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ABSTRACT 

It was the purpose of this study to describe changes 

which occurred in attitudes or behaviors when educators par

ticipated in a facilitative process for the improvement of 

professional performance. The program was an evaluation 

system designed to meet the requirements of a teacher assess

ment and evaluation bill passed by the Arizona State Legis

lature in 197 4. The phenomenological system of individual 

psychology provided the theoretical framework for this pro

gram. 

The facilitative process examined in the study pro

vided the individual educator with the opportunity: (1) to 

identify an area of concern in his professional performance 

and develop educational objectives drawn from this concern; 

(2) to identify appropriate means of acquiring feedback rel

ative to the desired change; and (3) to decide upon a plan 

for comparing results with objectives. 

An applied research design was used for this study 

without any of the usual statistical treatment of the data. 

Each hypothesis was considered as being supported when 51% 

of the sample reported movement in the direction of the hy

pothesis. The population of the study was of a volunteer 

nature so that generalization of the findings was not 

xiii 
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possible. It was hypothesized that the individual educator 

would report (1) changes in the selected category of atti

tude or behavior, using instruments chosen by the educator, 

and (2) perceptions of the facilitative process as helpful 

to the improvement of his professional performance. These 

hypotheses were supported by the findings. It was also hy

pothesized that, as a result of participating in the "Feed

back System for the Improvement of Professional Performance," 

the educator would perceive himself as more competent, more 

creative, less dependent, and less conforming. The percep

tions of self were measured by an Own Category Procedure 

instrument. These hypotheses were not supported by the 

findings. 

Recommendations for further research included: a 

longitudinal study of the program on which this study was 

based; the development and pilot testing of two other com

ponents of the "Feedback System for the Improvement of Pro

fessional Performance" described in the study, further exam

ination of this program using a randomly selected population 

so that findings might be generalized. 



CHAPTER I 

INTRODUCTION 

In recent years, an increased demand for evaluation 

of educators has been noted. Mosher and Purpel (197 2) indi

cated that some of the forces causing this demand are public 

concern for education, curriculum revisions, and the movement 

to professionalize teaching. However, the major factor ap

pears to be dissatisfaction with the results of the educa

tional process. "The need for evaluation rarely occurs in an 

atmosphere of complacency. Dissatisfaction and puzzlement 

lie behind most demands for evaluation (Suchman, 1972, p. 54)." 

The pressures from this discontent create a climate 

within which the concept of accountability holds strong 

appeal (Browder, 1973). Evaluation procedures such as com

petency based teacher education, performance contracting, 

the Stull Act in California, and the Michigan Educational 

Assessment Program have been seen as ways of providing ac

countability. 

While it is recognized that one purpose of any ac

countability system is to provide data regarding retention, 

reassignment, or dismissal of educators (Knezevich, 1969), 

the primary purpose should be the improvement of professional 

1 
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performance. "When the purpose of evaluation becomes the 

improvement of teaching performance instead of merely rating 

it, results are more productive (Redfern, 197 2, p. 8)." 

However, meaningful evaluation of educators has been 

difficult to achieve. Checklists, rating sheets, student 

gain reports, and other measures have had little effect on 

the improvement of professional performance (Biddle, 1964). 

Wolf (1973, p. 160) suggested: 

Teachers probably believe that the standards for eval
uation of what is effective teaching are too vague and 
ambiguous to be worth anything. They feel that current 
appraisal techniques fall short of collecting informa
tion that accurately characterizes their performance. 
They perceive the ultimate rating as depending more on 
the idiosyncrasies of the rater than on their own be
havior in the classroom. As a result, teachers see 
nothing to be gained from evaluation. One suggested 
that present teacher evaluation practice does more to 
interfere with professional quality teaching than to 
nurture it. 

One of the more promising means to achieve the im

provement of professional performance is through the use of 

self-evaluation procedures (Allen, Barnes, Reece, Roberson, 

1970). Doll (1974, p. 372) saw self-evaluation as providing 

educators "...help in studying the difference between the 

nature of his intent and the outcomes he is achieving." 

Wilhelms approached evaluation as a process of 

feedback. "...all our decisions are conditioned by percep

tions of how we are doing in terms of what we hope to do 

(1967, p. 3)." Without feedback from evaluation procedures, 

educators cannot make this comparison. "A first criterion 



of evaluation must be how well it is converted into genuine 

feedback..., whether it leads... steadily toward sharper, 

more valid perceptions, and, therefore, toward wiser deci

sions and actions (1967 , p. •+)." 

Other criteria suggested by Wilhelms as necessary 

for an evaluation system to be effective are: (1) evalua

tion should facilitate self-evaluation; (2) evaluation 

should encompass every objective of the school; and (3) 

evaluation should facilitate learning and teaching. 

An evaluation system which attempted to meet these 

criteria was examined in this study. "The Feedback System 

for the Improvement of Professional Performance," developed 

jointly by Tucson School District #1, Tucson, Arizona, the 

Tucson Education Association, and representatives of the 

Department of Secondary Education of The University of 

Arizona, utilized Wilhelms' concept of evaluation for educa

tors in the public schools. This study was designed to 

provide preliminary data from a pilot study of this program. 

Statement of the Problem 

What changes occur in selected categories of atti

tude or behavior when educators participate in a facilitative 

process designed to improve professional performance? 
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Significance of the Study 

Since 197 2, educator evaluation and improvement of 

professional performance have been the subjects of two poli

cies formulated by the Arizona State Board of Education; a 

legislative enactment by the Arizona State Legislature; and 

a resolution by the Delegate Assembly of the Arizona Educa

tion Association. 

The Arizona State Board of Education (ASBE) approved a 

policy in 197 2 providing for performance based recertifica-

tion of educators. In July, 197 3 school districts throughout 

Arizona were invited to individually develop and field test 

evaluation programs which would meet the criteria outlined 

by the Task Force on Performance Recertification (Arizona 

State Department of Education 1973). Implementation was 

to occur on July 1, 197 4, but, because of inconclusive data 

from the field test was delayed until July 1, 197 6 (Arizona 

State Board of Education, 1974). 

In April, 197 3, the Delegate Assembly of the Arizona 

Education Association (1973, n.p.) passed the following: 

BE IT FURTHER RESOLVED, that the Delegate Assembly 
recommend that the membership of the A.E.A. commit 
itself by September 197 6 to the initiation in every 
school district of a positive program to improve 
professional performance; that this be done through 
an evaluation procedure such as that recommended by 
the Association and which will be developed and im
plemented in cooperation with the school board and 
administrative organizations. 
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A teacher intern policy was approved by the Arizona 

State Board of Education in 197 4 which would change the 

certification procedures for beginning teachers. 

The State Board, pursuant to ARS 15/102.20 issues a 
Temporary Certificate which is valid for two years 
and is non-renewable, designed to provide for the 
professional improvement needs of the young develop
ing professionals. During this two-year intern pro
gram, the teacher will have available the expertise 
of the district and the teacher training institution. 
Successful completion of four semesters of an intern 
program will culminate in a district and university 
recommendation of a basic certificate (SBE Approved 
1/7/74-A.G. Approved 1/22/74). 

During 1974-1975, a consortium consisting of repre

sentatives of institutions of higher education, public 

schools, professional organizations, and the Arizona State 

Department of Education developed guidelines for the use of 

local school districts and teacher training institutions in 

the establishment of beginning educator programs. No date 

for implementation of this policy has been announced. 

The Thirty-first Arizona State Legislature, during 

the Second Regular Session in 1974, enacted House Bill 2064 

which, among other things, deals with teacher assessment and 

evaluation. 

Sec. 4. Title 15, chapter 1, Arizona Revised 
Statutes, is amended by adding article 4, section 
15-26 8 to read: 

ARTICLE 4. TEACHER ASSESSMENT AND EVALUATION 
15-268. System of assessment and evaluation; filing 
dates 
A. THERE SHALL BE A SYSTEM OF ASSESSMENT AND EVALUA
TION OF THE PERFORMANCE OF CERTIFICATED TEACHERS WITH
IN EACH SCHOOL DISTRICT OF THE STATE WHICH SHALL IN
VOLVE THE DEVELOPMENT AND ADOPTION BY EACH SCHOOL 
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DISTRICT OF OBJECTIVE ASSESSMENT AND EVALUATION 
GUIDELINES FOR THE IMPROVEMENT OF INSTRUCTION. 
THE DEVELOPMENT AND ADOPTION OF THESE GUIDELINES 
AND PROCEDURES, THE GOVERNING BOARD SHALL AVAIL 
ITSELF OF THE ADVICE OF ITS CERTIFICATED TEACHERS. 
B. THE SYSTEM OF ASSESSMENT AND EVALUATION DEVELOPED 
AND ADOPTED BY EACH GOVERNING BOARD SHALL BE FILED 
WITH THE STATE DEPARTMENT OF EDUCATION BY JUNE 30, 
1977. 
C. THE STATE DEPARTMENT OF EDUCATION SHALL FILE A 
REPORT WITH THE PRESIDENT OF THE SENATE, THE CHAIRMAN 
OF THE SENATE EDUCATION COMMITTEE, THE SPEAKER OF THE 
HOUSE OF REPRESENTATIVES AND THE CHAIRMAN OF THE HOUSE 
EDUCATION COMMITTEE BY JANUARY 15, 1978, INDICATING 
COMPLIANCE. 
D. THE GOVERNING BOARD OF EACH SCHOOL DISTRICT SHALL 
DEVELOP AND ADOPT SPECIFIC ASSESSMENT AND EVALUATION 
GUIDELINES FOR THE IMPROVEMENT OF INSTRUCTION WHICH 
SHALL INCLUDE THE FOLLOWING ELEMENTS: 

1. THE ESTABLISHMENT OF CRITERIA OF EXPECTED 
TEACHING PERFORMANCE IN EACH AREA OF TEACHING 
AND OF TECHNIQUES FOR THE ASSESSMENT AND EVAL
UATION OF THAT PERFORMANCE. 
2. ASSESSMENT AND EVALUATION OF COMPETENCE OF 
CERTIFICATED TEACHERS AS IT RELATED TO THE ES
TABLISHED CRITERIA. 

