 
not from within. 

Other types of staff develop ment programs, such as attending 

conferences, "is very very limited ... as they say they have all the 

staff development right there [in the district]." Though she says, 

"our administrators go to the conferences." 

The amount of collaboration among teachers seems to depend 

on willingness of individual teachers and time allocation. She says: 

Everybody does what they feel is right ... I worked with the 
social studies person this year, and we share and did a lot of 
integrating curriculum ... but ... language arts teams ... if you 
managed to get together you did, and if you didn't, you just 
didn't. So it's all on your own completely. 
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Beliefs 

Our first conversation started with Sarah's views on whole 

language. Sarah does not speak of whole language as a process or 

practice, but she views herself as a whole language person. Sarah·s 

beliefs about schooling, learning and teaching reflect her being a 

whole language person. She defines a whole language person: 

Someone very student centered ... directs teaching to the 
needs of the kids ... builds community in the classroom ... a 
democratic classroom, where kids make choices and decisions .. 
. a very safe environment (I think that's my biggest goa!), 
where they are not afraid to take risks and are free to be 
themselves. 

She feels that becoming a whole language person was just 

having a framework for what she was doing and believing for a long 

time, she "always has done things differently ... always been very 

student centered ... as I read and studied and learned theory and 

the research, I realized why I was doing what I was doing and was 

able to perfect it more and and try new things." 

When asked to explain how she views the role of schools and 

teachers, Sarah says: 

School is a learning time in many different areas, socially, 
emotionally, and intellectually, and learning about ourselves, 
place where people are free to express themselves, and feel 
safe in doing that ... a place where people [are] working 
together, the kids working with the teacher, kids and kids, 
administration and kids. Kind of a family ... is what it should 
be ... [teachers are] part of the family ... on an equal basis but 
also mutual respect. .... They have more experience being 
adults .... I wouldn't look at it necessarily as this greater 
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authoritarian person ... [s/he is] a role model for the kids: How 
we treat other people ... as learners, as hu man beings. 

Sarah mentions things happening in school of which she does 

not approve: 

What I see [in school] is meeting the demands of demanding 
parents ... demanding administrators ... standardized testing . 
. . and kids with extre me needs .... I don't feel a lot of equality 
... [ I see] lots of labeling in our schools ... and without 
meaning to ... I don't like . .. to feel like I have to be ruling 
over the m [students]. I'm very uncomfortable with that role. 

Throughout the interviews, Sarah's speaks of her beliefs on 

schooling, role of teachers and students, or curriculum definitions. 

Her beliefs are intertwined and difficult to separate. 

She describes teaching in the following analogical way: 

It's just like climbing mountains, the excitement is there and all 
the unexplanatory [sic] you want to explore and learn about 
nature, just like when you are teaching. You want to explore, 
every time you discover something else that you want to 
discover, and you are okay on the trail, and you are going along 
just right, and then you hit some gravel or you hit some big 
rocks. You have to find a way to get around those. So you find 
a technique for that, and you are doing fine, and you'll come 
across something else that you stumble over, and then you get 
to the top. There is always another mountain because there is 
more that I want to do . You are never at the top and that was 
my whole thing ... climbing this mountain, and this is just 
exactly like it, always looking for new and exciting things along 
the way and appreciating them. 

I asked where the students are in the climbing, and she 

replied: 

Oh, the students are all of it. They are the natural things that 
you explore and look at and learn about. They are the 
obstacles, the gravel, the nice soft ... grassy areas. They are all 
those things ... that you encounter as you are doing it. 
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According to Sarah's analogy, "climbing" is the teacher's 

enterprise. The students are not climbing with her, but she climbs 

on them because they are the "grassy areas, the gravel," or she tries 

not to stumble on them when they are the "obstacles." Her work is 

very much described as a researcher's work in which interest and 

excitement are based on findings and discoveries along the way. 

Then as she climbs, another mountain appears on the horizon. Her 

enterprise is not teamwork but a very personal activity. She does 

not speak of being helped or of being in a group that climbs together. 

Sarah views herself as student centered and emphasizes this 

view repeatedly. She explains what being student centered means: 

Being student centered is taking the time to get to know 
students, and instead of having the curriculum dictated by a 
curriculum guide, it's using the students to find what these kids 
need, and it's focusing on their needs .... In order to be student 
centered you really have to get to consider their personalities 
and learning styles. 

Her views on curricular issues were defined in an early stage of 

her career. She says, "I never did the basal things, and I never did 

the traditional gram mar books. If I had to do the gram mar because 

it was in the curriculum, I found a fun way to do it." 

Sarah feels that her classroom is a place where "kids are 

involved in and really care about their work, that irs not the 

teacher's classroom ". She wants her students "to feel good about 

themselves as readers ... [have] a sense of accomplishment ... see a 

purpose and a pleasure and a joy of reading and writing." 
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She claims that her classes look different from year to year and 

it depends on "the real moods of the kids, what they bring with 

them, their families' lives, their past school experiences, the 

combination of personalities. You are never going to have two 

groups that are alike." 

Sarah's feelings of freedom in the choice of curricular issues are 

supported indirectly by the district. She says, "Nobody has ever told 

me what I have to teach, except for preparing students in the eighth 

grade for a competency writing test." 

She explains her district curriculum policy. "Language arts 

curriculum in the district is the table of contents of the grammar 

book that they ... adopted five or more years ago." The team that 

she works with divided the curriculum into "literature and language 

arts ... two different courses ... and I fought it and fought it and 

fought it." 

She encourages students to "search out information on a topic 

that they are truly interested in" instead of working on research 

delineated by the teachers in which she believes students learn only 

to "plagiarize." 

She believes that basal reading is an inappropriate way of 

learning reading because "working on comprehension questions and 

the work book questions ... students [don't] have a choice in what 

they read." 

Sarah speaks of whole language as an avenue to empower 

students as well as teachers. "Learners take responsibility for their 
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learning. and also teachers are being empowered to make those 

decisions and taking that power." She explains what this type of 

teaching looks like. "You wouldn't see a lot of me standing in front of 

the room 'teaching kids' ... you'd see me reading,. kids reading. you'd 

see a lot of modeling. I do a lot of writing and talking." 

Sarah's self -efficacy and certainty of practice developed 

despite obstacles along the way. Having a different approach to 

teaching made her feel isolated and ostracized by her colleagues. She 

explains: 

When you start with whole language in the school. you get a lot 
of criticism. and it's not administrative ... [teaching differently] 
put a lot of fears into teachers and they think, "I have to teach 
this way or I'm not going to be a good teacher" ... it's real 
difficult with your peers when you start doing something 
different. and you don't quite know how to handle it. and the 
insinuation that you don't demand as much of your kids. or 
that you don't have the control that they have over the kids . .. 
they are not going to view me as a good teacher. 

Despite being isolated in her way of teaching. she has high 

levels of self -efficacy and certainty. Her self -efficacy and certainty 

are reinforced by different sources. The first one is an inner 

conviction of doing the right thing. She says. "I know in my heart 

that I'm doing the right thing. If people can't accept me for that. well 

that's something I have to accept." 

The second source of self -efficacy and certainty is a theoretical 

knowledge based upon support from people and readings."a very 

wonderful support group, not in the school but people that [sic] 
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understood the theory [whole language] and understood the situation 

that I was in ... a lot of my readings were helpful." 

Another source that Sarah appears not to recognize, but which 

might have reinforced her self-efficacy, is the undeclared district 

approval of her practice. She was not required to stop doing what 

she believes is right. She says, "they [administrators] leave me alone, 

I guess they trust me ... doing what I'm doing." Her district also 

declared publicly, "We have a wonderful whole language teacher." 

However, Sarah believes that she has "been used a little bit as the 

token whole language person in middle school." Also, the district 

"never used [her] for any staff development." 

The main source of self -efficacy and certainty for Sarah is 

students' feedback,"the kids making comments to me and showing 

appreciation ... I looked for ... little successes." 

She also views her students as change agents who are able to 

influence other teachers. "When the kids can show other teachers 

and other people what they've done ... [and] what they can do," she 

believes that teachers might change their attitudes toward her 

practices. Sarah recalls when students in eighth grade were given a 

research assignment and they came to her, their teacher the previous 

year, asking her why couldn't they do this year the same type of 

research they did with her. "They remember," she says, "and they 

try to convince their teachers ... and finally this year ... the science 

teacher in my team agreed to do this with me, and of course the 

word spread to the science people." 



She uses the term "little revolutionaries" to describe her 

students as change agents spreading Sarah's teaching practices 

among the school's staff. 
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I think that's the biggest reward I get from teaching, is after 
the next year they come back and talk about their reading and 
their writing, and they see the difference what they are being 
asked to do now and what they did the year before [when she 
taught themJ. That's what I want; I want little revolutionaries. 

She believes that by empowering students to take 

responsibility of their own reading and writing, 

[now] they don't settle for doing book work, work out of 
grammar ... They find their own way of letting people know 
that they're not going to settle for it ... they know who they 
are ... it kind of gives them some power, that's why I guess I 
call them little revolutionaries. 

She also sees herself as a revolutionary though "in a very 

tactful way. I'm not really threatening to people .... " As mentioned, 

she refused to be included in the career ladder. She says, "In my 

own way, I guess it's my way of rebelling .... I took the risk and 

have been brave enough to do that [to work differently and refuse to 

be evaluated for the career ladder]." 

Throughout the interviews, Sarah reveals her beliefs on change 

in schools. She feels that teachers regard innovations as threatening 

because innovations require them to change practices, and that is 

why teachers in her school were resentful of Sarah's whole language 

approach. At first, Sarah 

wasn't really tolerant of other peoples' teaching style ... or of 
them following their model [BEI]. Now, I'm a little more 
tolerant of it and find a different approach like I did with the 
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science thing. I think this is the way that it has to be done, ... 
but ... it's got to start with the district, well, with teachers, and 
then filter up. 

Sarah as a Learner 

Sarah describes her ways of learning. 

I'm a very independent learner ... I don·t like to work in 
groups. I'm terrible in cooperative learning. I like to work out 
things myself. .. and explore myself in all different ways and 
put the things together. I like feedback from people I feel 
have something to offer me ... I love to communicate with 
those people, I like to learn from those people ... The problem 
is I never feel like I do it well enough, and I want to extend all 
the time. But I do eventually, and I like to always have some 
questions in my mind and things that I still want to pursue ... 
That's all part of learning, and adding to it, and reflecting. 

When she is a university student, Sarah wants professors to be 

well prepared for the class. She wants them to be organized, to have 

enough handouts for the class, or "when sometimes the class gets 

way off focus ... bring the class back in." She believes that 

professors can also be student centered: "The class can be divided 

into groups that research different topics, and people can select those 

topics that are most interesting for the m." She also advocates 

"openness of written assignments, what you want to write about, 

what type of projects you want to do ... choice in reading the books 

that you want to read." 

Views on EEl 

Sarah was in the first group of teachers in her district to be 

introduced to Hunter's model. She recalls: 
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I remember sitting in there ... they [teachers] hear their 
objectives .. , and how kids respond when this happens, and I 
remember saying to my friends: "this is nothing new, they've 
just labeled some things that go on in the classroom" .... But 
everybody had to be trained, and I went, and I've not gone to 
any "refreshers" since. 

I asked Sarah if Hunter's model is difficult to implement. She 

responds: "Very simple ... if it weren't so simple, the people who are 

using it couldn't use it. It's a simple way out for teachers: 'I follow 

this model, and I'm going to do just fine.' It's not the free thinking 

people I've seen using it." 

Sarah's' reaction to the claim that EEl is a decision making 

model is that "decision making is deciding to use her [Hunter's] 

model, really I don't see any decision making .... I think that the 

teacher makes all the decisions as far as where we go from here .... I 

don't see any students making any decisions." 

Sarah claims that Hunter's model is not appropriate to a 

student-centered teacher like herself because "every class is taught 

the same way, and that's more teacher centered, saying 'this is the 

curriculum I have and this is how it's going to be taught.'" 

Domain Analysis: Sarah 

Sarah is a veteran teacher with eleven years of classroom 

experience. From the very begining of her professional career, she 

pursued a clear pedagogical direction. She did not label this 

pedagogical direction at an early stage, but she found later on that it 

was congruent with being a "Whole Language person." 
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Sarah works with a student population of low socioeconomic 

status (SES), at the middle school level. Her professional experience 

is mainly in the classroom; she did not have the opportunity to work 

with teachers in her district. Although she wanted to do so, 

administrators did not allow it. She presented papers at professional 

conferences and wrote for publication outside the school district. 

Her middle-school principal supported her, but she feels that 

he did so only because it was "something that he needed to do." 

Contrary to this type of support, she feels that in her district 

principals at the elementary level are very controlling and do not 

trust teachers. 

Sarah believes that the administrators in her district are 

members of a closed "clique" that does not allow teachers to do more 

than teach. She feels that their positions give them power to control 

and believes that except for one administrator, they do not really 

know what Whole Language is all about, implying that 

ad ministrators do not understand her pedagogical orientations. 

From Sarah's analysis one can infer that her work is 

conducted in a private manner with little collaboration with 

colleagues. Her perception is that teachers resented that she was 

teaching in a different way, fearing that they would have to follow 

Sarah's teaching direction. According to her, little time is provided 

for teachers' interactions and working in teams depended on 

teachers' initiative rather than being the school nor m. 
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Sarah attended one mandatory session to be introduced to EEl 

and never again took part in her district staff development efforts. 

She feels that the staff development coordinator, like other 

administrators, seeks power and control through her position. She 

does not see her as a knowledgeable person but only as a follower of 

the EEl model. She is resentful that the district did not allow her to 

share her Whole Language knowledge with her colleagues, but 

instead brought people from outside the district to conduct staff 

development workshops in Whole Language strategies. 

When speaking of herself and her workplace Sarah uses "I" and 

"they." She does not feel she belongs but instead presents an 

adversarial picture in which she is on one side and administrators 

are on the other. 

Sarah claims that she is student centered. From her metaphor, 

teaching for her is like a research enterprise, not with the students 

but through or about the students. 

Sarah mentions affective issues in her teaching by claiming 

that "school is a learning time in many different areas, socially, 

emotionally, and intellectually, and learning about ourselves, a place 

where people are free to express themselves and feel safe in doing 

thaL" She feels that through her teaching she addresses the affective 

domain because students "develop a sense of who they are." Sarah 

seeks to empower them. She does not separate the domains. She 

feels that she empowers her students through her Whole Language 

approach to teaching. 
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For Sarah, the selection of teaching models and strategies is 

absolute: she is a Whole Language person; therefore that is her 

teaching approach. For her the selection has nothing to do with the 

student population. The decision is hers based on her beliefs and 

educational philosophies. 

When Sarah claims that teachers are overlooked and not 

respected, her claims are concrete and refer specifically to her own 

district. She sees no growth for teachers in her district. For example, 

she does not think that "teachers are really highly regarded, 

regardless of what they do. Once we become too smart or have too 

much influence, then it's kind of threatening." 

Sarah does not separate or compare her district with other 

districts. She speaks in terms particular to her workplace, but at the 

same time she conveys a belief that her district represents a general 

state of affairs. She came to the conclusion that she does not want to 

work in schools for the time being. She sees herself as a respectable 

educator, but she is not looking for a teaching position in the state to 

which she is moving. 

Discussing curriculu m, Sarah refuses to see it as a collection of 

guidelines "taken out of the text book." She allows her students to 

participate in the selection of materials taught in her class. 

Referring to her learning preferences, Sarah says that she likes 

her learning to be organized, meaning that she wants the professor to 

have materials ready and to lead the students in planned directions. 

In a way, this might sound contradictory to the teaching role that she 
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assigns herself. She wants the professor to direct the learning 

process, while she believes that her students should choose their 

learning materials and topics. At the same time, she likes her 

professors to allow her to select what to read and how to write. In 

general, Sarah emphasizes questioning and self-directed learning for 

herself as a learner and for her students. Table 3 presents a 

summary of Sarah's domains. 

Cultural Themes: Sarah 

Sarah is the teacher participant with low receptivity to the EEl 

model. 

Throughout Sarah's experiences, the main recurring theme is 

one of independence/autonomy. This theme is emphasized by being 

"different," doing things her own way, and "rebelling" when imposed 

upon to act in ways that don't match her values and beliefs. 

Most of her professional experience was built in the same 

school, while her profess ional development comes from her grad uate 

studies, readings, and communicating with people (not in her 

workplace) with similar values and beliefs about teaching. The other 

experiential knowledge is based on reflection and analysis of her 

own practice. 

Before Sarah started teaching she had a sense of a pedagogical 

orientation. In her undergraduate studies, she differentiated among 

the teaching of different professors, selecting to follow one method. 

which matched her bel iefs and val ues. In her grad uate stud ies. she 



Table 3 
Domam AnalvsIs: Sarah 

Domain 
Experience 

Workplace 

Beliefs 

Curriculum 

Schooling 

Sarah as a 
learner 

Characteristics 
II years of teaching 
Elected teaching as a profession 
Taught in one school 
Teaching philosophy was set at pre service 
Masters' degree in reading, concentrating in Whole Language 
Presenter at different conferences 
Middle schoollsmall school district 
Student population mixed, low income to suburban 
Principals at the elementary level very controlling, no trust in 

teachers. In her school, principal supported her 
Administrators come to classes once a year for evaluation (control 

and power is what guides them) 
Administrators do not have knowledge of whole language 
Teachers' collaboration depends on personal initiative and time 

allocation 
Controlled by one person, very EEL For whole language, outside 

people (Sarah is not included). Conferences limited, administrators 
do attend conferences 

Checklist that refers to EEI(can be threatening), used for career 
ladder evaluation (refuses to be on career ladder). 

Teachers are regarded "just" teachers and not encouraged to 
expand activities. Curriculum is left to individual teachers and 
teams 

They (administrators) don't value teachers that do more than teach 
language used: "I" and "they" 

Students centered, students select readings, research own 
interest,teacher models for students 

Affective domain means empowering through whole language 
approach 

Whole language/student centered approach applicable to any 
population including college 

Teachers in the system are supposed to remain "just teachers". 
No room for growth in the system 
Students select readings, and topics brought up by students are 

considered for discussion at ap~rollriate time 
School is a learning socially, emotionally, and intellectually. It is 

a place where people are free to express themselves and feel safe in 
doing that. 