E. ANY ASSESSMENT AND EVALUATION MADE PURSUANT TO 
THIS ARTICLE SHALL BE IN WRITING AND A COPY THEREOF 
TRANSMITTED TO THE CERTIFICATED TEACHER. THE CER
TIFICATED TEACHER MAY INITIATE A WRITTEN REACTION OR 
RESPONSE TO THE ASSESSMENT AND EVALUATION. 
F. ASSESSMENT AND EVALUATION OF THE PERFORMANCE OF 
EACH CERTIFICATED TEACHER SHALL BE A CONTINUOUS PRO
CESS, AT LEAST TWICE EACH YEAR FOR PROBATIONARY 
TEACHERS, AND AT LEAST EVERY OTHER YEAR FOR PERSONNEL 
WITH CONTINUING STATUS. 
G. EACH ASSESSMENT AND EVALUATION SHALL INCLUDE REC
OMMENDATIONS AS TO AREAS OF IMPROVEMENT IN THE PER
FORMANCE OF THE TEACHER. AFTER TRANSMITTAL OF AN 
ASSESSMENT, A DESIGNEE OF THE BOARD SHALL CONFER WITH 
THE TEACHER TO MAKE SPECIFIC RECOMMENDATIONS AS TO 
AREAS OF IMPROVEMENT IN THE TEACHER'S PERFORMANCE AND 
TO ENDEAVOR TO ASSIST THE TEACHER IN ATTAINING THAT 
IMPROVEMENT. 
H. COPIES OF THE ASSESSMENT AND EVALUATION REPORT OF 
A CERTIFICATED TEACHER RETAINED BY THE GOVERNING 
BOARD ARE CONFIDENTIAL, DO NOT CONSTITUTE A PUBLIC 
RECORD AND SHALL NOT BE RELEASED OR SHOWN TO ANY PER
SON EXCEPT: 



1. TO THE CERTIFICATED TEACHER WHO MAY MAKE ANY 
USE OF IT. 
2. TO AUTHORIZED DISTRICT OFFICERS AND EMPLOYEES 
FOR ALL PERSONNEL MATTERS AND FOR ANY HEARING 
WHICH RELATED TO PERSONNEL MATTERS. 
3. FOR INTRODUCTION IN EVIDENCE OR DISCOVERY IN 
ANY COURT ACTION BETWEEN THE BOARD AND THE CERTI
FICATED TEACHER IN WHICH EITHER: 

a. THE COMPETENCY OF THE TEACHER IS AT ISSUE. 
b. THE ASSESSMENT AND EVALUATION WAS AN EX
HIBIT AT A HEARING, THE RESULT OF WHICH IS 
CHALLENGED. (Arizona State Legislature, April 
197 4; Approved by the Governor May 1, 197 4) 

Consideration was given to meeting the requirements 

of the actions taken by the Arizona State Legislature, The 

Arizona State Board of Education, and the Arizona Education 

Association in the development of the "Feedback System for 

the Improvement of Professional Performance." At the same 

time, provision was made to allow each school participating 

in the pilot study the flexibility to meet unique needs in 

improving the professional performance of the faculty. 

This combination of structure and flexibility has 

implications for aiding school districts throughout Arizona 

in fulfilling the state requirements for teacher assessment 

and evaluation and the beginning teacher program while at 

the same time helping each faculty member within the dis

tricts in the improvement of his professional performance. 

However, there is the broader implication of an united pro

fession assuming the responsibility for the improvement of 

professional performance. 
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Hypotheses to be Tested 

The following hypotheses provided order and direction 

for this study. 

Hypothesis 1 

There will be a positive change in the category of 

attitude or behavior selected as a focus of feedback and 

measured by an instrument chosen by the educator. 

Hypothesis 2 

The individual educator will report the facilitative 

process as helpful to the improvement of his professional 

performance. 

Hypothesis 3 

The individual educator will perceive himself as 

more competent relative to his selected category of attitude 

or behavior as measured by the Own Category Procedure. 

Hypothesis 4 

The individual educator will perceive himself as 

more creative relative to his selected category of attitude 

or behavior as measured by the Own Category Procedure. 

Hypothesis 5 

The individual educator will perceive himself as 

less dependent relative to the selected category of attitude 

or behavior as measured by the Own Category Procedure. 
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Hypothesis 6 

The individual educator will perceive himself as 

less conforming relative to his selected category of atti

tude or behavior as measured by the Own Category Procedure. 

Assumptions 

The following assumptions provided the basis for the 

program on which this study was based. 

1. All behavior is lawful (Snygg, 1959, p. 12). 

2. Behavior is completely determined by and perti

nent to the phenomenological field of the be-

haver (Snygg, 1959). 

3. There is some relationship between the phenom

enological fields of different individuals 

(Snygg, 1959). 

4. The direction and degree of differentiation of 

the phenomenological field are determined by the 

phenomenological needs of the individual. 

5. Teaching basically involves human interaction 

with learning as the objective. For teaching to 

improve, the quality of the interaction must im

prove. The only access an educator has to this 

interaction is through his own behavior (Allen, 

Barnes, Reece, Roberson, 1970). 

6. Concerns selected by the individual educator 

will fall within the framework of Tucson School 



District #1 goals (Tucson School District #1 

Board of Education minutes 197 5). 

The following assumptions provided the basis for the 

self-report procedures used in this study. 

1. Attitudes toward self can be identified and 

measured (Allport, 1967). 

2. Although the self-report and self-concept cannot 

be assumed to be identical, the attitudes an 

individual does report represent an approxima

tion of that portion of his personality (Allport, 

1967). 

Limitations 

The following were recognized as limitations of this 

study. 

1. Generalization of the findings was not possible 

because of the volunteer nature of the population. 

2. Control of the variables was not possible in an 

in-service program in the public schools. 

3. A cause-and-effect relationship between the 

variables and the results could not be established. 

4. The size of the population and sample was lim

ited by the availability of personnel, time, and 

resources. 



Definition of Terms 

Educators: Administrators, classroom teachers, and 

support personnel within the public schools. 

Selected Categories of Attitude or Behavior: The general 

category of attitude or behavior selected by the individual 

educator as an area of concern in his professional perfor

mance . 

Positive Change: Change in attitude or behavior in a 

direction desired by the individual educator. 

Facilitative Process: The process by which an individual 

identified a concern about his professional performance, 

developed goals for change, gathered data concerning his prog

ress towards those goals, and compared intent with results. 

Facilitator: An individual selected by the educator as 

one whom he trusted and with whom a helping relationship 

could be established. 

Feedback: Non-judgmental data from which an individual 

compared his objectives with outcomes. 

Focus of Feedback: The specific concern on which the 

educator elected to receive feedback. 

Feedback Agent: Any individual, or some technological 

means, chosen by the educator as a means of providing feed

back. 

Feedback Instrument: Interaction analysis system, atti

tude inventory, checklist, rating sheet, or any other data-

gathering instrument selected by the educator as appropriate 
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to provide feedback concerning his selected category of atti

tude or behavior. 

Construct: A specific component of personality. The 

components of personality examined in this study were compe

tency, creativity, dependency, and conformity. 

Construct Continuum: A range of positions related to a 

construct moving from those closely related to the construct 

through those which are intermediate or ambiguous to those 

which are closely related to the opposite of the construct. 

Close: Those positions on a construct continuum closely 

related to the specified construct. 

Distant: Those positions on a construct continuum 

closely related to the opposite of the specified construct. 

Intermediate: Those positions on a construct continuum 

which are intermediate or ambiguous in relation to the con

struct . 

Summary 

While evaluation of educators has been a concern of 

the profession, too often its primary purpose has been to 

gather data for retention, or dismissal rather than to im

prove professional performance. Traditional evaluation pro

cedures have been perceived as ineffective by both educators 

and the public. 