Kind of a family 
Whole language is applicable to all populations 
No good in cooperative learning/likes to questionand explore on 

her own. 
Wants the teacher to be prepared for class and control focus of 

discussions 
Looks for intellectual challenge 
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pursued Whole Language which is based on her philosophy of being 

student centered, a recurrent theme throughout her interviews. 

Sarah's declaration of being a "Whole Language person" persists 

throughout the interviews and dictates her views and beliefs on 

learning and teaching as well as her workplace perceptions. 

Sarah's description of her workplace has a prominent theme of 

control/power. When she speaks of the administrators in the school 

district, she says that their main purpose is having control and 

power. She does not have a high professional regard for most of 

them, particulary the person in charge of the staff development 

program in the district. She believes that only "one of the 

administrators understands exactly where I'm coming from [Whole 

Language] and is supportive ... the other two have no idea; they just 

use the words 'She is Whole Language'." 

Administrators exert control over teachers and curriculum 

through two connected syste ms. One syste m is a well defined staff 

development program "controlled" by one person who decides what 

is necessary for teachers to learn and how it will be learned. The 

other system of control is the district evaluation system, which is 

closely connected to the staff development program and is based on 

the Essential Elements of Instruction (Madeline Hunter's Model). It is 

the basic/compulsory staff development workshop for every teacher 

in the district. Participation in conferences or staff development 

activities out of the district seem to be regarded only as a bonus 

because the district believes that the staff development coordinator 
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alone is able to meet the needs of the entire district. But this 

attitude does not include ad ministrators, who do participate in 

conferences while teachers must stay in classrooms. Sarah recalls a 

time when children in the school misbehaved so badly that 

substitutes were walking out of the school. As a solution, "they 

[administrators] put a moratorium on any staff development 

conferences. They locked us in. We couldn't get substitutes, so they 

[administrators] said we couldn't be away." 

The sub-theme that seems to be rooted in the main one is the 

threat associated with maintaining or losing control. She claims that 

"the evaluation syste m can be threatening" to teachers if the 

administrators decide to use it in that way. Administrators can use 

the evaluation system to force teachers to follow district mandates 

and regulations as well as to eliminate teachers who are deemed 

unsuitable. At the same time, teachers can also be threatening to 

administrative control if they "assert themselves," are "too smart," or 

have "too much influence." 

Sarah sees a clear separation between teachers (herself) and 

administrators, which creates a theme of exclusion. When Sarah 

speaks of her workplace (school/district), particularly administrators, 

she uses the exclusive term "they." She also attributes to 

administrators an ownership of teachers when she uses the phrase 

"their teachers." The language that she uses to speak of her 

workplace conveys a feeling of not being part of the schoo1. As 

mentioned before, Sarah resigned from her position, and her way of 
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speaking could be attributed to this fact, though one can infer that 

the feeling of not belonging existed before the time of separation. 

Sarah conveys a feeling of being locked into the school system. 

She was not given the opportunity to present and share her special 

knowledge with her colleagues, nor was she invited to be part of the 

staff development personnel. This lack of professional recognition is 

mixed with the pain of not being recognized on a personal level after 

serving the district for eleven years. The themes that emerge as a 

consequence of the way Sarah views her district are pain and 

disappointment. 

Two themes seem to overarch Sarah's beliefs. One is a strong 

feeling of certainty and self-efficacy ("doing the right thing"), and the 

other is a sense of independence/autonomy. These two themes seem 

to nurture each other. Her high level of certainty and self -efficacy 

allow her to feel independent, while her sense of independence lets 

her select her own way of teaching. 

She chose to be a Whole Language person in a district where 

the Whole Language approach is not the norm. She taught in this 

manner despite isolation and lack of support from most of her 

colleagues and not being recognized for her knowledge. Her sources 

of self-efficacy and certainty are her students' com ments and 

reactions, her support from people outside school whom she respects, 

research-based readings, a supportive principal, and the fact that she 

was allowed to teach in her own way without district interference. 
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A sub-theme of independence is her belief that teaching and 

learning are personal/individual enterprises. Sarah does not like to 

learn in groups ("cooperative learning is not my style"). She likes to 

do the thinking and the questioning, although she is willing to share 

her learning with people having the same beliefs and ideas. In her 

analogy about teaching (climbing mountains), she is alone in the 

enterprise. She is not helped by others. She is the discoverer and 

the one who deals with obstacles along the way. 

In a way, she likes to be in control of her learning and teaching, 

the one who directs her own learning. She believes that it is the role 

of the teacher to make sure that the focus of the learning is in the 

planned direction. She talks about this control both as a student and 

as a teacher. Students have a say in deciding "what and how" (e. g., 

what to read and how to present projects), but the teacher (or 

professor) has control over the "when" (e. g. , postponing a discussion 

or bringing the discussion back to the initial topic). 

Another sub -the me of independence is self -exclusion from 

school and district. She almost always uses "I and they" when she 

speaks of herself and ad ministrators or herself and her students. 

Usage of inclusive language (we) is very rare and is not in reference 

to "we, school/district" nor "we students-teacher," but in cases of "we, 

teachers." 

A central theme in her belief system is being a Whole 

Language person. Being a Whole Language person, she asserts, 
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empowers teachers, gives them freedom of choice and freedom of 

expression. These sub-themes support her belief in independence. 

Being a Whole Language person also makes her student

centered, and some of the same the mes that e merge for teachers who 

are Whole Language appear in her views of students. Students have 

freedom of choice and freedom of expression as well as a feeling of 

being empowered. The sense is that Sarah's beliefs for her students 

are the same as those she values for herself. Independence is a 

central theme driving Sarah's practice and professional beliefs, a 

belief she values and promotes in her students. 

Sarah's professional actions and attitudes are influenced by her 

central belief in independence. She shows "courage and takes risks" 

to remain loyal to that belief. The "risks" involve rebellion, a theme 

that recurs throughout the interviews. She refuses to be on the 

career ladder, she is unwilling to compromise with the evaluation 

system, and she writes articles to assert her views. Sarah goes one 

step further with rebellion. She induces her students to become 

"little revolutionaries." She believes that through her teaching her 

students feel safe in taking risks. They can no longer settle for basal 

readings,and they question other teachers' practices. Sarah sees her 

students' actions as a way to spread her beliefs about teaching to 

other teachers: Students become her change agents, advocating her 

teaching practices by openly stating that they favor them over other 

teachers' methods. She believes that "change will filter up" to 

teachers through her students and should "filter up from teachers to 



administrators and district." The feeling of self -efficacy and 

certainty influences her belief in the power of teachers to bring 

about changes. 
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At the same time, Sarah conveys a sense of contradiction 

through the themes that reflect how teachers are viewed by the 

community of administrators. In a sense, the empowerment of 

teachers that Sarah talks about is limited to teachers' classroom 

practices. Neither Sarah's knowledge and use of Whole Language nor 

her rebellion against her district's norms of teaching (like EEl) grant 

her status as "the expert in Whole Language" or the power to bring 

about changes of practice in the district directly. 

The way the district treated her when she resigned ("not a note 

of thanks"), probably confirms her feeling that administrators in the 

district saw her as a threat, and now they have a sense of relief: the 

"threat" (Sarah) to the disrict's stability is gone. 

Su m mary: Sarah 

The cultural themes that emerge from the the data analysis of 

Sarah, the participant with low receptivity to the EEl model. across 

domains are independence and autonomy. These themes appear in 

the domain of previous experience as well as the themes of being 

different, rebellion, and knowledge built from analysis and reflection 

of own experiences. The domain of her workplace reveals themes of 

control and power, threat, self-exclusion, being locked into the 

system, and pain and disappointment. The themes that emerge in 
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the domains of beliefs, professional qualities, and pedagogical 

orientations are being a whole Language person, student centered, 

high certainty and self-efficacy, Learning (for herself) is a 

personal/individual enterprise, empowering students, freedom of 

choice and expression (for students and self), and students as "little 

revolutionaries," 

Tara's Story 

Tara was nominated as being highly receptive to the Taba 

Teaching Strategies model. The first interview with Tara took place 

at the beginning of the summer vacation, When we met, she was 

working at a school com mittee on curriculu m for next year, 

Exoerience and Background 

Tara's educational experience is a combination of formal 

studies and practical experiences, 

She claims that her interest in education "always has been 

there but [she] fought it." She explains: 

When I was in high school, I was a college major, and in my 
senior year I changed that to business major, , , , Coming from a 
very large family, college seemed like an expense that was just 
something that I couldn't bear nor my family, , , so I decided I 
was going to go into business, , , , I was in a job training 
situation in high school, and I started right then in an office 
working in insurance, , , I COUldn't stand to stay static, I 
wanted to keep growing, so I took all the courses that the 
industry offers, , , until I COUldn't go further without making a 
commitment either to stay in business or to switch," 

A t the time, she decided to switch her major in high school. 

She still took night classes to make sure that if in the future she 
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wanted to go to college, she would have fulfilled all the high school 

require ments. 

Tara graduated in 1979 with a double major in Special 

Education (mental retardation) and elementary education. I asked 

her what led her to pursue studying mental retardation. 

I knew I wanted something to do in teaching ... there were 
learning disabilities [area of specialization] ... it see med that 
when learning disabilities people got together, they were so 
concerned about finding the root of the problem and not really 
concentrating on the problem ... where in mental retardation 
they were looking at the person, accepting the m for who they 
were and went on ... I also wanted to be in a place where I 
would be useful ... helpful and needed. 

While in school she worked for two or three years as a 

volunteer "in a state facility for people that [sic] are retarded ... they 

would take children ... and put them through programs to have just 

survival skills." 

At the time of graduation, she had 40 hours above the number 

needed "because I loved it ... I just kept taking more stuff." Her 

undergraduate program was five years, but she did it in four because 

she went to summer school. In the summer of 1979, she was hired 

in the same district where she worked at the time of the interview. 

Her first position was not in special education but in a regular 

first grade class. 

[I] taught first grade for five years, and started my master's 
program [in reading] the second year ... out of school ... I 
finished in 1984 .... Then I went to second [grade] and did a 
combination [first and second] ... then I moved to [name of 
other school in the district]. . " I have been doing second 
[grade] here except for this last year second and third 



[combination). Then I started after my Master's was done 
started working on gifted courses. 
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She became involved in education of the gifted because 

When you have such a large part of the population that would 
qualify, or come near to qualifying [as gifted]. you have to 
adjust your teaching strategies to more like gifted education 
would be dealing with kids that [sic] are very bright. So I 
started getting interested in that group and then reading, just 
until the thought process, and how asking questions [sic] makes 
a difference ... because I think all the strategies are for 
everyone regardless if they are gifted or not. 

After taking six hours of courses, she stopped because the 

university demanded that she declare a major. and she "resisted 

declaring another major because they [university] track you so much 

when you do that." She started teaching a science gifted class in her 

school. To avoid declaring a major in the university. she enrolled in 

another college that offers classes for certifications and 

endorsements." So I got my last six hours I needed for the 

permanent endorsement ... and I got it yesterday." 

Tara was selected by her principal to mentor a new teacher as 

part of a a state program, and for the last year, she coached a teacher 

in her school. 

~orkplace 

Tara works in a small school district in the Southwest. She 

describes her district student population: 

They [students] come pretty much from white collar families. 
They are pretty used to having everything they want ... many 
[families] have aides and housekeepers; they are used to 
travelling a lot ... [recently] some transition [in the wealth 
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beyond their means, so we have a big span. 
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In general she seems to be very happy in her workplace and 

not willing to trade for another district. The district gives her 

freedom to pursue her pedagogical beliefs. "I can do what I want," 

she says, and adds: 

From talking to teachers in other districts, it's ... like making it 
through the day where I don't view teaching that way, if I did, 
I wouldn't stay here ... it's not fun to have a job where you 
feel that way about it. ... It needs to be a place where you are 
excited to be yourself as well as having the kids excited to be 
there. 

When she describes her workplace, she intertwines personal 

beliefs and opinions on different issues. One of them is her 

relationship with the school principal. Tara explains that she views 

her principal as a colleague, especially since she knew him as a 

teacher in the district before he became a principal. She says: 

I view him as an equal first ... so I know he's my boss and all 
of that kind of stuff, and I realize there's a time for that role 
when he has to make different statements ... but for the most 
part, I don't view him as higher level than I am or anything 
else, and I don't get the fear of God in my heart when he walks 
in the room .... I would have a hard time working with 
someone who felt themselves lots loftier than I myself. 

She analyzes the way that her principal thinks and operates: 

I think he's open to a lot of ideas but gets bogged down when he gets 

into an idea that he thinks is exciting;he just cannot let go of it, 

pursues it ... and it takes him a while to integrate it. In the 

meantime we [teachers] have to sort of deal with the intensity .... He 

wants to do it right away and could do it on paper, and he can make 
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longer. So he's beginning to realize that. 
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She believes with certain reservations that her principal is 

open to new ideas. ''I'm not saying that it's a blind openness; there 

has to be something that you present to convince about why this 

might be better, so I don't mean blind acceptance, but there is a hint 

that it's there." 

When she refers to the evaluation system in the district, she 

says that it varies for different teachers mainly based on their 

longevity in the district. Tara feels that for her, after eleven years in 

the district, 

It is more like a conference where we jointly agreed upon the 
outcomes and what it was we were going to look for and doing, 
and when we came together after observations ... it was still a 
discussion and ste m ming more on why did I make the decision 
I made, rather than "what a dumb decision," but what "were 
you thinking when you did this .... "Before it would have 
been "this kid monopolized your time, we're going to target you 
[give you a bad evaluation] for interactions" or whatever that 
criteria is .... He may agree or not agree ... that's up to him, 
but at least in my mind I've some reason for what I was doing, 
sort of like a cognitive map or something ... at the point where 
I'm now lit] seems more important to him the process [the 
reason] than the actual thing I was doing. 

Tara believes that differences between new and veteran 

teachers need to be addressed in the evaluation system. She accepts 

the authority of the district to determine parameters of values and 

performance for new teachers. At the same time she believes that 

personal styles need to be considered: 
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I think often for a very brand new teacher, there would be 
things that C. [principal] would just have to say, "these are 
things that we noticed that you need to work on .... " I do think 
that for a a brand new teacher just out of college, you need to 
say "here are the expectations that we want you to achieve, 
and this is what we value in our district ... that's what we 
want you to do ... and here's where we want you to be ... " but 
I don't think you dwell there [at this level of evaluation]; it 
would be just like teaching phonics without going on to the real 
reading ... and I think for different people you can start at 
different places ... just because it's your first year that you 
don't have to go through staying in the buzzard group. 

In general, the district has a high level of staff turnover. Tara 

attrib utes the turnover to various reasons. 

A lot of the people leaving are [because] husbands have 
transfer or moved ... in their jobs, so the wives decide to go 
with them ... and the other part has been tremendous 
students growth, the nu mber of population ... so a lot of 
positions opening too .... Some of our people are leaving 
because they just want out. 

When Tara speaks of the atmosphere of her district, she 

reflects her satisfaction. At the same time, though, she is critical of 

certain aspects and yet provides justifications and rationalizations for 

their occurrence. Tara says about the atmosphere in her district: 

.It's very friendly, I don't think it's adversarial for the most 
part .... I think it's viewed as a team, but I think in any 
workplace, when you have an hierarchy, there's some 
resentment at times, and a lack of understanding about why 
things go the way they do, and the people get frustrated. 

She recalls going through similar feelings during her first year 

in the district. 

At the beginning ... every class did everything the same way. 
It was very team oriented ... what I thought didn't really 
match what was going on, and at that time departing from the 
norm was very hard, parents would come in the room ... 
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comparing what was going on in each classroom ... the first 
year I didn't like it at all; I didn't like being dictated things I 
had to do .... The dissonance I was feeling had really not much 
to do with the children but more with the staff itself ... 1 had 
to come to grips with people skills. 

Tara used to believe that teachers in her workplace were very 

much team oriented, but while substituting for the principal she 

discovered that it is not quite so. She recalls, "[it] hit me it's really 

strange how 'me' oriented our staff is .... You can get the idea ... 

that everything is a big amoeba kind of all together, but it isn't; there 

is [sic] still all these [personal] needs and desires." 

She speaks of teachers' relationships among themselves. It 

seems that the hierarchy that she mentions is not just between 

teachers and administrators but also among teachers. "There are 

different levels [of teachers] at the school or district based." She 

speaks of power held by different teachers, including herself, in the 

district. For example, she refers to a certain teacher with whom she 

will be working. 

It will be an interesting relationship because you don't want to 
get on her bad side either because she is very powerful ... she 
has a lot of connections. 1 know that after teaching there for 
eight years. 1 know that ... [now that there is a change in the 
administration] she still has a very high following in the 
community, which is often more important than the 
administration ... she still has parents ... that are truly on her 
side and makes it sound like a senate .... 1 don't know how she 
does that exactly, but she is powerful within her school; she has 
been powerful with the district level. ... 

To the question of whether this person is part of a powerful 

group, she replies, "I would say people who came out of the [name of 

school] group 1 would say to some extent 1 have some of that type of 
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tenacious." 
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Tara feels, though, that she has a certain amount of power to 

influence things in the district. It "may be not on issues of moving to 

a grade level. but as far as in the daily interactions, I think I can. In 

fact, I know I have had influences that way ... in getting supplies for 

the school I have a lot of influence." 

Tara expresses her feelings about sharing among her colleagues 

this way. 

I think within groups the sharing comes almost automatic, but 
I think there is territoriality too. You look at curriculum, and 
kids really need to move to another level. Teachers in the 
grade above are very reluctant to share what's there even 
though it's not going to be appropriate for the next year. I 
think that's out of insecurity about what do I [that teacher] do. 
[When we moved rooms] you see teachers just all by 
themselves struggling to get things done, and their teammates 
aren't even coming and offering assistance, which I think to me 
is just crazy. It's like 'well I'm done' but yet we're working as 
a team. 

She feels that the teachers collaborate only "when they have 

to" and not because "they want to." 

Staff development efforts conducted in the district until 

recently did not face monetary restrictions, and Tara describes how 

they were conducted. 

In the past it has been like "smorgasbord"; you could pretty 
much go in and choose whatever you wanted to do. The 
problem has been there hasn't really followed through, you 
might have been exposed to a lot of different ideas, [b ut] 
there's never been a specific plan ... [to] make sure that 
implementation is taking place .... There is some merit to that 
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[being exposed to different programs, innovations] but in the 
long run it's a lot more information than anyone could possibly 
absorb. 

She reflects on reasons for this state of affairs. 

One criteria [sic] I think for people who come here [to her 
district] is that they [administration] take people that [sic] are 
high achievers ... people who are interested in new ideas ... 
who are interested in continually improving, going to ... 
another level of their personal life in education .... They 
[teachers] want to be involved in everything that they can, and 
it winds up being kind of self-inflicted pressure sometimes 
because people don't want to be left out of something. They 
want to go and try it. And then, what happens is that none 
gets really implemented. 

To one question, she responded that "the only thing that's 

mandatory at this time is the EEl, and then new teachers go through 

discipline workshops and curriculum orientations." 

Beliefs 

Tara explains throughout the interviews her views on schools' 

role, teaching, and learning in regular classrooms and in education 

for gifted students. She believes that 

The school role in general is a partnership in the evolution of 
the child as a human .... But it's not only our job ... it is a lot 
of the jobs that parents and the family have traditionally 
projected onto the school ... there is no way in just six hours a 
day that the school can take full responsibility .... So I look at 
it [school] as part of a partnership involving school, education 
in general, society including family, support systems out there, 
and then the person that is learning themselves [sic], sort of 
joint venture moving through the education layout. 

She describes her role as a teacher. 

My job really more than anything is to guide and facilitate, and 
that's about it. ... It's kind of pick them up where they are and 
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take them where ... would be my vision and the district vision 
and the child's vision and where they need to go. I can set the 
stage, I can provide opportunities, I can discuss with them, 
negotiate, but I can't make them do anything; it's up to them .. 
. the best thing I can do is to give kids coping skills, acade mic, 
emotional, social, they can deal with. I can't really give them to 
them, but I can at least present them and help them develop 
them. 

She explains what she means by survival academic skills: 

I think there has to be like a basic level of mathematics that a 
person needs in order to survive, so that if you talk to me, I 
can understand what are you saying ... and I know what 
operation to use to solve a problem ... that I'm reading at a 
certain level so I can read most of the things that a society 
would give me ... if I don't understand, [I'll be able to know] 
where to go for references .... Socially, to have some grasps on 
the ways groups interact ... and to build some tolerance .... 
Emotionally, to realize that there are ups and downs no matter 
how perfect your life is ... you have a great deal of control 
over how you can view things ... you know your point of view 
can really color how the situation goes. 

Tara follows up on her metaphor of teaching as setting a stage. 

It sounds like [I am] a director or a producer .... It is kind of 
like a theatrical production in a way. I mean not knowing how 
it's going to come out, but assisting, guiding, directing 
sometimes, commanding sometimes, not always in control in so 
far [as] what they do but in control of the general direction of 
where people are going, some room for improvisation ... of 
both of us [teacher and students], and sometimes it's straight 
out punting. No improvisation at all [but] survival. 

She reflects upon her metaphor and adds, 

It is ... a theatrical model in a way ... looking at the various forms 

the theater can take, and different methodologies for achieving that. 

Because so many people can get to so many places without doing 



exactly [the same things] ... that there is some tolerance for their 

own creative ability. 

Tara explains what she wants students to learn in school. 

ISS 

1 want them to have a basic level of academic skills that they'll 
need to survive .... 1 really want them to be able to be analytic 
and to think about what it is that they are hearing and to sort 
out what information is coming to them because they are 
bombarded with information ... to be able to synthesize some 
things out of that [information] and to come up with their own 
interpretation of what reality is and what does it mean to 
survive and not feel pressured by others [in sarcastic tone], but 
at least attempt toward that to be your own person. And to be 
proud of what you are. 

Tara wants her students to take part in classroom decisions and 

feels that they should "establish a lot of what's going on." She has 

students set rules for behavior in different areas and situations. She 

listens to their comments and says that she considers them in the 

future. She gives them a feeling of "ownership for what's going on." 

If students face a problem, she acts as if she does not know the 

answers, forcing them to come up with solutions. She says, "I often 

have to help guide them ... if we're going to do a consensus model .. 

. but it's not my decision .... So they feel like they have some choice 

even though they really don't." Tara feels that by teaching them to 

solve real problems, they will understand that mathematical 

problems are "a way to solve other problems" and not an abstract 

topic taught in school. 

Tara connects her beliefs and her district reality when she 

speaks of curriculu m. She believes that curriculu m should be 
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"conceptual based with ... skills supporting it," but she feels that this 

approach is not used in classrooms. She claims that 

Most teachers that [sic] I have dealt with do not think 
conceptually; their thinking is skill based. They [teachers] want 
... certain outcome ... and they are thinking content outcome. 
They are not thinking process outcome ... [which is] probably 
the hardest to convey. 

She refers to curriculum in the district, and says, 

[To create] the curriculu m in this district . .. we had 
com mittees with ad ministrators ... running and facilitating a 
lot of those meetings, but the actual content has come directly 
from the teacher and maybe a consultant that has been 
brought in to help facilitate ... following whatever guidelines 
have been there too. 

Tara believes that curriculu m should be adapted to the served 

population. 

We have a population that traveled ... and their experiential 
base is really wide ... [and] 23%- 24% qualify for gifted 
education .... In the classroom a lot of the instruction levels 
really up graded, doing math earlier [than other districts] and 
also from a thinking level. ... The average kid is higher than 
most districts ... so the pace of instruction often is faster .... 
In the long run it helps even the lower children ... [but] 
sometimes ... the lowest children are [not] able to hook onto, 
so there is a lot of differentiating of instruction in the 
classroom and the grouping. 

The other influence on the curriculum is "the expectation level . 

. . not only from the school but from the parents" because parents 

expect their children to achieve at the same level that they have. 

Tara conveys another influence on curriculu m and instruction 

that relates to her, as the teacher: deciding what and how to teach. 

This influence came up when I asked her if she would hold the same 
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beliefs about curriculum and instruction if she moved to a less 

affluent district. 

First of all because moving to another district involves a 
different set of ideas for the system, it would of course have an 
impact on me, and that's something I'll have to get used to. But 
as far as lowering my expectations, I don't know ... what effect 
it would have; I still think I would go along with a lot of the 
things I already do ... [for example] we have a lot of hands on 
experiences and experiments and journal writing, and the way 
I feel science should be taught ... I don't think I could stop 
doing that because I don·t believe in [teaching half hour science 
from a textbook]. 

Throughout her com ments, she conveys the sense that 

following personal beliefs about curriculum and instruction is only 

one dimension of consideration. The other is an environmental 

dimension. She feels that just pursuing her own beliefs 

... could cause some friction ... in a school ... I have to deal 
with the population of teachers and staff. ... The hard part I 
think ... is that they [teachers] have to be careful not to show 
off ... but to let people understand that the things that I do 
sometimes are not meant to show off, but it's the way I think 
kids should learn .... I think I would go ahead and try to 
infiltrate ... try to modify their way of thinking. 

She feels that much of the curriculum in her district 

implemented in the regular classrooms includes a lot of the 

sim ulations or programs in math and social studies that are usually 

used for gifted students. 

Tara believes that much of the curriculu m in the district has an 

oral tradition. In the past, the district was very small. That is 

changing, and she feels that they are being forced to move to a 

written curriculum. She says: "If they [the district] had curriculum, 
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there was no need to have it written because everybody knew what 

it was. We could discuss it, and it evolved as we went on. As we 

have grown, however, it does not work anymore." She believes that 

much is lost in the process of writing policy "because generally in the 

oral tradition what you say is much richer than what you ever put on 

paper." She also is aware that this change causes some "friction" 

among the staff. 

Tara does not speak directly of her abilities as a teacher but 

one can infer them from her comments about other teachers' 

practices. Her practices are based on her beliefs and she feels 

confident to face administrators presenting or defending her 

educational views. She nurtures her self-efficacy from positive 

responses from administrators who respect her views. 

She feels that she is a conceptual teacher while most of her 

colleagues are not. Her educational training in education for gifted 

students gives her an advantage over other teachers who were not 

trained in that direction. She asserts herself and suggests to her new 

superintendent ways to implement services for gifted students in the 

future. She suggested that, "maybe work to have them [teachers] 

both conceptually oriented, taking their skills and activities to 

support those concepts .... Well, you could see that the lights in his 

[superintendent] head were beginning to go off." 

She believes in allowing her students to formulate rules for the 

class. She recalls that the principal had some reservations and said, 

"Gee, that's a real risk." "Well, it is," she replied and convinced him, 



explaining her justification for this practice. "The kids have 

ownership for what's going on ... understand why things are the 

way they are." She was allowed to follow her beliefs. 
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Her self -efficacy is nurtured by the roles that she plays in the 

district, such as having power to influence decisions at school and 

district levels by being selected to coach a new teacher or by 

participating in staff development efforts and in curriculum 

com mittees. 

Domain Analysis: Tara 

Tara did not follow a traditional path to becoming a teacher. 

After graduating from high school, she went into business and 

worked in this field for eight years before she went to college to 

study education. Tara could not attend college after high school for 

economic reasons. She decided to become a teacher as a mature and 

experienced adult. 

Although Tara was trained as a special-education and 

elementary teacher, she found that the population in her district had 

a very high percentage of gifted students and that became her 

incentive to train in education for the gifted. 

Tara has educational experiences other than teaching. She 

participates on curriculu m com mittees, has coached new teachers, 

and participates in staff development efforts in her district. Tara's 

district is small and almost completely Anglo, with a very high 

income-level population. 
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In her school she has a supportive principal who allows her to 

be autonomous in her class. The evaluation system in her school 

does not influence her performance; she regards it as a formality and 

does not perceive these evaluations as a threatening tool. 

In Tara's view, her district staff-development opportunities are 

almost unlimited, including a variety of growth possibilities such as 

participation in workshops in and out of the district, conferences, and 

money allocation for studies taken at the university. Tara is highly 

involved in all her school and district changes and develop ment. 

In a metaphoric way, Tara regards herself as a director or 

producer of a play or movie. She sets the parameters, and the 

students perform. She believes that in this capacity she is not in 

absolute control because she cannot predict all behaviors and 

outcomes but that this approach helps her students to develop a 

sense of independence. She believes that school is a place "to help 

children grow academically, socially, and emotionally." Tara's beliefs 

seem to be dominated by a cognitive approach. In her descriptions 

of the school's role, Tara uses a specialized language used by 

professionals in the educational field rather than personal 

descriptors. She also acknowledges the role of families and 

community in the educational process, regarding education as a 

collective enterprise rather than a private one. 

Tara regards a teacher's role as providing "survival skills," 

which are basic skills in the different disciplines, including social 

areas. She believes that she presents her students with 
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opportunities to make decisions in her class, but her examples relate 

to decisions about organizational or management issues (such as how 

to organize the lunch boxes or what activity to do first) rather than 

selecting instructional topics. 

For Tara, the curriculum is created by a team of teachers in her 

school or district. She believes that curriculu m should be conceived 

around selected concepts and not activities. She feels, though, that 

"other" teachers do not work in the same manner but rather build 

their teaching around activities. She asserts that curriculum for 

gifted students can be used in any classroom. A summary of Tara's 

domains is presented in Table 4. 

Cultural Themes: Tara 

Tara is the teacher participant with high receptivity to Taba's 

Teaching Strategies model. 

The themes that emerge from Tara's interviews recur in almost 

all of her domains. The first theme that relates to all domains is a 

need to move forward, not to be static, equating moving with growth. 

She conveys a sense that teachers, students, ad ministrators, school, 

and district need to move forward. Staying in one place is 

unacceptable. The theme appears in the content of the interviews 

and also in the metaphorical speech she uses, such as "moving 

forward, move through, forward motion, where to go, along the way, 

couldn't stay static." 



Table 4 
Domain Analysis: Tara 

Domains 

Experience 

Workplace 

Beliefs 

Curriculum 

Characteristics 

11 years teaching 
Was in business for 8 years before going to college and becoming a 

teacher 
Started education when she felt that all possibilities for growth in 

business were exhausted 
Masters' degree in Elementary & Special Education (mental 
retardation) 
Studied gifted education as a need in her practices 
Coached new teacher 
Substitutes for principal, participates on school & district 
committees 
Teaches primary grades/small school district 
Affluent population, no minorities 
Views principal as an equal, gives her autonomy: "I do what 1 want" 
Works in teams at grade level. No team work across the school, no 

real sharing among school staff 
Evaluation (for her) like a conference, no threatening 
Hierarchy among teachers, power struggles 
unlimited opportunities for staff development 
Teachers decide what programs to implement, no monetary 

restrictions to purchase materials 
Highly involved in school and district activities, would not change 

her district for another 
Role of schools: partnership with society to help children grow 

academically, socially, and emotionally 
Teacher as director or producer of theater 
Teacher needs to provide survival skills 

Provides opportunities for students to make decisions 
Teaching should be done through concepts 
Curriculum is created by teams of teachers following mandated 

guidelines 
Curriculum for girted can be used for all students 
Other teachers are "activity oriented" 

162 



163 

This need for growth emerges in her comments about her 

experience previous to teaching. When she felt that she had 

exhausted all possibilities for advancing in business, she decided to 

go to college. She says, "I couldn't stand to stay static. 1 wanted to 

keep growing." 

Her role as a teacher is to move the students. She says, "[my 

role is] to pick them up and to take them to where ... they need to 

go." Tara views learning as a "journey" to fulfill a vision, and "if that 

journey can be made fun or at least interesting, maybe that vision is 

going to be realized." She describes children in schools as "moving 

through the education layout." She speaks of people "getting to 

places in different ways" when she refers to personal learning styles 

and also addresses the need of children to move to another level 

when they move to an upper grade. This theme appears in her 

discussions about teachers not wanting to share curriculum issues. 

She relates the theme of moving to teachers, convinced that teachers 

should change their practices from teaching guided by activities and 

skills to teaching around concepts. She realizes that this is a difficult 

change, "but still [the district is] slowly moving the people forward." 

She uses the theme also when speaking of teachers who need to be 

evaluated in such a way that after they achieve a certain level they 

can move out of the "buzzard group." 

The second prominent the me is survival. Tara speaks of 

survival as part of her personal life experiences. She could not think 

of going to college but needed to pursue a profession that would 
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enable her to support herself. This theme appears also when she 

speaks of her teaching role. In addition to moving her students 

forward, she also has to provide students with survival skills in the 

academic, social, and emotional areas. Another instance of this 

theme is in relation to students in special ed ucation. Having worked 

in a program that taught retarded children survival skills, education 

seems for Tara to be an avenue for providing basic needs and not 

just expanding knowledge. 

Practicality is another recurrent theme, probably connected 

with survival. She specialized in special education with emphasis on 

mental retardation because she felt that people in this area were 

more practical than those dealing with learning disabilities. Later on 

in her career, she started her training in ed ucation for gifted 

students because of the high nu mber of students qualified for 

education for the gifted in her district. 

Two connected themes that appear in many of Tara's domains 

are power and control. She wants to teach her students that they 

"have a great deal of control over how you can view things." The 

theme recurs in her metaphor of teaching, being like a theater 

director or a producer who is "in control of the general direction" but 

sometimes not in control of what students might do in the setting. In 

her own career, being in control is a recurrent theme. While in high 

school, she knew that she was not going to attend college, but still 

she enrolled in courses necessary for college during evening classes 

to ensure that if she decided to go to college, she would be prepared. 
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The theme of power recurs mainly when she speaks of her 

workplace, She mentions that some teachers are powerful and have 

followers in the com m unity, These teachers are able to influence 

actions in the schools and in the district. Tara herself feels that she 

"has power to influence" things in the district. 

Another theme that appears across several domains is 

independence and autonomy, When she started working in her 

district she recalls, "I didn't like it at all; 1 didn't like being dictated 

things 1 had to do," TO,day, after 11 years in the district, she feels 

that "I can do what 1 want." She enjoys being in her district because 

it permits her "to be yourself." She feels equal to her principal. "I 

would have hard time working with someone who felt themselves 

loftier than myself." She does not feel that someone is telling her 

what to do because slhe is her supervisor, Although she enjoyed 

working in a team, she feels that now that she is the teacher for the 

gifted she is gaining "freedom," freedom of all the materials that held 

her down "like cannon balls, , , all the trappings that you have as a 

classroom teacher, It's a lot." 

Although she is independent and has a sense of self -efficacy, 

she is aware of "other teachers' reactions," She feels that if she 

needed to move to another district, she would have to be careful not 

"to show off," doing things that reflect her teaching beliefs, She 

follows her beliefs but is careful not to alienate anyone in the 

process, 
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The theme of being part of a team and cooperating appears in 

different domains. She likes working in a team, but at the same time 

she feels constraint, perhaps affected by her sense of independence. 

She feels that teachers in her school work in teams but help each 

other "only when they are told to do so." Tara senses a discrepancy 

between the way she regards working in a school, cooperating and 

exchanging information and concerns, and the way that other 

teachers operate, wrapped up with their own problems and unable to 

see the whole picture. She also sees herself being different from the 

rest of the staff in her ways of looking at teaching: not being 

"activity oriented" but a "conceptual teacher." Therefore, she regards 

herself as part of the school and the district participating in decision 

making, but at the same time, when she speaks of herself and other 

teachers, she uses an exclusive language: "I" and "they." 