Because of action by the Arizona State Legislature, 

a policy statement by the Arizona State Board of Education, 
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and a resolution passed by the Arizona Education Association, 

the development for an evaluation system which led to the 

improvement of professional performance is necessary. 

This study described changes which occurred in atti

tude or behavior when educators participated in an evalua

tion process for the improvement of professional performance. 



CHAPTER II 

REVIEW OF THE LITERATURE 

In selecting areas of literature to review, three 

were essential to afford the necessary background for this 

study. 

The phenomenological system of individual psychology 

was chosen to provide the theoretical framework for this 

study. Literature relevant to changes of attitude and be

havior by individuals as viewed by phenomenology is reviewed 

in the first section of this chapter. Included in this sec

tion are (1) the self-concept, (2) the role of the self-

concept in the determination of individual behavior, and 

(3) the helping relationship. 

Since a major goal of the program on which this 

study was based was the improvement of professional perfor

mance, the second area selected for review was literature re

lated to attempts to identify effective educators. The 

topics in this section are: (1) studies of effective teach

ing behaviors, (2) studies on characteristics of effective 

teachers, and (3) studies of perceptions of effective educa

tors. 

The third major area reviewed was related to the re

search design of the study. A design consistent with the ^ 

14 
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theoretical framework was sought. The topics reviewed in 

this section are: (1) concerns about the use of basic re

search in educational settings, (2) conditions under which 

applied research might best be used, and (3) the assimilation-

contrast model of social judgment as the basis for the Own 

Category Procedure. 

The Phenomenological System 
of Psychology 

As indicated in the introduction of this chapter, 

phenomenology was selected as the theoretical framework of 

this study. In addition to the basic premises, other topics 

included in this section were: (1) the self-concept, (2) the 

role of the self-concept in the determination of individual 

behavior, and (3) the helping relationship. 

In the phenomenological system, behavior is observed 

from the reference of the individual. When seen from this 

view, the determinants of behavior of the individual are the 

unique perceptions of himself and his environment—the mean

ings which things have for him (Combs and Snygg, 1959). 

The basic postulates of the Phenomenological System 

(Snygg, 1959, pp. 12-13) are: 

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

2. Behavior is completely determined by and perti
nent to the phenomenological field of the be
having organism. By phenomenological field...is 
meant the universe, including himself, as experi
enced by the behaver at the moment of behaving. 
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3. There is some relationship between the phenom-
enological fields of different individuals. 

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

5. The characteristics of the parts of the phenom
enological field are determined by the character 
of the field itself. More specifically, the 
direction and degree of differentiation are de
termined by the phenomenological needs of the 
behaver. The fundamental need in a phenomeno
logical system appears to be the preservation of 
the organization and integrity of the phenom
enological field and especially of that part of 
the field which is the phenomenal self. Whence 
our tendency to remain unaware of, or to reject 
with emotion, data inconsistent with our own 
beliefs. 

6. Differentiation takes time. 

Among the advantages of the phenomenological system 

as seen by Snygg (1959) and Combs, Avila, and Purkey (1971) 

are: (1) the prediction and control of individual behavior; 

(2) the use of descriptive data rather than casual or explan

atory data; and (3) the view of immediate causation which 

permits the understanding of behavior without the necessity 

of probing for historical causation. 

The Self-Concept 

Gordon (1968) viewed the self as a complex process 

of interaction and evaluation while others (Kelly, 1962; 

Jersild, 1952; and Sherif, 1968) described the self as an 
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organization of the experiences, ideas, values, attitudes, 

and commitments which are uniquely an individual's. 

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

someone else's--directly. It can only be approached through 

the perceptions of someone. An individual attempting to 

describe his own self can provide only an approximation of 

his "real" self; at any given time, only a part of the "real" 

self is "visible" to the individual. Another person attempt

ing to describe someone else's self can only approximate the 

"real" self, for its very existence is a philosophical ques

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

Jersild (1965a) described components of the self as 

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

conceptual, the conception an individual has of his distinct 

characteristics, and (3) attitudinal, the feelings an indi

vidual has about himself. The self is both knower and known 

(Hamachek, 1971 and James, 1968), which includes both the 

organization of that which is known and the process of 

knowing. 

The self-concept is seen as an organization of ideas 

—an abstraction, a Gestalt, an unique pattern of perceptions 

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

single perception of self; it consists of the persisting ways 

he sees himself in the many life situations that he faces or 

might face (Perkins, 1965, p. 450)." In spite of being an 

abstraction, the self-concept has a feeling of absolute 
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reality to the individual (Combs, Avila, and Purkey, 1971). 

It is developed in social interactions and continues as a 

life-long process (Jersild, 1965b). 

The perceptions an individual has about himself vary 

in important respects, according to Combs and Soper (1957, 

pp. 135-136): 

1. Some are more central, such as conceiving of 
self as man or woman, and are more resistant to 
change. Other concepts of self are less strongly 
defended because they do not seem so important 
in a particular organization. 

2. Concepts of self will vary in sharpness or clar
ity. At any moment we observe a human being, we 
will find the concepts of self which he holds to 
vary from those in clear, sharp figure to those 
so vague and fuzzy as to be inexpressible even 
by the person himself. 

Combs and Snygg (19 59) referred to the phenomenal 

field as the individual's unique organization of ways of 

regarding self: the Gestalt of his concepts of self (Fig

ure 1). 

"3T-nr-
•V 

Figure 1. The Phenomenal Environment, Phenomenal Self and 
Self-Concept. 
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At the center of the phenomenal field is the self-

concept (A). These are the particular concepts of self which 

are the very core of personality. Lecky (1968) saw this 

central core as being unable to assimilate any perceptions 

which are inconsistent with those already existing. 

The middle circle (B) is seen as representing all 

the perceptions an individual has about himself regardless 

of importance. The phenomenal field is used as a source of 

perceptions from which an individual extracts "those partic

ular concepts of self that seem to the individual to be 'he' 

in all times and at all places (Combs and Snygg, 1959, 

p. 127)." 

At the outer edge of the phenomenal field is the 

phenomenal environment (C) which includes all an individual's 

perceptions, including those about himself and those regard

ing things outside himself. 

The Role of the Self-Concept in the 
Determination of Individual Behavior 

The individual perceives those aspects of his envi

ronment that are necessary for the maintenance and enhance

ment of his self-concept (Combs, 1965 and Lecky, 1968). 

From the myriad of potential perceptions, the individual 

perceives those which are meaningful to him. "We choose that 

which the self feeds upon. The direction of the growth 

depends on those choices (Kelly, 1962, p. 14)." 
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The phenomenal self is the frame of reference which 

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

orientation for each individual's behavior. The more closely 

an experience is perceived as being related to the phenom

enal self, the greater effect it will have upon behavior 

(Combs and Snygg, 1959). 

When threat to the self is perceived, consistency is 

maintained by defense mechanisms which can limit the phenom- , 

enological field when used to extremes (Hamachek, 1971). 

Among these limiting factors are (1) denial of reality, (2) 

fantasy, (3) compensation, (4) introjection, (5) projection, 

(6) rationalization, (7) repression, (8) reaction formation, 

(9) displacement, (10) emotional insulation, (11) regression, 

and (12) sublimation. 

For change to occur in behavior, change must occur 

in perceptions of the self-concept (Rogers, 1959). The de

fense mechanisms which are activated when threat is perceived 

by the self narrow and distort perceptions. The self-

concept, as it exists at the time of threat, is less capable 

of change and growth (Combs and Soper, 1957). 

Landsman (1967) indicated the availability of a 

helping person plays an important role in minimizing threat 

to the self and allowing change to occur. 



The Helping Relationship 

The establishment of a helping relationship to facil

itate change and growth in individual behavior has been advo

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

goal-related behavior. How well he achieves that goal de

pends on the richness and extent of his perceptual field and 

the resources he can bring to bear on the resolution of the 

problem. Human problems arise when barriers impede the 

achievement of fulfillment. To help an individual overcome 

these barriers, it is necessary for a helper to have access 

to the perceptions of the individual (see Figure 2). The 

individual has the necessary information while the helper 

does not (Combs, Avila, and Purkey, 1971). 

At any moment, each individual is in some kind of 

A C B 
(Goal) 

The person: 
striving toward 
fulfillment 

Barriers to 
fulfillment 

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

Figure 2. Diagram of the Helping Problem 
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Gibb (1964) suggested that certain characteristics of 

a helping relationship are necessary to minimize perceived 

threat, allow the helper access to the necessary information, 

and aid the individual in the discovery of meaning. Those 

characteristics are: (1) reciprocal trust, (2) cooperative 

learning, (3) mutual growth, (4) reciprocal openness, (5) 

shared problem solving, (6) autonomy, and (7) experimentation. 

The responsibility of the helper is to provide a 

climate in which the individual's own need for growth can 

achieve optimal expression. The discovery of meaning is a 

human problem. The helper must be willing and able to use 

his self to stimulate and encourage growth in another self 

(Combs, Avila, and Purkey, 1971). 