Summary: Tara 

Cultural themes that emerge in the data analysis of Tara, the 

participant with high receptivity to Taba's Teaching Strategies model 

across Thecultural themes that emerge from Tara's domains are 

growth, moving forward, survival, and practicality. In the domain of 

previous experience emerge the themes of moving forward, growth, 

control of life, survival, and practicality. The domain of workplace 

include practicality, power and control, independence and autonomy, 

and being part of a team. Beliefs, professional qualities and 



pedagogical orientation include survival skills, moving students 

forward/growth, control, independence 

Amanda's Story 
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I met Amanda briefly twice prior to her being nominated by an 

administrator as being low in receptivity to Taba's Strategies. Both 

meetings were at conferences on gifted ed ucation. We met for the 

first interview after school hours in her classroom. She was relaxed 

and spoke freely. Throughout the interviews, her personal views 

and feelings were interlocked with almost every point she made. 

She uses first person language and conveys a feeling that her work is 

almost a private enterprise between herself and her class. 

Experience and Background 

Amanda teaches a primary grade of gifted students in a large 

school district in the Southwest. She has in her class 28 students, "a 

real mixture [of students], there are some that have doctors and 

lawyers for dads, and there are certain ... that get free lunch, ... 

probably five Hispanic, one black, one Yaqui indian, and the rest 

Anglo." 

She got her first degree in education in 1965, and 

In 1984 I got my Masters' in gifted education [sic] from j.M. 
[name of professor 1. because I was interested now. I had not 
taught first grade since 1965. I just raised my two boys, who 
were gifted and were in the gifted programs in [name] district. 
So I thought I was tired of being a volunteer, and I was 
available just because I did not work, so I thought I'll go back 
and see if my mind still works ... it took me four years to get 
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my Master's. So I just taught first grade for the last four years. 
I'm fairly a new teacher really .... 

Despite having been involved in education for many years, 

Amanda experienced difficulties teaching her own class for the first 

time. She recalls thinking then, "Why aren't there more people 

telling me what to do? I lived for that. Please give me more advice. 

It's really scary to start out, and you have nothing." 

Amanda is aware that her personal working situation is not the 

norm among teachers, and she feels that this situation makes a 

qualitative difference in her practices: 

I'm in a unique situation because my husband is a successful 
attorney, so monetarily I don't need to work. I chose to go 
back, get my Master's degree, because I felt that my brain 
needed some work. Nobody is saying that I have to work; I can 
choose to quit anytime, and that is a wonderful situation. I'm 
here because I love children, I love teaching children and being 
with children. 

Most of Amanda's experiential knowledge in education comes 

from her bachelor's degree work twenty years prior to her second 

degree, her work in schools as a volunteer, raising two children in 

the school system, her studies towards the Master's degree and her 

work since 1985. 

Workolace 

Being a teacher for the gifted, Amanda wears "two hats"; she is 

part of her regular school staff, and she also belongs to the district 

staff for gifted education. In her school, A manda feels generally 

"very lucky." She feels that "all the teachers are very helpful to each 

other, ... they are sharing teachers." She explains, "I was doing a 
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unit ... all I had to say was a word and all of the sudden I've got all 

kind of extra material because the teachers have shared. The 

primary teachers work with each other; we meet every Tuesday at 

lunch time .... Nice teachers to say hello to." 

She considers her previous and present principals very 

supportive. "She [the previous principal] would be on the teachers 

side whenever attacked [by parents]''' She also feels that both 

principals let her have a lot of independence. "He [her present 

principal] is not constantly coming on you and preying on you; you 

feel a trust that he knows [how you perform). little messages that he 

sends." 

At the same time, as a teacher for the gifted, Amanda conveys 

a sense of isolation and lack of professional support. Being part of 

the district staff for gifted education, she has a supervisor whom she 

feels provides "absolutely no support ... he never comes in. He 

doesn't get us [teachers for the gifted] together ... and somebody 

could share. Nothing, nothing, nothing. We're on our own." She 

recalls that the team of teachers for gifted students "met first couple 

of years maybe once a month, worthless meetings, and we 

accomplished nothing. Teachers complained and said they didn't 

want to meet." 

She feels that part of the lack of professional development in 

the district is connected to teachers' attitudes. She found that 

veteran "successful teachers of the gifted [in her district] don't need a 

new method to be told. They don't want to hear it." 
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Amanda feels that unless she handles her professional 

development, the district will not provide it for her. She believes 

that "you have to keep learning new ideas, ... I have to keep 

involved, I'm always open, I always enjoy it." But the district does 

not pay for professional leave. "I was the only one that [sic] took my 

personal day ... and went [to the conference for gifted education], I 

could afford it." In general, according to A manda, learning 

opportunities for teachers are limited to some workshops given in 

the district: "It does not happen too often." 

Beliefs 

Metaphorically, A manda refers to her role of teacher as "a 

mom." "They [primary level students] are loving; they think of you 

as their mom; I let them call me 'mom' even during the day." When 

she speaks of the parents bringing their youngsters to her class, she 

says: 

they [parents] are worrying about their little babies ... I tell 
them I'm a hugger ... II am like] 'the good ole mom'. You want 
them [students] to feel good about themselves ... you want to 
expose them to things, have fun, deal with problems, and you 
know moms do that too. The teacher is just a follow up [of the 
mother]; instead of one or two [children], you have twenty 
eight. 

Amanda defines her role of a teacher also as an "introducer~ I 

open their [students] door to a lot of things." She also believes that .. 

. if you don't love teaching ... [or] working with kids, you certainly 

shouldn't be spending all day doing it." She believes that "some 



teachers think the hours are wonderful ... [people think] it's a 

simple job just teaching kids". 

Amanda has a high level of self efficacy. She says: 
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I'm okay; I feel comfortable with what I'm doing; somebody 
else might not. I'm teaching the m [students] wonderful things .. 
. . I feel good about what I am doing as a teacher; I don't really 
have too many fears about what I am doing, I'm doing mostly 
the right things. 

Amanda reflects upon personal characteristics that influence 

her teaching style. She does not believe that she is "an organized 

person," and she explains what being organized means to her. 

Plan ahead ... have things were I can find the m ... [being] 
kind of structured ... have an idea where my day is all the 
time ... but ... I don't think that makes me a bad teacher; in 
fact that sometimes makes it kind of fun; you know, we do 
things from the top of the head ... it turns to be nice .... 
Sometimes it bothers me [not being more organized] but not 
often enough ... I have ideas ... I think in 'big gulps', and they 
[ideas] are in my head, but I don't write them down. 

Amanda mentions several sources responsible for her level of 

se If efficacy. 

Positive results: the kids tell me they like me .... Parents, 
they thank me for a job well done .... A little evaluation by 
your principal, not a whole lot ... and just the way you feel 
when you go home ... the success of a lesson ... the progress 
of the kids." 

Curriculum 

On curriculum issues, Amanda conveys a feeling of ownership 

and independence. She is aware that "the district says you have to 

introduce certain things, and I need to follow district requirements," 
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but she allows for students to direct the learning sub jects. "You will 

be following a lesson, and all of the sudden it goes off to something 

else. And you feel it's okay. 1 feel it's okay because it seems like the 

direction needs to be taken ... you carry [in that direction] as much 

as you can; that's why lesson plans frequently are not followed ... 

that's what makes it more exciting ... they are never bored." 

Amanda feels comfortable adjusting the curriculum to her own 

character and interests. "We do a lot of sub jects, we cover a lot of 

things, 1 don't have patience just to stay on anything for too long ... 

1 just personally lose it." She adds a pedagogical justification: "I 

don't think [level of grade] graders need indepth really anything. 1 

feel I'm introducing a lot of things to them." Another pedagogical 

belief about curriculum is that "not everyone is interested in 

everything, and you are going to lose some of the kids . .. so at least 

several things are [introduced] ... something that the kid is really 

interested in." In another instance, she explains that the way she 

handles the curriculu m is a combination of her inclinations and a 

direction dictated by students' interests. She says, 

1 never even look at my plans from the previous years; never 
looked at them. I don't follow them. I'm different from year to 
year. I'm starting to like the units .... But I feel that each year 
I teach different parts of it. A lot of times it's just my mood or 
the time of the year you are teaching it. The kids, their 
interest, sometimes you do things just because at that time the 
kids may be talking about it. 

A manda believes in general that school should be a 

combination of socialization, listening skills, writing, and math. But 



the final decision is hers. She says, "I teach whatever 1 decide to 

teach". Even when it comes to required books for her grade level, 

she says, "I do mix and match stuff, and nobody knows that." 
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Her beliefs about education for gifted and nongifted students 

include teachers' role, students' abilities, and curriculum. 

When Amanda was preparing for her master's degree, she felt 

that all strategies for gifted education were appropriate for every 

child and not necessarily only for the gifted. Now, after teaching 

gifted students, when she talks about differences between her class 

and a regular [level] grade, she feels that in classes for gifted "it's 

much more open ended, it's not just find the right answer .... Why 

do you think this happened 7" 

She believes that "the material for the gifted is nothing 

different [than a regular class]. To make it different, it has to be the 

personality [of the teacher]''' 

A manda acknowledges personal characteristics for her choice 

to teach gifted students. Through her statement, she reflects her 

beliefs about regular class teaching. She says, 

[In a regular class] 1 probably would go crazy, ... I'm a patient 
person, but 1 don't think 1 could put up with the repetition, 1 
would be intolerant of the not learning and grasping systems ... 
. Right now I would say that I wouldn't be a good regular first 
grade teacher. 

Also, she is not sure that it would be appropriate, for example, 

to take a curricular direction brought up by a student as she does 

with her gifted students. She claims that "it depends on the 

background of the kids and how much they can participate ... I 
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wouldn't do it if the majority of the class is not giving me some 

feedback ... it would be dull and uninteresting ... and it wouldn't 

work." 

In another instance, she says, "I think that anything that I do 

would be successful in their classroom [regular classroom teachers]." 

This statement might sound contradictory to the previous one 

although the main difference is that here she speaks of other 

teachers being able to use her strategies with all students, while 

before she referred to her own capacity for teaching all students the 

way she teaches gifted students. 

Domain Analysis: Amanda 

Although A manda studied education in college after high 

school, her actual teaching experience started twenty-four years 

later after she got her Master's degree in education for the gifted. 

A manda did not feel any economic (or other) need to go out to work 

until her sons left home. She became a teacher at a relatively late 

stage of her life, when she was a mature and experienced adult. 

Amanda is involved in education for gifted students. Amanda's 

two sons participated in programs for gifted students, and she 

volunteered in their classrooms. Sub seq uently, she decided to go 

back to school because she felt that this area also matched her 

personal characteristics. She has a need to move from one topic to 

another at a fast pace, is interested in many topics, and does not 



have patience for repetition, something she assumes happens in 

regular classrooms. 
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Amanda works in a large school district with a heterogenous 

population, a third of whom are minority students. She has had 

supportive principals who allow her to be autonomous in her 

classroom. The evaluation system in her school does not influence 

her performances; she regards it as a formality and does not perceive 

evaluations as threatening tools. 

Amanda does not see any staff development efforts in her 

district. According to her, the district does not have professional 

release paid days, so she is one of the few who can afford to go to 

professional conferences and pay for her substitute herself. 

Amanda's work is bound to her classroom, but she attends 

conferences and workshops for her own and her class's benefit. 

Amanda's metaphor of her role as a teacher is of 

"motherhood." She believes that teaching is a natural extension of 

mothering. She regards her young students as "babies" and feels that 

her role at school is to protect them, to love and care for them, and to 

introduce them to the world. She sees herself also as an "introducer." 

In this capacity, the affective domain is central to her teaching. 

According to Amanda school should be "a fun place that creates 

love for learning." The affective domain see ms to dominate 

Amanda's beliefs in learning and schooling. Amanda believes that 

while at school, educating her students is her responsibility and does 
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not include in the enterprise other members of the school or parents 

who might be willing to help in her classroom. 

A manda believes that her role (especially in the primary 

grades) is to introduce students to a large number of subjects but not 

necessarily in depth. She claims that she follows students' interests 

in selecting teaching topics. If students bring up a topic that is not in 

her curriculu m, she follows the discussions in that direction and 

might pursue the topic later as part of the curriculum. Amanda 

creates and develops her own curriculum following basic district 

guidelines. She creates units by themes and ideas (or "big gulps"). 

She claims that curriculu m for gifted students can be used in any 

classroom but that "other" teachers do not work in the same manner: 

She believes that in regular classrooms teachers do a lot of repetitive 

activities. A summary of Amanda's domains is presented in Table S. 

Cultural Themes: Amanda 

A manda is the teacher participant with low receptivity to 

Taba's Teaching Strategies model. 

Two over arching themes emerge from Amanda's analysis, one 

is a strong feeling of independence, and the other is a sense of joy. 

Both the mes recur across her experience, workplace, beliefs, and in 

her views of the Taba Strategies. 

As for the joy theme, Amanda laughs a lot when she speaks, and a 

sense of joy is expressed in all her conversations. She says that first 

grade students "are fun; they are just enjoyable." When she 

speaks of her role as a teacher, she says, 



Table 5 
Domain Analysis: Amanda 

Domain 

Experience 

Workplace 

Beliefs 

Curriculum 

Characteristics 

5 years teaching, 
"Was as a mother for 24 years" before teaching 
Started her master's degree to see "if my mind still works" and 

because she loves children 
Masters' degree in Special Education (gifted) 
Studied gifted education because her sons were in programs for 

gifted students and it fits her character (working at fast pace, 
many different topics) 

Teaches primary grades 
Large school district 
Student population from high to low income,mainly Anglo some 

minorities 
Very supportive principals, give her autonomy: "you feel a trust" 
No administrative professional support in her particular field 
Professional isolation, sharing of materials among school teachers 
Formal evaluation once a year, not threatening 
No staff development opportunities, needs to initiate and pay herself 
Purchases programs and materials for her class 
Her workplace is her classroom 
School should be a place of joy/fun, create love for learning 
Teacher as an extension of "mother", needs to love children 
Teacher introduces students to many things not in depth 
Follows students interests 
Teaches themes ("big gulps") 
Creates own curriculum, following some mandated guidelines 
Curriculum for gifted can be used in other classes but may be less 

exciting 
Regular classes teachers do a lot of drilling and repetitions 
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1 also want them [students] ... to enjoy life. That's another 
thing. You can be successful, but you also have to know how to 
enjoy life, when the fun is part of it. 1 personally had a good 
experience growing up here [place] ... 1 loved school. 1 enjoyed 
it, 1 must have had good teachers. As for parents, they always 
encouraged me." 

She wants her students "to say that they enjoy school". The theme 

of joy also appears when she speaks of her own learning: "I feel you 

have to keep learning new ideas. I'm always open; 1 always enjoy 

it." 

Self -determination is an additional theme and is apparent in 

Amanda's conscious decision to become a teacher for gifted students. 

She is a teacher because she loves students. Her children grew up 

and left home, and she wanted "to see if her brain still works." Her 

choice was not based on economic needs (her husband is a 

"successful attorney"), as a result of "that is all 1 can do," or because 

"I was trained to be a teacher and it's too late to change now." 

Her economic independence gives her confidence to be 

autonomous in her class. The independence portrayed in her 

practice is also probably a personal characteristic, but her particular 

position in her workplace forced her to become self-sufficient. She 

had to build her class curriculum and does not have ad ministrative 

support in the form of help or professional development. It is 

interesting to note that, paradoxically, A manda's sense of 

independence in her workplace may derive from dependency on her 

husband's economic success. 

A sub-theme of her independence is a sense of ownership. The 

program is her program; she decides what and how to teach. She 
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also feels ownership of her program due to the amount of money 

that she has invested in it. The feeling of ownership is reinforced by 

this com ment: 

After four years [of teaching] if somebody tries to tell me ... 
you have to follow a curriculum I think I'm going to balk, 
because I have a style now that I've established; I have this 
program I developed my own, I have literally taken a 
thousand dollars of my own money to acquire [books, 
materials], and it's mine! When parents ask me about the 
gifted program, my answer now is that it is my program, it's 
what I teach ... nobody really knows am I doing the right 
thing. 

In a way, lack of direction and support in her workplace 

encourage her attitude of self-deter mination and control. Amanda 

conveys a feeling that teaching is for her a very private enterprise 

that involves only hersef and her students. She is happy that her 

principals do not "prey" on her and basically leave her alone. She 

does not like having parents coming to help in her class because 

sometimes they "want to take over ... but ... I'd rather be by 

myself. I feel that I'm in control." 

Amanda's metaphor of teaching as being an extension of 

motherhood while students are "little babies," also may indicate her 

need for students to be dependent on her. Babies are not 

independent beings; they can be "swallowed by the system," and it is 

up to the mother to protect them. She closes her class door (to 

protect and control) to principal and parents and takes full 

responsibility over everything happening in class. The theme of 

teaching as an extension of motherhood appears also in the way she 
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replied to the item of "years of teaching experience" in the 

receptivity verification questionaire: "six [years] of gifted education 

and twenty four as a mother." 

Another area in which the theme of ownership and 

independence recurs is when Amanda speaks of the Taba Model, 

saying that following the model by the book "would drive her crazy." 

She claims that the model is too structured. In other words the 

model calls for written plans that restrict A manda's freedom. Her 

lack of acceptance is also due to the setting in which the model was 

introduced to her. She did not own a class to practice the strategies, 

which "made her feel cold" (opposite of joy). She also felt that the 

evaluation system used during the introduction of the model was too 

restrictive (lack of independence). 

Flexibility is another theme that emerges in Amanda's 

conversations. Although she is the ultimate person to decide what is 

going to be taught in her class, she is flexible and is willing to move 

the curriculum in a different direction,to meet students' interests. 

Her complete independence allows her to attend to students' needs 

and interests. 

Another theme in Amanda's interviews is spontaneity or, in 

other words, lack of structure. This quality allows her to respond to 

her students' ideas and carry them on as part of the learning. She 

plans her lessons in general terms that she calls "big gulps." Her 

rejection of some of the Taba Model's features might be due to this 
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theme. Taba's model requires detailed and sequential planning, 

which are strategies opposite to Amanda's teaching style and beliefs. 

Amanda holds the pedagogical belief that variety is an 

important theme in the instruction of primary students and she sees 

her role as an introducer. She is also aware that different students 

have different interests and a large menu of offerings is more 

important for young students that an in-depth approach with fewer 

offerings. At the same time, she adds a personal dimension to this 

belief because she herself needs variety to find interest and 

excite ment in her teaching. 

Summary: Amanda 

The cultural themes revealed in Amanda's interviews, the 

participant with low receptivity to Taba's Teaching Strategies model, 

are across domains independence and joy. In the domain of previous 

experience and background emerge the themes of independence, joy, 

and self-determination. In the domain of workplace the apparent 

themes are of ownership, independence, and control. Her 

pedagogical beliefs, professional qualities, and pedagogical 

orientation include themes of self-determination, ownership, control, 

flexibility, variety (of topics), spontaneity, lack of structure, and 

viewing teachers as introducers. 
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CHAPTERS 

ANALYSIS OF DATA RELATED TO THE TEACHING MODELS 

Analyses of the teaching models are presented in this chapter. 

In the first analysis the Essential Elements of Instruction and Taba's 

Teaching Strategies models' features and characteristics are 

presented from the reseacher's perspective. In the second analysis 

participants' perspectives of the models are presented. For the 

second analysis, the researcher uses explicit statements made by 

participants to describe the models, and she infers their views from 

the data collected throughout the interviews. 

The chapter is divided into several sections: 

1. Researcher's analysis and comparison of the two models; 

2. Comparison of participants' perceptions of the Essential 

Elements of Instruction model; 

3. Comparison of participants' perceptions using Rogers' (1962) 

characteristics of an innovation for the EEl model; 

4. Comparison of participants' perceptions of Taba's Teaching 

Strategies model; 

S. Comparison of participants' perceptions using Rogers' 

characteristics of an innovation for Taba's Teaching Strategies model; 

and 

6. Comparison of participants' perceptions of the two models, 

using Rogers' characteristics of innovations. 
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Analysis of the Essential Elements of Instruction Model (Hunter's) 

and Taba's Teaching Strategies Model 

The two teaching models included in this study differ in their 

main features, in their puposes and areas of concentration, in their 

assumptions and theories, in training and coaching for 

implementation, and in the body of research for evaluation of the 

models as presented in Table 6. 

To understand participants' perceptions of the models 

presented in this study better, the researcher introduces an analysis 

of the models using Joyce and Weil's (1972) theoretical framework. 

According to Joyce and Weil (1972), educational models have 

two maIn orientations: (a) those intended for instructional effects and 

(b) those intended for nurturing effects. Instructional effects involve 

leading the learner in a certain direction (e.g., Bloom's Taxonomy), 

while nurturing effects come from being in an environment created 

by the model (e.g., cooperative learning). 

Using this classification of orientations, the Essential Elements 

of Instruction Model (EEl) and Taba's Teaching Strategies have the 

first orientation, creating instructional effects. Both models 

concentrate on ways teachers need to behave to achieve instructional 

goals. 

A second classification of educational models suggested by 

Joyce and WeB (1972) relates to the intentions and the theoretical 



Table 6 
Features of the Two Models 

Features 

Purpose/Area of 
concentration 

Assumptions and 
theories 

Guidelines to 
developing 
requirements for 
these learning 
activities 

Body of research 
about their 
development/ 
assessment of 
models' 
effectiveness 

Taba's Teaching 
Strategies 

Mostly cognitive with one 
affective strategy. 
Most effective in social 
studies. 
To learn concepts and 
develop generalizations. 
Inductive learning; teacher 
and students create 
knowledge. 

Relies on Piaget's 
developmental theory. 
Thinking skills can be 
taught. 

Open-ended questions. 
Pacing. sequencing. and 
patterning. 
Organize knowledge in 
concepts and ideas. 
Highly structured. 
Requires extensive training 
when first learning the 
strategies 

Improvement in inferences. 
divergent and critical 
thinking. enhancement of 
creativity. 

Hunter's 
Elements 

Essential 
of 

Instruction 

Behaviorally oriented. 
Generic for content. 
Teacher centered; the 
teacher has the knowledge. 

Relies on process product 
research methodology. 
Cause and effect in teaching 
and learning. Teacher is a 
decision maker. Skinner's 
psychological behavioral 
theory. 
Attribute theory for 
motivation. 

Teacher makes 3 decisions: 
what to teach. what the 
students will do to prove 
that they learned. what the 
teacher will do to facilitate 
the learning. 
The teacher is responsible 
for learning outcomes. 
Needs extensive training 
and coaching. 

Increase in learning. 
teacher satisfaction. and 
decrease in discipline 
problems. 
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with personal construction of reality, and (d) those concerned with 

processes by which human behavior is shaped and reinforced. 

Following the Joyce and Weil (1972) classification, EEl belongs 

to the fourth family, which includes models concerned with 

"processes by which human behavior is reinforced and shaped." 

Hunter (1985) claims that the model was created to guide behavior, 

predict outcomes and stimulate research. The model directs 

teachers' actions to create a change in students' habits, to focus 

students' attention, and/or to increase their motivation. Hunter 

(1986) points out three basic categories of her model: (a) content 

(what to teach), (b) learner behavior (what students will do to learn 

and to let the teacher know they have learned), and (c) teacher's 

behavior (teacher's use of research-based principles of learning that 

accelerate achievement). Two of three categories deal with 

behaviors. 

The second reference used to determine that the model belongs 

to the fourth family is its main theoretical framework. It relies on 

behavioral psychology without declaring any specific theory as the 

basis for the model. In the literature on EEl, one finds vague 

statements such as "every proposition of this model was derived 

from research on human learning. Any beginning psychology text 

identifies the research basis for most of the propositions .... The 

model was validated. . [and] demonstrated substantial decreases in 

discipline problems and vandalism" (Hunter, 1985, p. 59). Since the 

model draws heavily on reinforcement and practice (drill and 
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repetition), one can infer that these learning theories mentioned by 

Hunter relate to behavioral theories such as Skinner's. 

Joyce and Weil (1972), in their analyses of models, refer to the 

model in relation to the students that the models are supposed to 

serve. The intention and theoretical framework of the model do not 

apply just to students' outcomes but also influence teachers' actions; 

therefore, the models need to be analyzed from teachers' (users) 

perspectives as well as those of students'. 

Teachers need to be introduced to the models either to accept 

or reject them and certainly ito implement them. In the case of EEl, 

teachers are required to reshape their own behavior in order to 

adopt the model. They must add components to their lessons that 

they may not have used before, such as a clear "anticipatory set," or 

learn to have explicit responses from students, such as "show me 

with your fingers." Teachers need to plan in advance what activities 

they will present (what to do) and what responses they expect from 

their students (what the students will do). They need to practice the 

model, to be coached and reinforced either by extrinsic sources, such 

as a supervisor, or an intrinsic one, such as seeing successful 

outcomes in their students while implementing the model. 

Therefore, from teachers' perspectives, the EEl model can be 

classified as belonging to the fourth family, that concerned with 

processes by which human behavior is shaped. 

According to Joyce and Weil's (1972) classification of 

educational models, Taba's Teaching Strategies belong to the second 
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family, "human abilities to process information." The model's aim is 

to lead students through a series of sequential intellectual tasks 

(Maker, 1982) to the attainment of thinking, knowledge, attitudes, 

feelings, and values (Taba et at, 1971). The model incorporates the 

educational theories of Dewey, Bruner and Vygotzky and Piaget's 

notion of assimilation and adaptation (Maker, 1982; Schiever, 1991). 

As in the EEl model, teachers are required to go through the 

strategies process themselves while using Taba's Teaching Strategies. 

They need to process and organize information in order to present 

the model to the students. The strategies must be selected, planned, 

and mapped to induce students to develop generalizations in 

expected directions. Teachers select the most appropriate strategy to 

match the lesson's intentions. Then they select materials that will 

initiate the discussion (e.g., a written article, a movie, a picture). 

Teachers must prepare, as a guideline, a cognitive map that will help 

lead the discussion toward the generalizations that the teacher would 

like students to attain. The main difference between the two models 

is the level of abstraction required from teachers in each. While in 

EEl the requirements are change of organization and behaviors, in 

Taba's model, teachers need to immerse themselves in the actual 

content that they are going to present. They need to analyze it and 

seek generalizations they would like their students to achieve. These 

actions are intellectual tasks as opposed to following a series of 

actions as required in the EEl model. 
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For students, the intention of the Taba model remains 

primarily the processing of data and construction of knowledge; for 

teachers, it might also require instructional/behavioral changes. 

Teachers need to follow sequentially structured written plans, 

perfect questioning strategies (open-ended questions), allow for 

waiting time, or adjust time allocation for the strategies. Therefore, 

for teachers the model can also be related to the fourth family 

mentioned by Joyce and Wei! (1972), "processes by which human 

behavior is shaped and reinforced." Similar to EEl, in Taba's model 

teachers' behavior is shaped and reinforced by practice and coaching 

and in an intrinsic way by seeing changes and development in 

students while applying the model. Table 7 presents the 

categorization of both models using the Joyce and Weil framework. 

Table 7 
Categorization of EEl and Taba's Teaching Strategies Using Joyce and 
Weil's (972) Framework. 

Joyce and Weil's Essential Elements of Taba's Teaching 
classification of Instruction (EEl) Strategies 
models (Hunter) 

Model's Orientation: Instructional effects Instructional effects 

Model's Family for Processes by which human Human abilities to process 
Students: behavior is shaped and information. 

reinforced Construction of knowledge 

Model's family for Processes by which human Human abilities to process 
Teachers behavior is shaped information, construction of 

knowledge and processes by 
which human behavior is 
shaped. 
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Participants' Descriptions of Models' Characteristics 

Introduction 

Kathleen's and Sarah's descriptions of the EEl model as well as 

Tara's and Amanda's descriptions of the Taba's Teaching Strategies 

model can be divided into three main categories: (a) descriptions 

intrinsic to the model's features, (b) descriptions of the models 

related to the participants (subjective characteristics), and (c) 

descriptions connected to the models' impact on students. 

Descriptions intrinsic to the model refer to characteristics that 

describe the model in an objective way not connected to personal 

perceptions. 

Descriptions In relation to the participants refer to judgmental 

characteristics that emerge from participants' pedagogical 

orientations;. 

Descriptions connected with the model's impact on students 

refer to characteristics that the participants believe directly affect 

students. 

This categorization of topics applies in some ways Fuller's (1969) 

Levels of Concern, Hall and Loucks' (1978) Stages of Concerns (SoC), 

and Rogers' (1962) Characteristics of an Innovation. 

Fuller (1969) refers to levels of concerns that teachers have 

during the course of their careers. She claims that teachers at first 

are concerned with topics not related to teaching. Then, they become 

concerned with topics about self in relation to teaching. Next, they 
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are concerned with becoming an expert in the task of teaching. Their 

last level of concern relates to the impact their teaching has on their 

students. In this study, when teachers describe the teaching models, 

they relate simultaneously to concerns about the model, to concerns 

related to them personally or as teachers, and to the impact that the 

model has on students. It is interesting to note that Tara and 

Amanda speak briefly about these type of concerns (Table 10). 

Kathleen (highly receptive to EEl) does not speak of the impact that 

the model has on students (Table 9), though during the interviews 

she mentioned that the model helps teachers improve their practices. 

Indirectly, she could be relating to the impact of the model on the 

students. 

Teachers' descriptions of the model match several of Hall's and 

Loucks' (1978) Stages of Concerns (SoC): first, informational 

concerns; second, personal concerns; third, management concerns; 

and fourth, consequence concerns. In SoC the claim is that the 

different stages of concerns are connected with the process of the 

innovation's introduction, which is gradual and sequential. Teachers 

in this study did refer to those concerns but not in an hierarchical 

way as they appear in SoC. They analyzed the models from the 

perspective of time, and all concerns were given the same attention 

In this study, contrary to Huberman and Miles' research 

(1984), the level of analysis of participants' views of the models was 

highly intellectual, and participants were very clear about the 

models' features. Huberman and Miles found that adopters of an 
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innovation were more preoccupied with estimations of how they 

would be able to cope with the innovation and less with the 

innovation's merits. In this study, the four participants have a high 

level of efficacy and do not worry about implementing the 

innovation but analytically describe its characteristics and actual 

benefits for them and their students. 

The three categories mentioned earlier, (a) descriptions 

intrinsic to the model, (b) descriptions in relation to the participants, 

and (c) descriptions connected with the model's impact on students, 

emerge from the analysis of participants' perceptions of both models, 

but the breakdown of the characteristics varies for the EEl and Taba 

models. 

The following sections present first an analysis of participants' 

descriptions of the EEl model and then an analysis of participants' 

descriptions of the Taba's model. 

Kathleen (High Receptivity) and Sarah (Low Receptivity) 

Descriptions of the Essential Elements of Instruction Model 

A comparison of Kathleen and Sarah's descriptions of the EEl 

model (Kathleen and Sarah) reveals that both have positive and 

negative perceptions of the model. Kathleen and Sarah agree that 

the model provides teachers with a common language to be used in 

coaching and evaluating a lesson. They also agree, basically, that the 

model labels teachers' behaviors in a way that creates a common 

language, but they hold different attitudes toward this feature. 
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Kathleen appreciates that the model validates in a "scientific" way 

what teachers do in their classrooms. She says: "hearing [the model] 

was like a confirmation of a lot of things that I have already done . . . 

and it fit my own philosophy in terms of instruction." Sarah, on the 

other hand, views that approach as a "trick" of selling old 

merchandise with a new label. When she was introduced to the 

model for the first time, she remembers saying: "This is nothing new; 

they have just labeled things that go on in the classroom; they 

[teachers ] do so many of these things naturally . . . and now they've 

been given a label by Madeline Hunter." In these comments, they 

both relate to the level of novelty to which they were exposed, what 

Huberman and Miles (1984) refer to as familiarity with the 

innovation. This topic is particulary interesting in the analysis of 

receptivity because it appears that it is not the level of novelty itself 

that affects the level of receptivity but how different individuals 

regard novelty. Do individuals enjoy being reinforced by an 

educational authority who assures them that their practices indeed 

have a scientific basis, or do they feel deluded into embracing 

something old with new labels that does not provide new intellectual 

or practical stimuli to their practices? 

In her descriptions, Kathleen uses much of the terminology that 

appears in Hunter's books, articles, and presentations. She feels, for 

example that a major feature of the model is that it is based on "solid 

research upon [which] I can draw." She does not expand on what 

that research consists of. Interestingly, neither does Hunter, who 
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says that the model is based on psychological learning theories that 

can be identified in any psychology text for beginners (Hunter, 

1986). Sarah does not refer to the research basis issue, perhaps 

because she did not bother to inquire further into a model that she 

rejected at its introduction, or she may have ignored research that 

was not congruent with her pedagogical beliefs. 

Another topic that appears in participants' descriptions of the 

models is the clarity of its features. Here again, one notices how 

level of explicitness is viewed by different people. Kathleen enjoys 

clarity of instructions and wants to be given practical prescriptions 

(e.g., "tell me what to do on Monday morning, ... sequential 

organization for learning"). Sarah regards too much explicitness and 

clarity as being "too simplistic" or not sophisticated enough. Kathleen 

regards having specific criteria to analyze lessons a positive 

characteristic of the model because one can recognize and label each 

part in the lesson. This characteristic might be important for 

Kathleen who seeks practical solutions in her work. She has an 

administrative background, coached teachers after EEl workshops, 

and evaluated them for career ladder. Sarah sees this characteristic 

as a flaw, because it segments teaching and learning. Sarah is a 

"Whole Language person" and, as such, cannot accept segmentation In 

teaching and learning. She says, "I believe that learning is a process 

that cannot be segmented into skills, or bits of knowledge, or sub

skills and objectives." 
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While Sarah regards EEl as a "packaged approach," meaning 

that everything is set and included with no room for student input, 

Kathleen feels that full understanding of EEl can lead to endless 

possibilities for teaching. Kathleen believes that many teachers stop 

their acquaintance with EEl at the mechanical/knowledge stage (as 

presented in Bloom's taxonomy) and, therefore, are unaware of those 

opportunities. She claims that it takes time and practice to master 

the model completely. Sarah has a completely different perception; 

she claims that the model is very simple to learn and apply, which 

she believes explains its popularity. 

Kathleen feels that the model helps teachers remain focused 

and, therefore, more productive, but Sarah sees this charcteristic as a 

drawback. According to Sarah, the emphasis is on teachers' 

behaviors and not on encouraging students to be responsible for 

their learning. Participants' pedagogical beliefs might account for 

these different perceptions. Kathleen views teaching as an 

enterprise that requires planning, preparation, and clear goals, the 

teacher needing to make sure that her students remain on the "trail" 

selected by the teacher. For her, focus and persistence are teaching 

values. Sarah, on the other hand, believes that students need to 

learn to be "responsible for their own learning," and she encourages 

them to select their learning materials. According to her, the 

teacher's role is not to make students focus on her intentions. 

Sarah also claims that the model does not encourage creativity 

because the teacher does all the planning. Kathleen feels that by 
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using the model properly, one can engage in any kind of teaching. 

She claims that, basically, once one has mastered it, Hunter's model is 

a generic way to improve any instructional purpose, which probably 

includes creativity. 

Sarah asserts that the model is predictable and "robotic" with 

stages and actions that teachers need to follow (e.g., anticipatory set, 

task analysis, closure). Kathleen explains that any innovation at its 

first stages of implementation is mechanical, and, therefore, it is 

important for teachers to learn more about EEl and to continue using 

it after their first introduction to it. She says that it is also important 

that teachers practice the model so "they [teachers] can move from 

mechanical use to understanding and application and perhaps higher 

levels of use to what Hunter refers to as 'artistry teaching'." 

Sarah mentions certain characteristics of the model, most of 

them concerned with impact on the students, that Kathleen does not 

mention at all. Sarah believes that the model does not consider 

individual learning styles; places students in a consistent evaluative 

situation; requires "mass behavior" (e.g., show me with your hands); 

includes content not based on authentic experiences but brought in 

by the teacher; and that the model does not support a nurturing, 

warm learning environment. 

Summary 

Kathleen and Sarah differ in their perceptions of the EEl model. 

While Kathleen is an ardent supporter of the model, for Sarah the 
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model represents everything she rejects in education. Their 

professional orientations and qualities as well as their learning styles 

shed some light on most of their different perceptions of the EEl 

model. A summary of Kathleen and Sarah's perceptions of the EEl 

model is presented in Table 8. 