It would appear that participation in such a helping 

relationship would provide a maximum opportunity for change 

to occur in the perceptions and behavior of individuals. 

The Identification of Effective Educators 

In selecting literature for review in this area, 

that relating educator effectiveness to student achievement 

was not included. The following discussion is included to 

indicate why this choice was made. 

Popham (1973) is a leading proponent of this 

approach. McNeil and Popham (197 3 , p. 220) stated, "The test 

of a teacher's effectiveness is his accomplishment of the 

goals of education as displayed in the pupil's behavior 



following instruction." Barro (197 0) and Luft, Lujan and 

Bemis (1973) are other proponents of this concept of account

ability. 

Brain (19 65, p. 35) agreed that the ultimate evalua

tion of teacher effectiveness must be student achievement. 

However, he stressed that there are pitfalls in using this 

measure: 

Nor can we long escape the conclusion that a basic 
weakness in the research has been that, whatever 
the criteria of teacher effectiveness may be teachers 
must ultimately be evaluated in terms of their effect 
on pupil behavior. But alas, we again run into the 
difficulty of obtaining a consensus of what consti
tutes effective pupil behavior. Furthermore, we can
not demonstrate conclusively to what extent the be
havior of pupils is influenced by conditions and 
persons other than a particular teacher being eval
uated. 

Cogan (1963) saw longitudinal studies of ten to 

twenty years as necessary to accurately assess the effec

tiveness of teachers on pupil behavior in terms of long-

delayed learnings. 

Because of these concerns expressed about the valid

ity of the concept of evaluation which related teacher ef

fectiveness to student achievement and also because this 

concept fell within a theoretical framework other than that 

selected for this study, the literature reviewed in this 

area was focused on (1) studies of effective teaching be

haviors, (2) studies of characteristics of effective 

teachersj and (3) studies of perceptions of effective edu

cators . 
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While much of this review is concerned with teacher 

behaviors and characteristics, it is not intended to delimit 

the study solely to teachers. Participants were selected 

from among administrators and support personnel as well as 

classroom teachers. The common root of all these facets of 

the education profession is the science of human behavior. 

Therefore, the results of research on teaching behaviors, 

characteristics and perceptions are considered applicable to 

other educators (Combs et al, 1969). 

A review of the literature relating to attempts to 

identify behaviors and characteristics of effective educators 

indicated conflicting evidence. Biddle (1964) stated that 

before such identification can be made, the effects which are 

desired of the teacher must be decided upon. However, 

Hamachek (1969) said that such identification can be made 

upon the basis of personal characteristics, instructional 

procedures and interaction styles, perceptions of self, and 

perceptions of others. Situational factors such as the char

acteristics of the learners and the value system of the 

researcher increase the difficulty of arriving at acceptable 

definitions of effective and non-effective teachers (Ryans, 

1964). 

Studies of Effective 
Teaching Behaviors 

Attempts have been made to identify common teaching 

behaviors in those labeled as effective teachers by students 
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and supervisors. Getzels and Jackson (1963) reported re

search which indicated that both teacher behaviors and stu

dent values and needs affected classroom behaviors of pupils. 

Flanders classified teacher verbal behavior as direct 

or indirect. Indirect behaviors included: (1) accepting 

feelings, (2) praising or encouraging, (3) accepting or using 

student ideas, and (4) asking questions. Behaviors classi

fied by Flanders as direct were (1) lecturing, (2) giving 

directions, and (3) criticizing or justifying authority 

(Amidon and Flanders, 1963). In contrast to Getzels and 

Jackson's findings, Flanders (1964) reported a significant 

correlation between indirect teacher behavior and positive 

pupil behavior. This finding has been supported by research 

conducted by Pankratz (1967), Amidon and Hough (1967), and 

Amidon and Giammatteo (19 67). However, the most important 

finding of the various studies using the Flanders' categories 

appears to be that teachers who were able to provide flexible 

interaction styles, by shifting from the direct to the in

direct depending on the situation were better able to create 

climates in which students learned more. The students of 

teachers who were unable to do this learned less (Hamachek, 

1971). 

Three patterns of teacher behavior were identified 

by Ryans (1964, p. 76): 

Pattern X: Warm, understanding, friendly versus 
aloof, egocentric, restricted teacher 
classroom behavior. 
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Pattern Y: Responsible, businesslike, systematic 
versus evading, unplanned, slipshod 
teacher classroom behavior. 

Pattern Z: Stimulating, imaginative versus dull, 
routine teacher classroom behavior. 

Ryans suggested that elementary school students are 

more productive when the teacher behaviors are understanding-

friendly, systematic-businesslike, and stimulating-

imaginative. Productivity of secondary school students 

appears to be related only to stimulative-imaginative be

havior. 

Although not conducted in a public school setting, 

the research of Lewin, Lippitt, and White (193 9) examined 

leadership behaviors in a similar setting. They studied the 

effects of different types of leadership upon boys in organ

ized clubs. The types of leadership studied were authori

tarian, democratic, and laissez-faire. The findings indi

cated that while there was greater productivity in the 

autocratic leader's presence, the productivity declined when 

the leader was not present. Hostility was 3 0 times as great 

in the autocratic as the democratic groups. The hostility 

in the autocratic group was not directed toward the leader 

but toward other members of the group who became 'scapegoats.' 

The organized activities in the democratic groups continued 

at the same level with or without the presence of the leader 

while aggressive and hostile acts were directed toward im

personal things. 
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Teaching behaviors which Hamachek (1969) identified 

as being characteristic of effective teachers are: 

1. Willingness to be flexible, to be direct or 
indirect as the situation demands. 

2. Willingness to experiment, to try out new 
things. 

3. Skill in asking questions as opposed to see
ing self as a kind of answering service. 

4. Knowledge of subject matter and related 
areas. 

5. Provision of well-established examination 
procedures. 

6. Non-verbal reflection of an appreciative 
attitude (evidenced by nods, smiles, etc.). 

7. Provision of definite study helps. 

8. Use of conversational manner in teaching 
(informal, easy style). 

Cogan (1963, pp. 240-241) reported research which 

attempted to relate three categories of teacher behavior to 

students performing required and self-initiated work. The 

categories of teacher behavior which he considered were: 

Inclusive Behaviors. The teacher seeks to arouse 

the interest of the child and to develop a situation in which 

the child invests himself in the problem-solving effort. 

Preclusive Behaviors. The teacher seeks to make his 

pupils act in accordance with his own values or his own 

firmly prestructured class goals. 
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Conjunctive Behaviors. The teacher has certain 

technical competencies of communication, planning, and 

systematic attack upon learning problems. 

The results of this research indicated that inclusive 

behaviors by teachers are significantly related to greater 

reporting and performing of both required and self-initiated 

student work than are preclusive behaviors. 

Meux and Smith (1964, p. 164) also have done re

search in attempting to identify logical categories of 

teaching behaviors. Along with Biddle (19 64) and Ryans 

(1963), they question the ability to generalize research 

findings. 

It might well turn out that teaching behavior judged 
to be highly effective in terms of the logical cate
gories would be judged ineffective in terms of other 
ways of classifying teacher behavior. Thus, the ques
tion of effectiveness is not easy to answer even after 
categories of teaching behavior have been set up. 

Studies of Characteristics 
of Effective Teachers 

In addition to research attempting to identify effec

tive teaching behaviors, other work has been conducted in 

attempts to identify personal characteristics of effective 

teachers. 

Getzels and Jackson (1963) reviewed research on per

sonal characterisitcs of teachers identified as effective 

and ineffective. Those characteristics selected for review 

were (1) attitude, (2) values, interests, favored activities, 



(3) adjustment needs, (4) personality facets, and (5) cogni

tive abilities. In addition, age, sex, and length of ex

perience were also considered. Lack of significant results 

were caused by problems of definition, instrumentation and 

criterion. 

Ryans (1964) identified seven teacher characteristics 

for study. These characteristics were compared relative to 

formative experiences, age, sex, size of school, and emo

tional stability. The results of these comparisons indicate 

that effective teachers hold favorable opinions of pupils, 

administrators and peers, democratic classroom procedures, a 

child-centered philosophy of education, superior verbal 

understanding, and emotional stability of adjustment. 

Studies by Medley (1963, p. 270) using the Observa

tion Schedule and Record (OScAR) focused on eight factor 

dimensions. 

Teacher Role 

Presence 

Teaching Style Pupil Role 

Informative Activity 

Imaginative Initative Consideration 

Response 

Warmth 

Disapproval 



Findings from this study indicated no correlation between 

the dimensions studied and teacher effectiveness. Those 

teachers who were deemed higher on Emotional Climate were 

likely to be rated effective by both supervisors and students 

but there was no evidence that the students achieved more 

than students of an average teacher. 

Brown and Webb (1968, p. 215) indicated that, too 

often, researchers attempt to correlate educational beliefs 

with personal characteristics and behaviors. 

It was also found that teachers often held inconsis
tent beliefs. Their fundamental philosophic beliefs 
were not congruent with their beliefs about teaching 
and this inconsistency was reflected in their teach
ing behavior. 

Regardless of techniques and methods used by teach

ers, the greatest impact on learners comes from the values 

the teacher brings to the classroom interaction (Withall, 

1963). The most serious shortcomings of research attempting 

to establish relationships between teaching behaviors or 

teacher characterisitcs to student gains is that no attempt 

is made to explore the belief systems which cause the observed 

behaviors (Brown and Webb, 1968). 

Research which examines the relationships between 

teacher perceptions and beliefs and effective teaching be

haviors will be explored in the next topic of this section. 
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Studies of Perceptions 
of Effective Educators 

Among those who believe the perceptions of educators 

are important in their professional effectiveness are 

Hamachek (1971), Jersild (19 6 5b), Purkey (1970), and Combs 

and his associates (1969). The theoretical framework of 

this research was found in the phenomenological system of 

individual psychology. 

Hamachek (1971, p. 2 02) characterized the perceptions 

of teachers who have been identified as effective as: 

1. They seem to have a generally more positive 
view of others—students, colleagues, and 
administrators. 

2. They are not as prone to view others as 
critical, attacking people with ulterior 
motives, but rather see them as poten
tially friendly and worthy in their own 
right. 

3. They have a more favorable view of demo
cratic classroom procedures. 

4. They have the ability and capacity to see 
things as they seem to others, i.e., the 
ability to see things from the other per
son's point of view. 

5. They do not see students as persons "you 
do things to" but rather as individuals 
capable of doing for themselves once they 
feel trusted, respected, and valued. 

The teachers who are most effective are those who 

aid the students in finding meaning in what they learn. To 

help the learners find meaning in their experiences, a 



teacher must know the student as a person. This, in turn, 

means that an effective teacher must strive to know himself 

(Jersild, 1965b, p. 542). 

A teacher's understanding of others can be only as 
deep as the wisdom he possesses when he looks inward 
upon himself. The more genuinely he seeks to face 
the problems of his own life, the more he will be 
able to realize his kinship with others, whether they 
are younger or older, like him or unlike him in edu
cation, wealth, religion, or professional rank. 

Combs and his associates at the University of Florida 

did extensive research concerning the perceptual organiza

tion of effective helpers. Gooding (1969) identified ele

mentary teachers as effective or ineffective on the basis of 

supervisor's ratings. Using four observers to make percep

tual inferences from classroom observations and personal 

interviews with the participants, he obtained an 8 0.5% inter-

observer agreement on the following perceptual organizations 

of the effective teachers. 

A. The general frame of reference of effective 

helpers tends to be one which emphasizes: 

1. An internal frame of reference 
2. Concern with people 
3. Concern with perceptual meanings 
4. An immediate view of causes of behavior 

B. Effective helpers tend to perceive other people 

and their behavior as: 

1. Able 
2. Friendly 
3. Worthy 
4. Internally motivated 
5. Dependable 
6. Helpful 
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C. Effective helpers tend to perceive themselves 

as: 

1. With people 
2. Able 
3. Dependable 
4. Worthy 
5. Wanted 

D. Effective helpers tend to perceive the helping 

task as: 

1. Freeing 
2. Larger 
3. Revealing 
4. Involved 
5. Encouraging process 

When summarizing the findings from research studies 

concerning effective teaching, there was a temptation to 

generalize from these results. Ryans (1963, pp. 290-291) 

noted some limitations concerning the validity of such gen

eralizations : 

1. Description of experimental findings appro
priate at one time cannot be assumed to apply 
at a later time unless longitudinal replica
tion of observations demonstrate substantial 
consistency over the temporal series, such 
consistency adding assurance in the form of 
increased probability to our inductive infer
ences about future events. 

2. Research results vary depending upon the cul
tural milieu which provides the setting at 
the time and place of investigation, particu
larly those values and objectives prominent 
in the teacher training curriculum at the 
time the teachers under consideration were 
attending college. 

3. For a group of five hundred teachers, consid
ered as a group and viewed actuarily, we may 
state a principle of teacher behavior with 
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rather high assurance; for the same behav
ior we would be able to make such a state
ment or prediction with regard to individual 
Teacher A with probability only slightly 
better than chance and therefore with sub
stantially reduced assurance. 

4. The manifestations of many teacher charac
teristics are specific to a particular 
teacher population, or sub-population (e.g., 
grades 1-2 women teachers, men science teach
ers, etc.). In keeping with these findings 
it should be well to keep in mind that "effec
tive teaching," however defined, may vary well 
differ from one grade level to another and 
from one subject matter to another. 

5. We do not presently have the information with 
respect to most teacher characteristics and 
their conditions that will permit us the lux
ury of inferences about producer-product re
lationships . 

Research Design 

In reviewing the literature pertinent to establishing 

a research design for this study, a dichotomy between basic 

and applied research was noted. The definitions of these 

terms which were accepted by the investigator were found in 

Ebel (1967, p. 81). 

Basic research...is the carefully designed and well 
controlled experiment whose conclusions are rigor
ously tested for statistical significance. Applied 
research refers to the collection of data that prom
ise help in the solution of some immediate practical 
problem. Experience, not experiment, is the source 
of most applied research data. 

The topics discussed in this section will be: (1) 

concerns about the use of basic research in educational 

settings, (2) conditions under which applied research might 



best be used, and (3) the Assimilation-Contrast Model of 

social judgment as the basis for the Own Category Procedure. 

Concerns About the Use of Basic 
Research in Educational Settings 

A review of the literature indicated a growing con

cern with the use of predominantly basic research to solve 

educational problems. 

"The rare study that has research validity is wisely 

so hedged about by cautions tht it is impossible to apply... 

(Tonne, 1969, p. 272)." It is difficult to duplicate the 

conditions under which basic research is conducted because 

of the complexity of human behavior. Basic research design 

calls for study of dependent-independent variables. In order 

to effect this, the researcher must intervene and become an 

integral part of the study by arranging the conditions which 

are being studied. The question must then be asked as to 

whether the data reflect natural or distorted behavior 

(Stufflebeam, Foley, Gephart, Guba, Hammond, Merriam, and 

Provus, 1971). If the same variable were studied in the 

public school setting, would the same results be obtained? 

Gilman (197 2, p. 155) pointed out that educational 

research is often considered important only when significant 

differences are obtained, "Research texts indirectly acknowl

edge the importance of significant differences by suggesting 

that research studies be designed to maximize differences 
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between treatment groups and provide techniques for lowering 

confidence levels." The attempts to force significance 

through these means often distort the findings so that they 

are not easily applied to the public schools. 

Ebel (1967) recognized several other reasons for the 

gap which exists between research and practice in the educa

tional setting. Because educational research as a science 

is much younger than research in the natural sciences, there 

is a dearth of previous findings upon which to build. Prior 

to 1957 when the Russians launched the first artificial 

earth satellite very little money was available for educa

tional research from either the private or the federal sec

tors. The research that existed was small in scope, brief 

in duration, and not widely applicable. 

In addition to these explanations, there is another: 

"...there has been much doubt about whether the study of 

living man can really be called a science in the traditional 

sense (Yamamoto, 1968, p. 489)." Basic research is built 

upon procedures from natural science where strict controls 

can be placed on the variables. 

The variables we ordinarily work with in education 
—such constructs as ability, motivation, success, 
environment, self-concept, etc.--are so global and 
encompass such a diversity of specifics as to defy 
precise definitions and exact quantification... 
Nor is the behavior we are attempting to study a 
stable phenomenon that can be isolated without dis
tortion for scientific study (Ebel, 1967, p. 82). 
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When such global variables are analyzed into their components 

in order to conduct basic research, the atomistic nature of 

the components makes difficult any practical application of 

the research in the public schools (Yamamoto, 1968). 

Conditions Under Which Applied 
Research Might Best Be Used 

Mouly (1963) in his listing of twenty-one significant 

educational research studies included several applied re

search studies. The ones he included were the Hartshorn and 

Mayo studies of character, Binet's studies of the measure

ment of scholastic aptitude, Morphett and Washburne's inves

tigation of the optimum age to begin instruction in reading, 

the Eight Year Study of the Progressive Education Associa

tion, a study by Wickman on teacher attitudes toward student 

behavior problems, and an investigation into the reliability 

of grading examinations by Starch and Elliott. It is appar

ent that both basic and applied research are able to provide 

meaningful solutions for educational problems. The nature 

of the study itself should determine which design is 

selected. 

The use of qualitative data to describe an innovative 

program is not only a valid, but necessary, prelude to give 

direction and to determine significant factors for later 

quantitative studies (Mouly, 1963). The work of Piaget and 

Montessori in gathering qualitative data provides further 

substantiation for this view. 
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Stufflebeam et al. (1971) suggested that under the 

following conditions, the use of applied research should be 

considered: 

1. When more than one independent variable is being 

studied. 

2. When more than one level of data is required. 

3. When process as well as terminal data is re

quired . 

4. When the population studied does not fit a 

normal distribution. 