Analysis of the Teaching Models Using Rogers' (1962) Framework 

For the purpose of this study, a teaching model is regarded as 

an educational innovation. Adopting a new model is a change in 

teachers' practices. When teachers are introduced to a teaching 

model, they can add, delete, and/or replace some of their 

professional knowledge. Teachers can choose to reflect upon 

previous knowledge in a different way or simply to reject the 

innovation without altering existing knowledge. 

This study uses Rogers' (1962) theoretical framework on adoptions of 

innovations to analyze further the level of receptivity to the teaching 

models. Rogers states that all innovations have this set of 

characteristics: 

1. Relative advantage is the degree to which an innovation is 

superior to the ideas it supersedes. 

2. Compatibility is the degree to which an innovation is 

consistent with existing values and past experiences of the adopters. 

3. Complexity is the degree to which the innovation is 

relatively difficult to understand and use. 
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Table 8 
Participants' Perceptions of the EEl Model 

Categories found in 
the descriptions 

Model's intrinsic 
characteristics 

Level of novelty 
(objectively) 

Model's rationale 

Utility (benefit) 

Clarity of use 

Level of prescriptivness 

Required investment 

The model in relation 
to the teachers (users) 

Model's theory in relation 
to teachers' pedagogical 
orientation 

Practical issues in 
relation to teachers' 
pedagogical orientations 

Kathleen's descriptions Sarah's descriptions of 
of the EEl/Hunter's EEl/Hunter's model 
model 

Supports what teachers do 
in the class, names those 
behaviors 

Research based 

Specific language to 
describe instruction 

Specific criteria to 
analyze instruction 

Endless possibilities of 
use, after the mechanical 
stage can be used with any 
strategy 

Needs to be explored and 
practiced/cannot be 
understood after one 
encounter 

Decision making model 

Helps stay more focused 
and productive 

Common sense features, 
new vocabulary for past 
teaching terms 

No comments 

Provides common 
vocabulary 

Organizational model for 
lesson plans, 

sequences teaching to 
segments of learning 

Package approach 

Simplistic, easy to learn 
and implement 

Teacher makes all 
decisions/the decision is to 
use or not to use the model 

Emphasis on teachers 
behaviors vs. students' 
needs 

Continued 
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Table 8 
Participants' Perceptions of the EEl Model 

Categories found in the 
descriptions 

Models' impact on 
students 

Kathleen's descriptions Sarahs' descriptions of 
of the EEl/Hunter's the EEl/Hunter's Model 
Model 

No comments Predictable, "robotic" like 
to learner 

No consideration for 
individual learning styles 

Places students in 
consistent evaluative 
situation 

Exhibits mass behavior 
(hands on heads) 

Learning content not 
based on authentic 
experiences of students 

Does not support a 
nurturing, warm learning 
environment 

Does not encourage 
creativity 



4. Divisibility is the degree to which the innovation may be 

tried on a limited basis. 
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5. Communicability is the degree to which the results of the 

innovation can be diffused to others. 

The characteristics mentioned by Rogers (1962) are not 

absolute but depend on personal perceptions; therefore, the adopters 

are those who analyze the innovation's characteristics. Furthermore, 

the purpose of this study is to understand teachers' subjective 

perceptions of models' features; therefore, the analysis was done 

through participants' eyes. Sometimes participants stated clearly 

their views of the models' features, while in other instances, the 

researcher inferred their perceptions from indirect statements. 

Roger's (1962) Characteristics of an Innovation for the 

EEl Model As Viewed by Kathleen and Sarah 

Relative Advantage. Kathleen saw in the EEl model a way to 

talk about teaching, a way to be able to reconstruct successful events 

in her teaching, and a way to label those events that did not work. 

She believes that her teaching would have developed faster and 

more efficiently if she had been introduced to EEl when she started 

teaching. For Kathleen, being introduced to the model was a very 

significant event in her professional life. 

Sarah does not see any relative advantage in the model. On the 

contrary, she feels that it did not introduce anything new but just 

renamed old practices or labeled behaviors that any teacher does 
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naturally (e.g., every teacher says an introductory sentence to her 

lesson, what EEl refers to as "anticipatory set"). 

Compati bi Ii ty. This characteristic relates to the way that the 

innovation matches values and beliefs of the adopters. Kathleen 

believes that teachers are responsible for all the actions in the 

classroom, including planning and forseeing pitfalls on the way to 

learning and acquiring knowledge (students' learning outcomes). She 

also likes "practical knowledge" and likes her own learning to be 

sequential and organized. The EEl model supplies learning in that 

fashion: Teachers are responsible for the learning, and the model 

advocates sequential actions to organize teaching in a very specific 

manner. 

On the other hand, the model does not match Sarah's belief that 

teaching should be student centered, and outcomes are not 

predictable because they depend on students' interests. She believes 

that teaching is like climbing without knowing exactly where the 

path leads because when one reaches a peak, another peak appears 

on the horizon. 

Complexity. Kathleen feels that the model might seem 

complicated at first, just as does anything new that one needs to 

learn. At first it is mechanical, but with practice one can develop to 

reach an artistic level. Sarah feels that the model is very simple, and 

she attributes its popularity to this simplicity. 

Divisibility. According to Kathleen, EEl can be learned in stages 

(sequentially), adding different parts until one masters the whole 
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model. She also speaks of levels of implementation, using as criteria 

Bloom's Taxonomy. At first, people will use it in a mechnical fashion, 

(knowledge stage), and later they move to higher levels of 

implementation. 

Sarah believes that the model is very easy to master and that 

parts can be used separately or together. This characteristic, similar 

to "complexity," is a feature that Sarah hardly mentions, implying 

that both characteristics are irrelevant compared to others. 

Communicability. Kathleen speaks of the effects of the model 

on teachers. As a teacher coach and administrator, she can say that 

she saw great improvement in the way teachers teach following the 

model. She does not speak of students' achievements or improvment 

in learning but relates the model only to the teachers. 

Sarah claims that it is easy to talk about the model with 

teachers, to teach and learn, but she cannot relate to its effectiveness 

because the model does not match the way she views success in 

teaching and learning. 

A summary of participants' perceptions of Rogers' (1962) 

characteristics of an innovation is presented in Table 9. 

Additional Characteristics of an Innovation 

For the purposes of this study, the researcher added several 

characteristics to the innovation that are not included in Rogers' 

(1962) framework. Some of these features might be called 

environmental and refer to variables that might influence level of 
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Table 9 
Participants' Perceptions of Rogers' Characteristics 
of an Innovation for the EEl Model 

Roger's 
Characteristics of 
an Innovation 

Relative advantage 

Compatibility 

Complexity 

Divisibility 

Communicability 

(+) positive attitude 

EEl characteristics 
as viewed by 
Kathleen 

(+++) "I should have 
learned it 25 years 
ago." Gave a common 
language to talk about 
instruction. 

Helped her understand 
successful practices 
and focus her teaching. 

(+++) Holds belief. 
teacher decides
students follow. 

Practical. 

(++) Difficult at first. 
needs practice and 
coaching. 

(+++) Teachers can start 
and add more elements 
of the model after 
practice and additional 
coaching. 

(+++) Saw great 
improvement in 
teachers' instruction. 

(-) negative attitude 

EEl characteristics 
as viewed by Sarah 

(---) Common sense 
techniques with new 
names. nothing new. 

(---) Teachers make 
decisions. no room for a 
stud en t-centered 
teacher. 

It lacks of respect for 
students. 

No creativity. 

(---) Very simplistic (too 
simplistic) 

(---) Anyone can do it 

(---) Easy to teach and to 
learn docs not show 
results the way she 
views results 
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receptivity to the innovation but are not embedded directly in the 

innovation (e.g., sequential organization) or the receiver (e.g., does 

not match pedagogical values). Huberman and Miles (1984) found 

these types of variables influential in the process of implementing an 

innovation in schools. 

The additional set of characteristics of an innovation included 

in this study are: 

1. Contextual characteristics, including 

a) source of acquisition, which relates to the attitudes of the 

adopter toward cognitive and affective environmental 

variables of the introduction of the innovation (e.g., the 

presenter, the place, the time that the innovation was 

introduced); 

b) rationale for the introduction, which relates to the reasons 

for being exposed to the innovation; and 

c) responsibility, which relates to the degree to which the 

adopter is accountable for implementing the innovation. 

2. Novelty/familiarity, which relate to the degree that the 

innovation represents new information to the adopter. 

An innovation usually is introduced in a context such as a class 

in college, a staff development workshop, or a school presentation. 

Variables such as the presenter's ability (eloquence, enthusiasm), the 

work required during the learning process (amount of reading or 

written assignments), or physical conditions (number of participants, 

comfort), could influence teachers' receptivity to the model. Another 
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factor that might influence receptivity is the reason and/or 

motivation given for the teacher's need to learn about the innovation 

(Fullan, 1991). Is the learning a requirement, or is it voluntary? A 

variable that could affect receptivity might also be the level of 

accountability required from teachers after learning the model. Are 

they evaluated on its implementation? Must they use it? 

In the course of the interviews, participants spoke of their 

introduction to the model. Both Kathleen and Sarah were introduced 

to the model in their district staff development workshop. EEl was 

not part of their preservice education. Their district required them 

to be exposed to the model. For both, the model is the basis for their 

district evaluation system. 

Regarding the person who introduced the model, Kathleen 

thinks very highly of the staff development coordinator in her 

district, who organizes all workshops for teachers, and when 

Kathleen compares staff development efforts in other district with 

hers, she is "very pleased, really I am." Sarah, on the other hand, 

describes the person who introduced her to EEl in a negative light. 

She says, "[the staff development person is] very organized, very to

the-book type of person . . . she is perfect for following through 

Madeline Hunter's staff development; it's all written out for you; you 

just play the robot role . . . and she is very good at that." 

Kathleen was also exposed to EEl through Madeline Hunter 

herself. This encounter strengthened her conviction in the model. 

She says, "I consider it [EEl] to be a decision-making [model], and I 
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was never so convinced of that as when we heard Madeline Hunter a 

couple of times; she is so down to earth .... " Sarah never met with 

Madeline Hunter but was further exposed to EEl through professional 

readings as well as interaction with other professionals outside her 

school. She also wrote a response paper (in publication) to an article 

written by Hunter. 

Another characteristic that might affect the level of receptivity 

to the innovation is the level of novelty that the particular 

innovation yields for the adopter, in other words, the level of 

familiarity that the receiver has with the innovation (Huberman & 

Miles, 1984). 

Immediately after being exposed to the model, Kathleen recalls 

feeling validation for what she was doing in her class. "Some of them 

[ideas of the model] I already did, I just didn't know what they were 

. . . hearing it was like a confirmation of a lot of things that I had 

always done . . . and I can remember seeing and hearing things and 

saying THAT'S why this lesson worked." She felt that now she had 

the tools to repeat whatever was successful. Kathleen's reaction to 

EEl matches Huberman and Miles' (1984) findings in their research 

on educational innovations, that familiarity helps in the receptivity 

process. 

Sarah, on the other hand, refused to use EEl as soon as she 

learned it. She recalls commenting that the model has nothing new 

except for new labels for natural teaching practices. She did not 

continue learning about the model. She says, "everybody had to be 
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trained, and I went, and I've not gone to any refreshers [advanced 

EEl] since." Sarah's level of familiarity was too high. She felt that the 

validation of her actions through this model was not worthwhile. On 

the contrary, it was almost demeaning. In Huberman and Miles' 

(1984) research findings, there is no mention of such a response 

when the innovation was introduced. 

In general, unlike Sarah, Kathleen continued learning about the 

EEl model and assists the staff development coordinator teaching EEL 

She also coached teachers on the use of the model. Kathleen is aware 

of criticism of the model. She says, "in the university, as soon as you 

say anything to do with Madeline Hunter or Essential Elements . . . [it] 

gets you in a really interesting debate." She gives several reasons for 

this criticism. The first reason is that people do not fully understand 

the model. The second reason that causes criticism is that teachers 

do not use the model enough, and then it appears rigid, as would 

happen with any other new skill one just learned. At first it is used 

in a mechanical way. The third reason is that "well-meaning 

administrators have tried to make it be a very set pattern," and that 

is not what EEl is all about. The last reason to explain Hunter's 

model criticism is that "because she [Hunter] became very popular 

. money and more prestige. . . . I think she has received too much 

limelight." Kathleen feels that people resent that recognition among 

educators. She dismisses the critics and reaffirms her conviction in 

the model. She does not have any negative comment about it; but 

then, Kathleen does not have any negative comment about any 
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aspect of her professional life (see Kathleen's themes, Chapter 4). 

She is almost a speaker or advocate for the model and its creator 

Madeline Hunter. A summary of these additional characteristics of 

an innovation are presented in Table 10. 

Tara and Amanda's Descriptions of Taba Teaching 

Strategies Model's Features 

In this section, the researcher analyzes Tara's (high receptivity) 

and Amanda's (low receptivity) perceptions of the Taba model's 

features. The researcher categorized their responses into topics and 

matched participants' answers according to their content. 

Unlike the perceptions of participants referring to the EEl 

model, Tara and Amanda don't differ much in their perceptions of 

the Taba Teaching Strategies model. In their descriptions of the 

model's intrinsic features, both agree that the model supplies the 

user with techniques for asking high-level questions and helps create 

good discussions in the class. Both object, though, to the model's high 

level of prescriptiveness. They agree that following the strategies by 

the book is a tedious process for the students and the teachers. They 

agree that the strategies can be incorporated but not as prescribed. 

Amanda feels that the large number of steps included in the 

strategies causes her to lose "the whole picture," and Tara believes 

that it is difficult to become very familiar with the strategies and be 

able to integrate them artistically. 



Table 10 
Kathleen and Sarah's Perception of Additional 
Characteristics of an Innovation (EEl) 

Additional 
Characteristics 

Contextual 
Characteristics 

Source of Acquisition 
(where. when. by 
whom) 

Rationale for 
introduction of 
innovation 

Responsibil ity 
(accountabilty for 
implementation) 

Kathleen 

Workshop in school by 
staff development 
coordinator. 

PresenLation by Hunter. 
After teaching for many 

years 

Selected to improve 
teachers' practice and 
as a tool of evaluation. 
acceptance of district 
requirement 

District wants to see 
results of investment. 

Used as evaluation for 
career ladder. 

Familiarity with 
model 

the (+++) High level of 
familiarity. validation 
of practices. 

(+) positive attitude (-) negative attitude 
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Sarah 

Workshop at school. by 
staff development 
coord i nator 

After teaching for two 
years. 

Selected as a tool of 
evaluation. 

Rejection of district 
requirement. 

Used as evaluation for 
career ladder 

(---) High level of 
familiarity. too 
familiar to be 
considered. 
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A major difference between Tara's and Amanda's perceptions 

of the model is the level of novelty that they feel the model offers 

them. Amanda feels that nothing is really new for her: it is natural 

to ask "why" and open ended questions, and she works In themes 

and "big chunks" without the strategies. For Tara, the introduction to 

the strategies caused her to make a major change in her perception 

of teaching. She felt that while learning the model she was in a stage 

of "dissonance," and after that experience, her teaching was never 

the same. She does not feel that teachers naturally ask open-ended 

questions. On the contrary she found that this skill is rather difficult 

for teachers. 

Speaking of the impact that the strategies have on students, 

both agree and celebrate the fact that the model provides students 

with a way of seeing and analyzing issues from different 

perspectives. 

Basically, the range of disagreement between Amanda and Tara 

is not as wide as the range of disagreement between Kathleen and 

Sarah about the EEl model, and perhaps it can be explained by the 

model's features more than the participants' characteristics. Roger's 

(1962) characteristics of the innovation (Table 11) as seen by Tara 

and Amanda show that they agree on the level of complexity and 

divisibility of the model, the more objective characteristics in Rogers' 

model, while their disagreement is on its relative advantage and 

compatibility, characteristics that are closely related to adopters' 



values and personal beliefs. A summary of their perceptions is 

presented in Table 11. 

Rogers' (1962) Characteristics of an Innovation for the 

Taba Model as Viewed by Amanda and Tara 
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The analysis of Taba's Teaching Strategies according to Rogers' 

features of an innovation reveals similarities and differences in 

Amanda's and Tara's perceptions of the model. 

Relative advantage. The introduction of the model caused Tara 

to change her teaching strategies and, she claims, this change 

"created a dissonance for a while" until she understood the model 

completely. She used to think of teaching in a conservative way, the 

teacher asking closed questions to verify knowledge of facts or 

understanding. 

Amanda describes the core of Taba's Strategies as asking 

"open-ended questions ... that lead to great discussions and get a lot 

of kids involved," but she claims that she "naturally involves the 

open-ended questions all day long [in her teaching] ... I don't have 

to prepare them in advance and give them a label." Amanda 

mentions that the model includes "the generalization kind of thing 

it makes you think about things as a whole. . . . I like working in 

themes . . . It's an easy way to teach, you caught one main idea which 

is kind of like generalization . I feel comfortable working in 

themes." Amanda perceives the essence of the strategies as 

matching 



Table 11 
Comparison of Tara and Amanda's views on Taba's model 

Categories 
Found in the 
Descriptions 

Model's intrinsic 
characteristics 

Utility/benefit to 
users (teachers) 

Amanda's Descriptions 
of Taba's Teaching 

Strategies 

Open ended questions 

Leads to great discussions 

Level of 
prescriptiveness 
rigidity 

Following through as written. 
and you might lose students and 

teachers 

The model in 
relation to the 
teachers/users 

Level of novelty 

Has so many parts that you 
forget the "whole" 

No comment 

It is natural in good teaching 
to ask "why?" questions. does 
not need the model for that 

It's natural for her to ask 
open-ended questions 

Tara's Descriptions 
of Taba's Teaching 

Strategies 

Good questioning 
strategies. opening. and 
follow up questions 

Elevates the level of 
discussion and students' 
thought processes 

Provides framework for 
structuring questions 
within a content 

Very rigid and redundant 
if executed exactly as 
written/work for students 
and teachers becomes 
tedious 

Has a tendency to drag on 
if rigidly administered 

"It is hard to do it 
artistically" 

Teachers (not her) have 
problems asking open ended 
questions and reacting to 
unforeseen answers. 