The personalized approach of the program examined in 

this study provided the individual educators choices in: 

focus of feedback; agent of feedback; system of feedback; 

facilitator; and a plan for comparing objectives with re

sults. This created five independent variables for each 

subject in the study. 

Different levels of data were needed for this study. 

The first level provided the individual educator with data 

for his personal use in determining to what degree he had 

achieved his objectives. The second level provided the 

school district with data for the overall evaluation of the 

program. Different criteria was required to assess these 

data. 

Since this was a pilot program, formative evaluation 

to provide on-going data for refinement of the "Feedback 

System for the Improvement of Professional Performance" was 
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necessary. Control of the variables is a necessary concom

itant of basic research (Kerlinger, 1964). This control was 

not possible to achieve in this study. 

To assume valid conclusions from basic statistical 

techniques requires a random sample drawn from a population 

assumed to fit a normal population. The nature of this study 

required that participation in the pilot study be voluntary. 

"Statistical techniques often provide valid information even 

though their assumptions may be rather sharply violated. 

Nevertheless, it is one thing simply to deviate and quite 

another to apply techniques where assumptions are patently 

not met and where it is undesirable to meet them (Stuffle-

beam et al. , 1971, p. 2 5)." 

After consideration of these factors, the applied 

research design was selected. Inherent in this study was 

the intent that the data gathered will provide direction for 

further studies of a quantitative nature. 

The Assimilation-Contrast Model of 
Social Judgment as the Basis of the 
Own Category Procedure 

The Own Categories Procedure, as developed by 

Sherif and Sherif (19 67), was selected as a self-report in

strument for use with all participants in the study. This 

procedure yields quantitative indicators of the individual's 

attitudes toward selected constructs and their importance 

to him. 
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The Assimilation-Contrast Model of social judgment 

provided the theoretical basis for this procedure. The model 

was developed from studies on attitude change by Sherif and 

Sherif, 1967. 

According to Eiser and Stroebe (197 2) , the assimilation-

contrast model predicts that when an individual is asked to 

judge attitude statements at different positions along an 

attitude continuum, the statements will be displaced in dif

ferent directions relative to the individual's own position 

on the continuum. Statements on the continuum close to the 

individual's own position would be assimilated while those 

statements at a distance would be contrasted. The individ

ual's position thus becomes the "anchor" against which he 

judges other positions on the continuum (Sherif and Sherif, 

1967). 

Other concepts which are of major importance in the 

assimilation-contrast model are those of latitudes of ac

ceptance, rejection, and noncommitment. The latitude of 

acceptance is defined as the range of positions to which the 

judge indicates agreement; the latitude of rejection as the 

range of positions to which disagreement is indicated; and 

the latitude of noncommitment as the range of positions on 

which the judge indicates neutrality (See Figure 3). 

The relative size of the latitudes of acceptance, 

rejection, and noncommitment will vary with the degree of 

importance an attitude has to the individual. The more 
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(a) ihfothlicdl rMitude continuum 

Unfavourable Favourable 

(b) Latitudes for an "anti" judge 
-> < 

AA Y AAAAAAAAA NNaNX.VN' RRRRRRRRRRRRRRRRRRRRRRR 

(c) Latitudes for a neutral judge 
<-
RRRRRRR NNNNNNN AAAAAA V AAAAA NNNNNNN RRRRRRR 

(d) Latitudes for a "pro" judge 

RRRRRRRRR.RR R.R RR RRRRRRRR NNNNNNN AAAAAAAAA YAA 

AAA Latitude of acccptancc V Judge's own position 
NNN Latitude of jioncommitnient > Assimilation 
RRR Latitude of rejection *• Contrast 

Figure 3. Hypothetical Latitudes for Judges With Different 
Own Positions,(Eiser and Stroebe, 1972) 

important the attitude the greater will be the latitude of 

acceptance while the latitude of noncommitment approaches 

zero. With an attitude which is less important to the indi

vidual, the latitude of noncommitment becomes relatively 

larger while the latitudes of acceptance and rejection are 

approximately equal CSherif and Sherif, 1967). This does 

not imply that the latitude of acceptance will vary to the 

same degree as the latitude of rejection. An increase in the 

latter appears to be caused by a decrease in the latitude of 

noncommitment while the size of the latitude of acceptance 

will show little variance (Eiser and Stroebe, 1972). 
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Two principles are incorporated into the assimilation-

contrast model. The cognitive principle deals with "the 

anchoring effects of judges' own position on their ratings" 

...while the motivational principle determine "...the rela

tive size of a judges' latitude of acceptance, rejection and 

noncommitment (Eiser and Stroebe, 197 2, p. 131)." 

The model predicts that if two judges hold the same 

attitude position but vary in degrees of importance, the 

judge to whom the attitude is more important will assimilate 

fewer and contrast more attitude positions than will the 

judge to whom the attitude is less important. Judges who 

differ in own position but to whom the attitude is equally 

important will exhibit similar patterns of acceptance, re

jection, and noncommitment (Sherif and Sherif, 19 67). 

Utilizing this model, Sherif. and Sherif developed 

the Own Categories Procedure. They postulated that when an 

individual, given an array of items reflecting both extreme 

and intermediate positions toward an attitude, was asked to 

sort the items into categories and then to label the cate

gories on a range from most to least acceptable, the posi

tion of items within the categories and the number of cate

gories will reflect the individual's own position and its 

degree of importance to him. 

The individual's own position will serve as an anchor 

for this categorization process. Those items near his own 

position would lie within his latitude of acceptance. The 
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categorization of those items which lie in the latitudes of 

noncommitment or rejection will depend on the degree of im

portance he placed upon the attitude. The number of cate

gories selected was inversely proportional to the level of 

involvement with the attitude. By recording both the number 

of categories and the location of attitude positions within 

the categories, a quantitative indicator of the individual's 

own position and its degree of importance to him will be 

obtained (Sherif and Sherif, 1967). 

Summary 

The phenomenological system of individual psychology 

was selected as the theoretical framework for this study. 

This implies that the self-concept is the determinant of 

behavior. Perceptions of the self are seen as long enduring, 

formed in social interaction, and difficult to change. Data 

which are inconsistent with the perceptions of self are 

often rejected with emotion. It is suggested that changing 

an individual's perception of self might best be accomplished 

under conditions in which the individual perceives himself 

as accepted and non-threatened. 

The research attempting to identify behaviors and 

characteristics of effective educators indicated conflicting 

evidence. It was suggested that this might have been caused 

by (1) a lack of theoretical framework in which the research 

was conducted, (2) a lack of definitive effects which are 



expected of educators, and (3) a lack of longitudinal studies 

which assess long-delayed learnings. It was also suggested 

that behaviors which are effective in some situations might 

not be effective in others. Research conducted within a 

phenomenological framework dealt with attempts to classify 

perceptions of educators identified as effective. Further 

examination in this area might provide more conclusive 

evidence. 

Both basic and applied research designs were con

sidered for this study. After reviewing the literature in 

the area, an applied research design was selected as most 

consistent with the theoretical framework of the study. The 

Own Category Procedure (Sherif and Sherif, 19 67), was 

selected as an instrument which provided data concerning the 

individual's perception of self. 



CHAPTER III 

DESCRIPTION OF THE PROGRAM 

As indicated in an earlier chapter, the program on 

which this study was based was cooperatively developed by 

representatives of Tucson School District 11 1, Tucson, 

Arizona, the Tucson Education Association and the Department 

of Secondary Education of The University of Arizona. Al

though a description of the entire program will be provided 

in this chapter, the only component examined in this study 

was the experienced educator component. 

Included in this chapter will be sections describing 

(1) the premises underlying this program, (2) the common 

element of the program, (3) the beginning educator component, 

(4) the experienced educator component, (5) the educator 

needing retraining component and (6) the adaptations within 

each school which participated in the pilot study. 

The Feedback System for the Improvement 
of Professional Performance 

Premises 

As was earlier noted, the phenomenological system of 

individual psychology provided the theoretical framework for 

this program. This framework implies that the determinant 

of behavior is the self-concept of the behaver. Accepting 

45 
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this premise indicates that to change behavior it.is neces

sary for perceptions of self to change. However, these 

perceptions are long enduring and difficult to change. Data 

which are inconsistent with these perceptions are often re

jected with emotion. Lasting change in perceptions and, 

thus, in behavior occur when the individual perceives a need 

to change and also perceives himself as being accepted and 

non-threatened (Combs and Snygg, 19 59). 

Evaluation of educators should have as its major 

purpose the improvement of instruction (Redfern, 1972). The 

implications of the phenomenological framework are that for 

improvement to occur, a change in educator perceptions and 

behavior must take place. In turn, the educator must per

ceive a need to change and must also perceive the environ

ment in which this change would occur as non-threatening. 

However, present evaluation practices must also provide data 

for retention, reassignment or dismissal of educators when 

necessary (Knezevich, 1969). Procedures which could lead to 

dismissal might be perceived as threatening. This would 

lessen the opportunity for change to occur. 