Changed her mind-set for 
teaching 

Model's theory in 
relation to teachers' 
pedagogical 
orientation 

Deals with themes/chunks and Learning the strategies 

Model's Impact 
on Students 

generalizations (natural way for alters mind-set for teaching 
her) 

Helps kids think and sec 
interrelations 

Forces students and 
instructors to look at topics 
from more than one 
viewpoint 
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her way of working, so that the model did not introduce her to 

anything really new. The novelty is in the systematic, labeled, and 

prepared in advance questioning strategies, and for her these 

qualities do not constitute an advantage. 

Compatibility. Amanda's perception of the essence of Taba's 

Teaching Strategies model matches her pedagogical values and 

teaching practices. She teaches in themes or "big chunks," and she 

regards the generalization part of the strategies as being congruent 

with her approach. Open-ended and probing questions match her 

belief that children need "to develop reasoning . . . and higher-level 

thinking." She values children's opinions and likes to lead learning 

following children's interests. The mismatch of the model and her 

values or practices is the systematic approach as well as preparing 

and following through with written plans. She is impulsive, "not 

very organized," and changes the subjects taught according to class 

events and children's preferences. 

Amanda recognizes that the model "is not entirely all bad; I 

fought it because of certain circumstances when I took the class." 

Her explanation points to another mismatch of the model and her 

values. Two of the prevailing themes in Amanda's practices, a sense 

of ownership and joy, were not fulfilled at the time of learning the 

model. She did not have her own class to practice with. "I would go 

and borrow classes [lack of ownership] ... here you walk in cold, and 

they [students] don't really know you, and I just felt like I was 

fighting it the whole time [lack of joy]." An independent and self-
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assured person, she was also antagonistic to the class evaluation 

system. She says, "they [instructors] would listen to the tapes when 

you worked with the kids . . . like they were catching you being a 

bad person." 

At the time of the introduction, the model did not match Tara's 

pedagogical values or at least her practices. She believes that her 

introduction to Taba's Strategies changed her pedagogical values. By 

the time of the interviews, Tara's beliefs were congruent with Taba's 

strategies. She believes that "the curriculum should be concept

based ... with skills supporting it." She emphasizes that she is a 

conceptual teacher while her colleagues are "activity oriented." She 

feels that the model helps students to develop thinking processes. 

She feels, though, that teachers need to choose what strategies to use 

and how to apply them because they can become "very redundant 

for students and teachers." 

Complexity. The participants relate to the complexity of the 

model at two levels: complexity in acquiring it and complexity in 

using it. Tara believes that the model is complex because it changes 

ways of thinking about teaching. She feels that teachers need to 

understand the model fully in order to implement it. It needs a lot 

of practice and feedback to perform the strategies in an "artistic 

manner." She mainly relates to the cognitive complexity of the 

model while learning it. 

Amanda also relates to the difficulty in learning the model, not 

because of its cognitive features but because of the practice involved 
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in the learning process, trying the model in borrowed classes, taping 

the classes, and being evaluated on performance under these 

circumstances. 

Amanda feels that the model is complex to implement. "If you 

follow exactly like you should follow it . . . preparing a lesson way 

ahead of time." Neither Amanda nor Tara use the word difficult in 

relation to using the model "by the book;" rather, they describe it as 

"[it] drives me crazy," "tedious," "rigid," "redundant," "drag on," 

"boring" (for students and teachers), "can lose students and teachers." 

Tara also says "it is hard to do [the strategies] artistically." 

Divisibility. Tara feels that the model can be used in part, and 

actually she believes that finding the best way to adapt the model to 

one's own use is the appropriate method of implementation. The 

model was a turning point in her thinking about teaching; she moved 

from the "traditional" way of teaching concentrating on content 

acquisition, to looking into thinking processes. So, although she 

refuses to follow the model as written, she follows its principles. She 

adopted the questioning strategies and the generalization ideas as 

well as looking at the thinking process of her students. 

Amanda does not feel that she adopted the model even in part 

because she claims that she uses the questioning strategies and 

generalizations "naturally." In a way, she feels that parts of the 

model can be used without following a systematic approach. She also 

recommends that others "take from it [model] what comes naturally; 

you don't have to follow it strenuously to benefit from it." 



Communicability. The model does not lead to easily 

measurable resuhs. Therefore, to indicate the model's level of 

diffusion, one can refer to teachers' views of the model and how 

much they promote the model in their workplace. 
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Amanda and Tara both recommend that teachers learn the 

model. Both also agree, though, that teachers need to find ways to 

integrate the model into their practices. Amanda says, "take what 

comes naturally," and Tara says, "look for ways to innovate its 

administration so that the model and one's usual teaching foci meld." 

Tara speaks a lot about the changes she experienced when 

being introduced to the model. She says in her answer to the 

verification questionnaire (Appendix C): 

Be prepared for some dissonance [when introduced to the 
model] in the level of comfort one has facilitating discussions 
and in how one views analyzing/synthesizing knowledge and 
discussing it. It will be an experience that can't help but alter a 
person's mind-set for teaching. Give it time, and keep moving 
forward through Taba. 

A summary of perception characteristics of the Taba model 

using Rogers' (1962) framework is presented in Table 12. 

Additional Characteristics of an Innovation 

Introduction of the Model 

Source of Aquisition. Both Amanda and Tara were introduced 

to the model at the university in the program of education of 

teachers of gifted students. Participants in the class needed to 

practice the strategies in real class settings, record the lessons and be 
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Table 12 
Participant's Perceptions of Rogers' Characteristics 
of an Innovation for Taba's Model 

Rogers' 
characteristics 
an innovation 

Relative 
ad vantage 

Compatibility 

Complexity 

Divisibility 

of 

Communicability 

(+) positive attitude 

Taba's charcteristics 
as viewed by Tara 

(+++) Sees things in a 
completely different 
way, changed her 
teaching practices 

(+++) Once she adopted 
it. it determinated her 
way of thinking about 
teaching 

(--) Creates dissonance. 
change in practice. 

Needs understanding 
and praclice to become 
art i slically used 

(++) Can be used in 
parts, teachers need to 
find ways to adjust to 
their use 

(-) It's difficult to 
explain all the stages. is 
recommended to take 
the class to learn it 

Taba's 
characteristics as 
viewed by Amanda 

(--) Type of questions 
come naturally, 
working in themes is 
natural for her. no real 
ad van tage 

(+) Teaches in themes. 
(--) Boring. "not fun." 
needs systematic 
written plans 

(---) Learning the model 
was done under 
difficult conditions (no 
ownership of class. 
evaluation system). 

Needs a lot of 
preparation to follow 
exactly as written 

(++) Some parls arc good 
(working in themes. 
open ended questions) 

(++) Take w hat comes 
naturally 

(-) negative attitude 
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evaluated on their performance. 

Reason for Introduction. Amanda and Tara chose to study 

education for gifted students; they were not pressured to do so. Both 

were motivated to take classes in the graduate program, and learning 

part of the program. The introducer was a professor at the 

university who is not mentioned in the interviews as a factor 

influencing their receptivity to the model. 

Accountability. Neither Amanda nor Tara needed to prove 

implementation of the model in their teaching. After the class was 

over, it was their own decision as to whether to use it or not. 

Familiarity. The level of familiarity with the model is 

connected with the ways that Tara and Amanda subjectively regard 

the model's characteristics. Amanda sees the use of generalizations 

and open ended questions to be the core of the model, and she claims 

that she "naturally" uses both techniques. The model was too 

familiar to her to cause changes in her thinking or teaching. On the 

other hand, for Tara the model was an introduction to a completely 

different way of teaching. The model changed her mind-set; she 

claims she is not the same teacher since then. Her level of familiarity 

was very low, causing a real intellectual challenge that she was 

happy to face. Table 13 presents a summary of Tara and Amanda's 

perceptions according to the additional characteristics of the 

innovation. 



Table 13 
Tara and Amanda's Perceptions of Additional 
Characteristics of an Innovation (Tabal 

Additional 
characteristics of 
the innovation 

Contextual 
C ha racte ristics 

Source of Acquisition 
(where. when. by 
whom) 

Rationale for 
introduction of 
innovation 

Responsi bi I i ty 
(accountability for 
implementation) 

Familiarity with 
the model 

(+) positive attitude 

Tara 

University graduate 
class in education for 
gifted studcnls/electi ve. 
After teaching for 
several years. Had her 
own class for practice. 

Interested in education 
for gifted students 
having many in her 
classes. 

None 

Amanda 

Graduate class in the 
university. requirement 
for major: master degree 
education of gifted 
students. 20 years after 
first degree. Didn't have 
own class to practice. 

Requirement for major 
in gifted education. 

None 

(+++) caused dissonance (---) too familiar to 

and change her way of cause any changes 
teachi ng 

(-) negative attitude 
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Summary 

All participants in this study were nominated by the same 

process: administrators' nominations and a written questionnaire 

that assessed their level of receptivity. 

The teachers nominated in relation to receptivity to the EEl 

model were extreme in their level of receptivity: Kathleen had a 

very high level of 
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receptivity, while Sarah completely rejected the model. On the other 

hand, the teachers nominated in relation to Taba's Teaching 

Strategies were neither very high nor very low in their level of 

receptivity. Tara has a high level of receptivity but has reservations 

about the model, while Amanda, who has a low level of receptivity, 

thinks that "it's not completely bad; it has some good sides." The four 

participants provided information about the models' objective 

characteristics, but they also discussed ways that the models are 

connected with them and their practices. 



CHAPTER 6 

REFLECTIONS AND IMPLICATIONS 
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The purpose of this study was to examine beliefs, experiences, 

and workplace variables of four teachers with different levels of 

receptivity to two teaching models. The researcher was interested In 

revealing whether one could infer from their levels of receptivity to 

a teaching model to teachers' characteristics. 

Research investigating implementation of models suggests that 

the cognitive stage of decision making, the stage before actual 

implementation (referred to in this study as receptivity), might be 

crucial in the implementation of a teaching model (Miles & 

Huberman, 1984; Rogers, 1962; Zaltman,et aI., 1977). This particular 

stage of receptivity has been given little consideration in research, 

perhaps because "empirically it is the most difficult [stage of 

adoption] about which to question respondents" (Rogers, 1962, p. 

83). More attention has been given to whether and when teachers 

implement or do not implement models. Staff development research 

concentrates on ways to improve implementation through instruction 

and coaching, while the initial stage of receptivity generally is 

neglected. 

This qualitative study of four teachers yielded information 

helpful in understanding the variables that might be related to 

receptivity to teaching models. Teacher interviews, recorded and 

analyzed, revealed several themes which are presented in this 
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chapter. Some of the themes relate directly to the teaching models 

(Hunter's Essential Elements of Instruction model and Taba Teaching 

Strategies model), while other themes relate to more general aspects 

of teaching and learning. 

Themes that Emerged from This Study 

Teachers Differ in Their Pedagogical Orientations 

This study included four teachers, each with a different 

conceptual approach to teaching. Understanding of their conceptual 

pedagogical constructs emerged from their metaphors for teaching as 

well as from their discussion of professional topics. Two sub-themes 

that emerged from this central theme are described and discussed. 

Differences in teachers pedagogical orientations affect their 

receptivity to teaching models. Teachers' conceptual approaches to 

teaching seem to influence every aspect of their professional beliefs 

and behaviors, how they view students, curriculum, and teaching 

strategies, and also which innovations they are willing to accept or 

incorporate into their teaching repertoires. 

For example, Sarah (low receptivity to EEl), who does not see 

that a teacher's role consists of changing students' behaviors, could 

not be receptive to EEl, which is recognized as a model intended to 

alter behaviors (Joyce & Weil 1972). Amanda, (low receptivity to 

Taba strategies) views herself as a joyous teacher who follows 

students' interests. She views the Taba Teaching Strategies as overly 

structured and requiring a planned discussion. According to 
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Amanda, this is "long, tedious, and not really fun," and the strategies 

because of their structure, do not match her views of teaching. 

Kathleen's (high receptivity to EEl) pedagogical orientation is that a 

teacher is a leader to her students. She plans and prepares the "trail" 

for her students, the followers. At the same time, she is a follower of 

curriculum guidelines set by administrators. Hunter's model 

requires the teacher to be responsible for all of the learning and 

activities of the class. Therefore, for Kathleen it was almost a natural 

model to adopt and follow. Tara's (high receptivity to Taba model) 

pedagogical orientation seems to stem from her beliefs that "moving" 

(or changing) is a crucial feature of learning for herself and her 

students. As a consequence, she was willing to try the Taba 

strategies, allowing herself to change some of her teaching 

philosophy and some of her practices. These findings are similar to 

Hunt's (1971), who asserts that trainees value orientation is to be 

considered in the introduction of models and that values can 

facilitate or intrude upon the acquisition of new skills. Waugh and 

Punch (1987), based on several research findings, suggested that 

teachers' basic attitudes toward educational issues influence 

receptivity or rejection to change. They cite Nisbet and Collins 

(1978) who reported that "at the point of implementation, it is not 

easy to change educational principles and methods which are well 

entrenched and sanctified by tradition" (p. 244). Furthermore, they 

claim that planned educational changes that involve teachers in a 
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conflict with their basic educational attitudes and beliefs are likely to 

be rejected by those teachers. 

Inferring potential receptivity to various teaching models from 

teachers' conceptual pedagogical approaches might provide staff 

developers insights about selection of appropriate innovations for 

individual teachers as well as identification of appropriate strategies 

for introducing those innovations. 

Pedagogical orientations seem to affect the ways teachers 

perceive teaching model characteristics. Characteristics of a teaching 

model seem to be differently perceived by different analysts and 

observers. One set of characteristics is determined by the person 

who conceived the model and the person who introduces the model 

to teachers (or students in the case of preservice education). 

Another set of characteristics is the one perceived by the recipients 

and users of the models. 

A model is usually developed to improve students' 

performance or achievement by causing a change in their learning 

processes or their behaviors. But the process of implementation 

requires that teachers learn the models and change their own 

practices to implement them. These findings are consistent with 

those of Rogers (1962), who stresses the importance of viewing an 

innovation through the eyes of the consumers. "It is the 

characteristic of a new product not as seen by experts but as 

perceived by the potential adopters that really matters" (p. 123). It 

is interesting to note the similarities between the introduction of 
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innovations in education and Rogers' examples, drawn mainly from 

innovations in social agriculture, social medicine, rural sociology, and 

anthropology. A main difference between this study and Rogers' 

analysis is that while Rogers relates his examples to collective and 

social values and beliefs influencing adoption or rejection of 

innovations, this study reveals the personal values and beliefs that 

could influence receptivity to teaching models. 

Teachers are able to perceive and analyze the learning progress 

that a model promises for their students, but they also analyze 

characteristics that relate to their own pedagogical values, beliefs, 

and practices. In the case of the teachers in this study, the level of 

receptivity seems to be influenced more by their beliefs about their 

own role than by the advantages of the models for their students. 

Even when the participants perceive an advantage to incorporating 

the model in their practices, they describe the models from their 

personal point of reference. For example, Amanda, who is low

receptive to Taba strategies, claims that the model "is not entirely 

bad, [for] it brings good discussions and high-level thinking," but 

neither the preparation nor the planning fit in with her style of 

teaching. Kathleen, who embraces the Hunter model, speaks of its 

advantages for teachers, who now have a "common language" to talk 

about teaching, but she does not speak of the model's potential for 

improving students' learning or achievement. 

A sub-theme of the above, also found in this study, is that 

implementing a teaching model affects teachers' practices as well as 
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students' learning. Joyce and Weil (1972) analyzed teaching models 

from the students' point of view (What are the models' intentions for 

students?). This study, however, reveals the importance of seeing 

how the model affects teachers' practices. Are teachers required to 

change their own behaviors, think analytically, or alter their 

pedagogical values to adopt a new teaching practice? For example, 

according to the Joyce and Weil (1972) classification of teaching 

models, the Taba model is intended to increase students' abilities to 

process information. But teachers adopting the model must change 

their ways of planning, questioning, and organizing classes. These 

behavioral changes do not always match teachers' customary 

practices. 

This research suggests that the level of teachers' receptivity to 

a teaching model is connected to its congruence with teachers' 

established beliefs and practices rather than to the models' intended 

benefits for students. Fuller (1975), in her hierarchical analysis of 

levels of concerns that teachers experience at different stages of 

their careers, suggested that concerns about impact upon students IS 

the last that they experience (suggesting a higher level of 

professionalism). In this research it appears that when teachers 

encounter a new teaching model, they exhibit a similar pattern of 

concerns to those of teachers entering the profession. Although all 

the teachers in this study were able to recognize the benefits (or lack 

of them) that the teaching models yield for their students, their 

receptivity seemed to be more influenced by their own pedagogical 
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beliefs and learning styles than by the models' potential impact upon 

students. 

Implications of these findings are the need to emphasize the 

rationale and the pedagogical beliefs of a model while presenting it 

to teachers and to discuss how the model's premises and features 

match or mismatch with teachers' pedagogical beliefs. A large 

discrepancy between these two sets of principles might lead to 

rejection of the model. 

The Way Models are Introduced to Teachers 

May Affect Their Receptivity 

The introductory setting, the person who introduces the model, 

and the way that the innovation is introduced were mentioned by 

the participants as variables connected with their initial assessment 

of the model. For example, Sarah, who rejects the EEl model 

completely, made it clear that she does not respect the staff 

developer who introduced EEl to her. Amanda, with low receptivity 

to the Taba model, found that not having her own classroom at the 

time of the introduction to the Taba Teaching Strategies and the way 

that she was evaluated when learning the model affected her level of 

receptivity to the model. By the same token, Kathleen, with high 

receptivity to the EEl model, has great admiration for the staff 

development person who introduced it to her. She has participated 

in all of the training that this person offers in the district and assists 

her in the workshops to introduce EEl to new teachers. 
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One might assume that adults, while learning, concentrate only 

on the content presented to them. Importantly they seem also to be 

also concerned with environmental issues such as how they view the 

staff developer, the evaluation system, and the training involved in 

the acquisition process. These variables are seen to be related to 

teacher levels of receptivity. 

The Level of Receptivity to Teaching Models is not Static 

Participants for the study were selected based on nominations 

and responses to a questionnaire that revealed the level of 

receptivity of the teacher to the models. The criterion was the level 

of receptivity to the model at the time the study was conducted. In 

the course of the interviews and analysis, it was found that 

participants spoke of two kinds of receptivity, one at the time of the 

models' acquisition and the second at the time interviews were 

conducted for the study. 

When speaking of receptivity at the time of acquisition, all the 

participants analyzed their receptivity to the models from the 

perspective of time. Miles and Huberman (1984) commented that 

questioning participants in retrospect is not a very reliable way of 

assessing their level of receptivity, and Rogers (1962) claimed that 

receptivity is difficult to study empirically. One might speculate that 

an evaluation of receptivity conducted at the time of the models' 

introduction would have yielded different degrees of receptivity 

than as conducted retrospectively for this study. However, in this 
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study the report of receptivity, feelings, and thoughts at the time of 

the introduction were detailed and given without hesitation. For 

example, Sarah says, " [at the time of the introduction] I remember 

saying to my friend " and Tara remembers her feelings of 

"dissonance. " 

The participants were able to recall their receptivity to the 

models at the time of the introduction and then leap to a discussion 

of their level of receptivity at the time of the interviews. For 

example, Amanda had a low level of receptivity to the Taba model at 

the time of its introduction, but in retrospect she can reflect and say 

that the model "is not entirely bad, it has some good parts. " Tara 

could have felt more positive at the time of the introduction to the 

Taba model than she was at the time of the interview. She asserts 

that the model changed her way of thinking about teaching, but at 

the time of the interviews, she reflected upon the model and 

concluded that though she feels very positive about it, there are 

other systems and models that can produce similar or better results. 

These themes draw attention to the need to view teachers' 

beliefs and practices as dynamic. At a certain time, teachers might 

perceive certain practices in a given way, while later in their careers 

different influences may cause change in these views. Amanda, for 

example, saw Taba's strategies in a different light at the time of the 

interview than she did while learning them. Having her own 

classroom now makes her see the strategies in a more positive way. 

On the other hand, teachers could be highly receptive to models at 
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the time of their introduction but later on, due to practical constrains 

(time, materials, lack of administrative support), could reject the 

model, perhaps as a justification for not implementing it. 

Some Teachers Relate Teaching Models and Strategies to the SES of 

the Population They Serve While for Others the Models are not 

Influenced by the Context in which They Operate 

The way that the participants in this study view a teaching 

model indicates that their high receptivity or rejection of the model 

sometimes relates to the SES level of the population they serve, while 

in other cases, receptivity or rejection are absolute. For example, 

Kathleen is highly receptive to Hunter's model. She praises it and 

helps to promote it in her district. But she indicates that the model 

may not be appropriate with more "affluent" populations. On the 

other hand, Tara, who as a consequence of being introduced to Taba's 

model changed her teaching practices, and Sarah, who vehemently 

rejects Hunter's model, do not connect the models to the populations 

they serve. For Tara and Sarah, the models are an integral part of 

their pedagogical beings. Therefore, using or dismissing the model is 

not a conditional question attached to the population served. It is 

part of their teaching repertoire. The question raised by this 

differentiation is connected to levels of expectations for students of 

different socioeconomic strata. According to Kathleen, lower SES 

students need to be taught using more behavioral models (like EEl), 

while these models might not be appropriate for higher SES students. 



Teachers with High Receptivity Were Found 

To Be More Satisfied with their Workplace 
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The questions raised in this theme are not of cause and effect. 

Participants in this study were selected based on their level of 

receptivity to the teaching models and because of their satisfaction 

with their workplaces. Therefore, the analysis stems from their 

level of receptivity and not vice versa. 

Kathleen and Tara, who are highly receptive to their teaching 

models, are very satisfied with their workplaces, and each regards 

her workplace as a place for professional growth. They feel part of 

the district in which they work, they take part in committees, in 

staff development efforts, and they try different roles within the 

system. Perhaps they tend to be more open to innovations because 

they see their work as a long-term commitment to a district and 

believe that every innovation they adopt is for their own benefit as 

well as for the benefit of the whole, in this case their students, 

schools, and districts. 

Models That Are Familiar May be Perceived Either 

Positively or Negatively Causing Receptivity or Rejection 

Hunt (1971) claims that when introducing a model to students 

and teachers (trainees who will teach the models) one needs to 

consider their skill level ("if we know what he knows and can do, 

this prescribes what he needs to learn" (p. 70). Also, Huberman and 

Miles (1984) suggest that familiarity with the innovation is one of 



231 

the predictors of receptivity or, in their words, "goodness of personal 

fit" (p. 65). This study calls attention to another dimension of the 

assessment of teachers' previous knowledge or degree of familiarity 

with the innovation. Assesing their level of previous knowledge or 

familiarity is not enough. It is also important to know how teachers 

value confirmation of their prior knowledge. 

The researcher revealed in this study contradictory reactions to 

a high level of familiarity with the new model. When a model 

presented to teachers is too familiar, teachers either appreciate the 

idea of an authority confirming their actions as a validation of 

practices (e.g., Kathleen appreciated Hunter's validation of her 

practices) or feel upset and offended when someone is believed to be 

making a profit out of the obvious by giving new names to old 

practices or behaviors (e.g., Sarah's feeling about Hunter's model and 

Amanda about Taba's strategies). Thus, it seems that the way 

teachers view familiarity depends on their needs for confirmation or 

challenge. Therefore, a prescriptive method such as the one 

suggested by Hunt (1971) may be unsuccessful because it only 

assesses information about teachers' knowledge, while neglecting 

their attitudes towards that knowledge. 

Independent-Minded Teachers Seem to Reject Behavioral 

Changes Required by The Teaching Models. 

Independence is dominant in the cultural analyses of Sarah and 

Amanda's interviews. Their independence is not only apparent as a 
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character trait but also in behaviors they claim to display in their 

professional practices. Both refuse to change their behaviors to 

accommodate the models' requirements. Amanda does her planning 

in general terms and feels that writing down all the questions as 

required in the Taba model does not fit her way of teaching. She 

does not reject the main ideas offered in the model but refuses to 

change her professional behaviors to accommodate its requirements. 

Sarah is not wiIling to follow Hunter's model even when the price is 

nonparticipation in the career ladder program of the district. 

Here, independent teachers seem to resist mandated behavioral 

changes that accompany teaching models. They seem to have a need 

to control what and how their practices are selected. Their 

perception of lack of control may cause rejection of the models and 

refusal to consider incorporating even part of the models in their 

practices. 

Self-Efficacy Does Not Seem to Be Related to Level of Receptivity 

In this study all of the participants displayed a high level of 

self-efficacy. Their sources of efficacy were diverse, but none of 

them mentioned reservations about using or dismissing a teaching 

model because they felt that they would not be able to cope with its 

requirements or because they felt that the model was an additional 

burden upon their practices. All participants' analyses were 

connected to the model's features and their perceptions of its value. 

This finding does not fit Huberman and Miles' (1984) conclusions. 
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They found that "Intellectualism is low. The assessment of the 

innovation is made less on its merits than on the estimate of how 

much anticipated practice change is involved and how confident the 

individual actors feel bridging that gap" (p. 60). It seems that for 

veteran teachers, such as those in this study, the consideration of 

ability to cope with technical sides of innovations is secondary to the 

need to accept its pedagogical value and to match its characteristics 

to their teaching practices. One need to be cautious in drawing 

further conclusions from this theme. The participants in this study 

were selected according to their level of receptivity to the models 

and one cannot know if the level of receptivity was influenced by 

their level of efficacy. 

Implications 

Fullan (1991) summarized the criteria that teachers use in 

assessing a given change: (a) Does the change address a need, and 

will it be effective in promoting student learning? (b) How clear is 

the change for the teacher? (c) How will it affect teachers in terms of 

time, energy, or competence? and (d) How rewarding will the change 

be in terms of interaction with other teachers? All of those criteria 

are practical. A central finding of this study is that in the 

introduction of innovations, one needs to consider teachers' 

individual values and pedagogical beliefs about teaching and 

learning. Teachers' intellectual capacities and philosophies must be 

considered. Even when change is connected to practicality, Doyle and 
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Ponder (1977-78) claim teachers ask in relation to change whether 

the change is compatible with teachers' self image and preferred 

mode of relating to students? One could identify these topics as 

practical, but they probably are rooted in teachers' beliefs about 

their roles. 

The main implications of this study relate to staff development 

and preservice programs. As mentioned in Chapter 2, staff 

development programs and preservice programs usually concentrate 

on the process of introducing educational models to teachers or 

student teachers and evaluating the implementation of the models. 

Teachers and preservice students often are seen as passive recipients 

whose beliefs or needs are not considered in the staff development 

and teacher preparation processes. 

The four teachers in this study showed a wide range of 

perceptions about teaching and other pedagogical issues. In almost a 

natural or intuitive way, one could have assumed that they cannot be 

offered the same models, asked to pursue the same teaching 

strategies, or be introduced to the models in the same ways. 

Nevertheless, the teachers in this study do not mention that their 

pedagogical beliefs or needs were ever considered in the introduction 

of the models. 

The literature on successful approaches to teaching young 

students stresses the necessity of considering children's cultural 

backgrounds and interests, as well as the desirability of teaching any 

new subject starting with what is close and familiar to these 
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students. When working with experienced and preservice teachers, 

this approach seems to be ignored, except in some cases such as 

Research and Action (Richardson et al.,1991). Hunt (1971) mentions 

that trainees exhibit characteristics that will influence their learning, 

such as cognitive orientation, motivation orientation, value 

orientation, and sensory orientation. He suggests creating a "trainee 

centered program" (p. 73) in which trainees' characteristics are to be 

considered in setting the training program. He is aware that such a 

literal adaptation is impossible, but, still, he suggests having training 

program with flexible options for intervention. 

Staff development programs are not tailor-made for their 

participants. Monetary and organizational obstacles may cause this 

generic, impersonal approach to introducing changes in teachers' 

practices. The fact of the matter is that very few staff development 

efforts have proved to be successful, especially in the long run. 

Fullan (1991) suggests the need to "converse about the meaning of 

change" (p. 132). A conversation may lead to deeper understanding 

of the innovation, and, at the same time, teachers might better assess 

their own beliefs in relation to the innovation. The findings of this 

research lead to the conclusion that a consideration of teachers' 

individual beliefs, prior experience, and current practices could 

positively affect receptivity to innovations. 

A similar conclusion would be appropriate for teacher 

educators. Student teachers also have beliefs about teaching and 

learning typically ignored by teacher educators. (Bullough, Jr. 1991). 
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These beliefs are rooted in their own experiences as students over a 

period of at least twelve years, as well as in environmental 

influences such as the ways that teachers are presented by the 

media or relatives and friends in the teaching profession. Ignoring 

students' perceptions when introducing them to teaching models may 

cause rejection of the models and no further attempt being made to 

use them. Here again, a conversation and clarification of teaching 

beliefs may help in the introduction of teaching models rooted in 

research findings and educational theories. 

Based on the findings of this study, innovation formulators 

should consider teachers' different teaching beliefs and experiences 

and perhaps rethink the level of prescriptiveness of their models by 

expanding the alternatives for the model's implementation. In this 

study it was found that teachers can be receptive to the central ideas 

of the models but reject the techniques for their implementation 

(e.g., Amanda likes the Taba model but rejects the structured 

strategies required in the implementation because they do not match 

her teaching practices). 

It would be wise for school administrators considering the 

introduction of innovations in their settings to define the goals that 

they want to achieve instead of selecting and imposing a single 

inflexible teaching model on all teachers. It is likely that more than 

one way to accomplish those same goals exist. As Fullan (1991) 

states, "Do not assume [when planning change] that your version of 

what change should be is the one that should or could be 



implemented" (p. 105). Offering a menu of alternative ways to 

promote change may yield better results. 
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Fullan (1991) stresses the importance of teachers' active role in 

the introduction of change in their schools. He believes that they 

should be responsible for assessing their understanding of the 

proposed innovations and secure administrative support for their 

introduction. But, most importantly according to Fullan (1991), 

teachers have to agree upon the need for the change. This study 

reveals another area for teachers' involvement when introducing an 

innovation, the importance of reflecting upon their own pedagogical 

beliefs. These beliefs include their roles as teachers, expectations 

from students, and curriculum. Teachers' beliefs are a prominent 

feature in determining receptivity to teaching models and strategies. 

Most teachers see a need for improvement in schools and 

support introducing innovations in their practices (Fullan, 1991). 

Therefore, every aspect of the innovation's introductory process, 

including receptivity to the models, be considered. 

Recommendations for Further Research 

One proposal for improving schools is the adoption of shared 

pedagogical goals (Fullan, 1991; Rosenholtz, 1990). Teachers and 

administrators will find it difficult to define and agree on common 

denominators without first assessing and sharing their individual 

pedagogical goals. In this study, the four participants were found to 

have four different views of teachers' roles. This finding is 



important to consider in further research. A greater pool of 

knowledge about teachers' perceptions of their pedagogical 

orientations may help to create communities of educators with 

common visions and lead to better education for students. 
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At the same time, this knowledge may help teaching-models 

formulators, staff developers, and preservice educators better 

understand practitioners' ways of thinking about education and 

assist them in developing alternative ways to increase teachers' 

receptivity to innovations. 

Limitations of this study did not allow for observations of 

participants' practices. An area of interest for further research is the 

actual implementation of the models based on teachers' level of 

receptivity. In other words, finding the level of fidelity between 

receptivity and implementation may be of interest, especially since 

some models are implemented because of school requirements (e.g., 

EEl) while others are put into practice because of teachers' choice 

(e.g., Taba's Teaching Strategies). 

The findings of this study reveal that level of receptivity is 

dynamic. Therefore, an assessment of receptivity over a period of 

time might be of interest. Revealing these receptivity changes and 

discovering the reasons for them could be useful information in the 

introduction of innovations. 

This research was focused on two teaching models, EEl and 

Taba's Teaching Strategies. Replicating this study with other 

teaching models could expand our understanding of teachers' 



receptivity to models. Also, expanding this research to include 

administrators' levels of receptivity would be helpful in better 

understanding why certain models are so widely mandated while 

others are not. 

Final Comment 
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The stories of the participants in this study reinforced the 

researcher's personal understanding of the complexity of teaching 

and her views about the often difficult roles of teachers. Unlike 

other professionals, whose practice depends primarily on having 

acquired certain skills and strategies, teachers' practices are strongly 

affected by their professional beliefs and values. These beliefs and 

values influence strongly the skills and strategies they have chosen 

and will choose to acquire. 
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APPENDIX A 

January, 1991 

Dear Colleague, 

I do appreciate your willingness to participate in my research. 

I would like to emphasize that all the information you provide will 

be strictly confidential. Your name will not appear on any document 

and will not be mentioned to any of my advisors or colleagues. 

Throughout the research I will provide you with copies of the 

interview transcriptions and will be happy to discuss with you the 

study's findings. 

I know how pressed for time you are and do want to thank 

you in advance for your cooperation. 

Sincerely, 

MIRI FLEMING 
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ASSESSMENT OF TEACHERS' RECEPTIVITY 

TO THE TEACI-llNG MODEL (EEl) 

1. In your oplOlOn, what are the strong the EEl (Hunter's 
Model) teaching model? 

2. In your opinion, what are the weak features of the EEl 
(Hunter model)? 
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3. Do you think you will use the model in your teaching? Why 
yes, why not? 

4. If a colleague asks you about the model, what will tell 
her/him? 

5. How would you compare this teaching model with others 
you know about? 
(please mark an "x" on the continuum) 

exce lien t --- ---- -- --- - - -- - -- -- - - - - - -- - - -- - - - -- -- -- --- -- -- un acce pta ble 

Years of teaching experience ____ _ 

Thank you for your cooperation! 

Miri Fleming 



APPENDIXC 

ASSESSMENT OF TEACHERS' RECEPTIVITY 

TO THE TEACHING MODEL (T ABA) 

1. In your opinion, what are the strong Taba Teaching 
Strategies ? 

2. In your opinion, what are the weak features of the Taba 
teaching Strategies? 
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3. Do you think you will use the model In your teaching? Why 
yes, why not? 

4. If a colleague asks you about the model, what will tell 
her/him? 

5. How would you compare this teaching model with others 
you know about? 

(please mark an"x" on the continuum) 

excellen t --- ---- ------- -- --- - - - - -- - ---- - - --- -- - - -- - -- - - -- u nacce pta b I e 

Years of teaching experience ____ _ 

Thank you for your cooperation! 

Miri Fleming 
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APPENDIX D 

Interview Sched uI e 

Beliefs: 

If you were to describe your role as a teacher in a metaphor 

what would it be ? 

What do you think is the purpose of the school? 

What is the role of the teacher in the school? 

What is the role of the students in the school? What do you 

expect from your students? 

What do you expect your students to have gotten from your 

teaching at the end of the school year? 

How do you determine what is to be taught In your class? 

Environment: 

What is the atmosphere of the school you work in? 

What type of relationships do you have with your colleagues? 

With your principal? 

With the district office office? 

What type of compensation system do you have In your 

district/school? 

What type of learning opportunities do you have? (Staff 

development). What do you think abut those opportunities? 

Continued 
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APPENDIXD 

Interview Schedule 

What type of evaluation system do you have in your school? 

How would you describe the student population that you 

teach? SES/etc. 

Experience 

What type of teaching experiences did you have? 

What type of teaching models you are familiar with? Where 

and how did you learn about them? 

Teachers' views of the teaching models 

What knowledge do you have of the Taba/Hunter model? 

What do you think about the the Hunter/Taba models? 

Probe to find out: 

I. Relative advantage: In what ways is this model 

superior/inferior to others that you know? 

2. Compatibility: How does this model matches the teacher's 

values and previous experiences? 

3. Complexity: the degree of difficulty of the model. to 

understand and to apply. 

4. Divisibility: how could this model be tried on limited bases? 

5. Communicability: how the results of the model can be 

diffused to others? 
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