The program on which this study was based gave con

sideration to removing threat from evaluation for as many 

educators as possible. It was proposed that lasting change 

could occur if each educator identified the area of his pro

fessional performance which was of greatest concern, 



developed procedures which would allow change to occur, and 

assessed the data gathered during these procedures in terms 

of the intended change. 

The following premises of the "Feedback System for 

the Improvement of Professional Performance" were developed 

with consideration given to the preceding discussion. 

1. The basic reason for evaluation is to improve 

professional performance and effectiveness. 

Evaluation should be constructive, not punitive, 

and aimed at problem solving. However, a careful 

evaluation program would inevitably result in 

identifying, helping and possibly reassigning or 

dismissing the grossly incompetent. 

2. Educators must actively participate in planning 

and designing systems that evaluate their per

formances as professional educators in specific 

school situations. 

3. "Situational factors" directly affect educator 

performance and effectiveness and student 

achievement. Such factors as student backgrounds 

and academic capabilities, class size, available 

instructional materials, physical facilities, 

etc., as well as educator behavior in both teach

ing and non-teaching assignments must be consid

ered in drafting evaluation programs. 



Research confirms that no single model of good 

teaching exists. Each educator needs the freedom 

to develop his own unique professional style 

based on a coherent system of educational prin

ciples . 

While feedback should be sought from many 

sources, it is not until the individual decides 

a change is necessary that lasting stable change 

will occur. 

Specific subject matter objectives and skills 

can be measured. However, many educational goals 

are not readily apparent and not easily measured. 

Simultaneously with the acquisition of subject 

matter skills, and primarily as a result of 

classroom interaction, students learn values-

self esteem, social awareness, acceptance of 

others, and so forth. Therefore, the quality of 

the interaction may be as important as cognitive 

outcomes. 

Evaluation and improvement of professional per

formance must be a continuing effort. 

Evaluation programs designed to help beginning 

educators should differ in some aspects from 

evaluation programs for experienced educators. 
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A commitment must be made by the profession to 

ensure beginning educators the opportunity to 

succeed. 

9. The time and resources necessary to sustain an 

evaluation program which fulfills its purpose of 

professional improvement for an entire facilty 

exceeds that which one individual can offer. 

Therefore, to provide the help and coordinate 

the available resources will require the coop

erative efforts of many and the effective focus 

of time and energy. 

10. It is important that educators be able to relate 

their selected areas of concern to district 

goals. 

The Common Element of the Program 

The common element of the three components of this 

program was the process by which an individual received feed

back about his professional performance through means and 

from sources of his own choice. Feedback was defined for 

this study as non-judgmental data from which an individual 

compared his objectives with outcomes. 

It was noted earlier that traditional evaluation 

programs had little effect on the improvement of professional 

performance (Biddle, 19 64). Since a major purpose of eval

uation programs was to provide data for retention, 



50 

reassignment, or dismissal of educators, it was often viewed 

as threatening (Knezevich, 1969). Threat, as seen from the 

phenomenological framework distorted the perceptual field 

and reduced the amount of change possible. 

, whatever seems to the behaver inconsistent with 
his existing perceptions of self may be experienced 
as threat. Whatever seems threatening to an indi
vidual in turn, demands attention and produces a 
degree of tunnel vision in the perceptual field 
(Combs and Snygg, 1959, p. 17 0). 

The framework of a helping relationship, as described 

earlier, was suggested as one means of reducing perceived 

threat and providing the opportunity for maximum change to 

occur (Combs, Avila, and Purkey, 1971). 

Thus, the process of an educator seeking feedback 

about his own performance within a helping relationship pro

vided the basis for the "Feedback System for the Improvement 

of Professional Performance." 

The procedures suggested for use by the participants 

•were: 

1. Identification of a general concern about the 
educator's professional performance. 

2. Development of specific objectives within the 
area of concern. 

3. Decision as to the length of time necessary. 

4. Selection of a facilitator or other resource 
people. 

5. Selection of a feedback instrument appropriate 
to the objectives and acceptable to the educator. 
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6. Selection of a feedback agent appropriate to 
the feedback instrument and acceptable to the 
educator. 

7. Development of a plan for comparing the objec
tives with the outcomes. 

Some of the possible feedback instruments were check

lists which were mutally agreed upon, systems of interaction 

analysis, rating sheets, attitude inventories, and measures 

of student growth. 

Suggested feedback agents were video-tape, audio

tape, students, administrators, colleagues, facilitator, and 

parents. 

The Beginning Educator 
Component 

The focus of this component was to provide the be

ginning educator with every opportunity to succeed in his 

professional performance. As noted in the premises consid

eration was given to developing a program that differed in 

some respects from the components for experienced educators 

and educators needing retraining. 

The essence of this component was the establishment 

of a helping relationship between the beginning educator and 

an experienced educator. The choice of the experienced 

educator by the beginning educator was from among a group 

who had received in-service education in communication and 

problem-solving skills. To provide a basis for a mutual 

choice by both individuals, it was recommended that released 



time be made available to the beginning educator for obser

vation and visitation of those designated as facilitators. 

When the facilitative team was established, the se

quence of concerns which would be the focii for receiving 

feedback would be: 

1. Planning and organizing for effective manage
ment (classroom, building, etc.). 

2. Developing objectives and procedures for com
paring objectives with outcomes. 

3. Examining the educator's interaction style. 

As noted earlier in this chapter, a plan for gather 

ing feedback and analyzing the data would be developed by 

the team for each concern identified. Team meetings would 

be held at regular intervals to assess the progress of the 

beginning educator toward his goals. The building adminis

trator would be an ex-officio member of the facilitative 

team and would be kept informed of the beginning educators 

progress by mutually agreed upon means. This would be a 

continuous process during the beginning educators probation 

ary period. 

This component could provide a basis for the imple

mentation of an intern policy (ASBE minutes, 1974). 

Both the local district and the state university with which 

the district would be working will be responsible for the 

recommendation of the beginning educator for a basic certif 

icate. At the time this implementation will occur, the 



university representative could also become an ex-officio 

member of the team and receive the data necessary to partic 

ipate in this decision. Since this component was not exam

ined in this study, it was recommended that further develop 

ment and pilot testing be considered. 

The Experienced Educator 
Component 

In the development and pilot testing of this compo

nent, the provision for all educators to have the opportun

ity to continue the .improvement of their professional per

formance was seen as essential. It was felt that for this 

to occur, a life-long commitment to self-renewal must be 

made by each educator. 

The major difference between this component and the 

beginning educator component regarded the selection of a 

concern. Rather than specifying the sequence of concerns, 

the only parameter was that the selected concern must fall 

within the framework of district goals. The same procedure 

described earlier in this chapter were recommended for use 

by educators in this component. This component served as 

the focus of the pilot study on which this study was based. 

This component could be used to fulfill the require 

ments of HB 2064 (Arizona State Legislature, 1974). With 

mutual agreement between local districts and education asso 

ciations as to frequency of reporting, a continuous record 
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of each educator's general area of concern and the changes 

achieved could be kept. This would provide the responsible 

board designee with objective data concerning the profes

sional performance of each educator operating in this compo

nent . 

The Educator Needing 
Retraining Component 

It was recognized by the committee developing this 

program that a necessary part of an evaluation was the iden

tification of those educators who need specific kinds of 

help. Procedures which identified, provided an opportunity 

for help, and gathered data for retention, reassignment, or 

dismissal were still in the process of development. 

Section 15-253, HB 2064 (Arizona State Legislature, 

1974) deals with procedures necessary to dismiss both proba

tionary and continuing educators for incompetency (See Ap

pendix A). Consideration must be given to the requirements 

of this legislation in the development and pilot testing of 

this component. 

Modifications to the "Feedback System" 
As a Result of Formative Data 

While the original program provided guidelines within 

which each pilot school operated, some adaptations were made 

to meet the unique needs of its faculty. 
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At the start of the pilot study, educators who had 

received special training in the skills necessary for an 

effective facilitative role were not readily available within 

each school. At the same time, although several programs 

were available for use in this training, no decision had been 

made as to which would be used. Some of the faculty in two 

of the pilot schools participated in programs which empha

sized skills in communication and problem solving. These 

skills were seen as necessary for the facilitative role. 

The faculty of one pilot school selected RUPS: Re

search Utilizing Problem Solving (Jung, Pino and Emory, 

1973) as the program to be used. As the pilot study started, 

this program was used for one hour each week by this faculty. 

This was reported by the participants as unsatisfactory and 

two two-day workshops were held to complete the training. 

Tucson School District #1 provided released time to the par

ticipants for two days of the workshop while out-of-school 

time was used for the other two days. An evaluation of this 

program by participants indicated that the program was suc

cessful . 

The other school in which some of the faculty elected 

training for the facilitative role used material found in 

Human Relations Development (Gazda, 1973). At the time this 

study was completed, these participants had not finished this 

program and an evaluation as to its effectiveness was not 

available. 
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The faculty of the third pilot study received no 

training in the facilitative role. Resource persons from 

the local school district and university were used to help 

the educators in their plans for change. Several members of 

this faculty elected to observe other educators who were 

skilled in areas of concern to these participants. The local 

district and university personnel provided released time for 

these observations. 

When the original plan was developed, all partici

pants were expected to select a facilitator with whom to 

work. During the course of the pilot study, several partici

pants indicated that they preferred not to work with a facil

itator while others worked with several. 

Recommendations will be made as to modifications to 

the original program on the basis of data gathered during 

the progress of the pilot study and in interviews with par

ticipants . 

Summary 

The basic premises, three components and modifica

tions of the "Feedback System for the Improvement of Profes

sional Performance" were described in this chapter. While 

the total program was described, the only component of the 

program examined in this study was that of the experienced 

educator. The volunteer population elected to operate within 



this component. Development and pilot testing of•the begin

ning educator and educator needing retraining components 

were recommended. 

While facilitator training was not completed prior 

to the start of the pilot study, participants from two pilot 

schools elected to participate in training for skills neces

sary to the facilitator role. Further consideration and 

study of this facet of the program was recommended. 



CHAPTER IV 

RESEARCH PROCEDURES 

This chapter will describe the procedures used in 

this study. The following sections will be included: Cl) 

a brief description of the school district in which the 

study took place, (2) a description of the population of the 

study and the sampling process; (3) the general design of 

the study, (4) the procedures used for developing and admin

istering the Own Categories Procedure, and (5) the treatment 

of the data. 

The School District 

The school district in which this study was conducted 

was the largest district in the state of Arizona. During 

the 1974-1975 school year, there were 62,519 students en

rolled in nine high schools, 17 junior high schools, and 7 2 

elementary schools (Tucson Public Schools Pupil Data Sheets, 

Tucson District /' 1, 1974). Certificated personnel employed 

by the district numbered 3032 (Tucson Public Schools Per

sonnel Data Sheets, Tucson District #1, 1974). 

The Population and Sample 

After approval of a pilot study by both the local 

board of education (Tucson School District #1, Board of 
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Education Minutes, October 1974) and the education association 

(Tucson Education Association Representative Assembly min

utes, December 12, 197 3, n.p.), educators who would volun

teer to participate in the study were sought. At a regularly 

scheduled meeting of the building principals of the school 

district on May 19, 1974, the components of the "Feedback 

System for the Improvement of Professional Performance" 

were presented. The principals were asked to discuss this 

plan with their faculties. In addition, educators throughout 

the district received notification from the local education 

association that this pilot study would be conducted during 

the 1974-1975 school year. A decision was made that because 

of limitations of time and resources the population for this 

study would be restricted to those educators who volunteered 

from one elementary school, one junior high school and a de

partment within one high school. This amounted to a total 

of 69 educators. During the period of the pilot study, 

seven withdrew leaving 62 participants when the data for this 

study were gathered. This number included 50 classroom 

teachers, three administrators, eight support personnel, and 

one para-professional. 

Because of the large numbers of variables under con

sideration in this study, the decision was made to select a 

sample which would be large enough to be representative of 

the population. A sample of 24 which represented approxi

mately 40% of the population was selected by using a Random 
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Table of Numbers (Van Dalen and Myers, 1966). This included 

19 classroom teachers, two administrators and three support 

personnel (See Appendix B). 

Design of the Study 

An applied research design as described by Stuffle-

beam et al. (1971) was selected for this study. A discus

sion of this selection was included in the review of litera

ture in an earlier chapter. 

In this study, the investigator described changes 

which occurred in behavior or attitude when each educator 

selected (1) his own focus for change, (2) individual or 

individuals with whom he felt a helping relationship could 

be established, (3) sources of feedback relevant to his con

cern, (4) methods by which the data were gathered, and (5) 

the procedure by which he compared objectives with outcomes. 

Each participant developed his own plan for change 

at the start of the pilot study (See Appendix B). During 

the course of the program resources within each pilot school 

and the local school district were utilized to provide sup

port for the participants. These resources included per

sonnel, materials, and financial aid in terms of released 

time. 

The Own Category Procedure (Sherif and Sherif, 19 67) 

was used as a common self-report instrument with all partici

pants. This was administered both at the start of the pilot 
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study and again when the data for this study were.gathered. 

The procedure was designed to provide data concerning the 

individual's perceptions of self regarding competency, cre

ativity, dependency, and conformity. These constructs were 

selected as a result of a review of the literature concerning 

the helping relationship (Gibb, 1964; Combs, Avila, and 

Purkey, 1971). 

Interviews with each participant selected for the 

sample were conducted at the close of the fall semester of 

the 1974-197 5 school year. The methods by which the data 

gathered in these interviews were treated were described 

later in this chapter. 

Process for Development of 
Own Category Procedure 

The theoretical framework underlying the Own Cate

gory Procedure was discussed in an earlier chapter. The 

development of the particular instrument in this study was 

as follows (See Appendix C). 

A pool of 3 5 descriptors was developed for each of 

the four constructs under consideration (1) competency, (2) 

creativity, (3) dependency, and (4) conformity. The de

scriptors within each construct were selected according to 

the following criteria: 

1. The array must include a large number of items 
which are intermediate, or ambiguous, between 
the extremes of the constructs. 
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2. The range or variety must be large, including 
extreme positions of the constructs, covering 
a range beyond the usual experience and tradi
tion (Sherif and Sherif, 1967). 

To validate the instrument and select the 2 5 most 

appropriate descriptors, a jury of experts was used. Remmers 

(1963) described the use of a jury of experts as follows. 

1. The jury should include from eight to twelve 
persons with diverse experience. 

2. Before an item is included in the instrument, 
there should be from 66% to 75% agreement 
among the judges on the item. 

Ten people, both educators and non-educators, were 

asked to serve on the jury. Among the educators were in

cluded classroom teachers, administrators, and university 

faculty. Included among the non-educators were a computer 

programmer and a homemaker. Of the ten who agreed to serve, 

eight returned the material. 

Each member of the jury was asked to label the de

scriptors as to whether it was close to the construct, dis

tant from the construct, or intermediate or ambiguous. Six 

descriptors which were identified by at least 7 5% of the jury 

as representative of each extreme of a construct continuum 

and 13 as representative of intermediate or ambiguous posi

tions were selected for the final array of 2 5 items for each 

construct. 

For each construct, a set of 2 5 cards was made. The 

participants were given a set of cards which represented a 

construct continuum and asked to sort the cards into 
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categories. They were told to make as many categories as 

were necessary to perceive the items within each category as 

similar in regard to the construct. Upon completion of this 

task, they were then asked to label the categories on a con

tinuum from "most like me" to "least like me." These in

structions were given for the set of cards representing each 

construct continuum. 

Treatment of Data 

Consistent with the theoretical framework of this 

study, data were gathered from the point of view of the par

ticipants. To do this, individual interviews were conducted 

with each educator in the sample. When examining the hypoth

eses in relation to the findings from these interviews, the 

researcher decided that a movement by 51% of the educators 

in the direction of the hypotheses indicated support of the 

hypotheses. 

The first level of data gathered in the interview 

were those concerning the individual educator's plan for 

change. Each educator was asked to identify: 

1. The general area of concern and the specific 
change desired. 

2. The plan developed to initiate the desired 
change. 

3. The procedures used to compare the outcomes 
with the objectives and data which supported 
the results. 
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4. The district goal which provided the frame
work for the desired change. 

5. His educational experience. 

Data which provided the school district and education 

association with information as to the viability of the eval

uation process studied were also gathered in this interview. 

Each educator was asked whether he perceived the process as 

helpful and, if so, the specific features which provided 

this help. 

To provide data which aided in making changes in the 

structure of the program, each educator was also asked to 

recommend such changes he perceived as helpful. 

The Own Category Procedure was used with each par

ticipant at the start of the pilot study and again during 

the individual interviews. According to the theory on 

which this procedure was based, the positioning of items on 

a continuum from "most like me" to "least like me" indicated 

the educator's perception of self regarding the constructs 

of competency, creativity, dependency, and conformity. The 

number of categories into which the items were sorted for 

each construct indicated the importance of the construct to 

the individual. Sorts into less than four or five cate

gories indicated the construct held greater importance for 

the individual than when more than five categories were 

sorted. 
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In the determination of criteria to establish the 

own position for each participant, the researcher arbitrar

ily chose to use a Likert-type proportion (Likert, 1967). 

Tvjo-fifths of the categories sorted by each individual were 

designated as "most like me," one-fifth as intermediate, and 

two-fifths as "least like me." When 60% of the items asso

ciated with one of the extremes fell into those categories 

designated as "most like me" the participant was identified 

as perceiving himself at that extreme. When 6 0% of the 

items designated as intermediate or a mixture of items at 

extreme and intermediate positions fell into these cate

gories, the individual was reported as having an intermediate 

own position. 

In the reporting of the importance of the personality 

construct to the individual, a sort of five or less cate

gories was determined by the researcher to indicate that the 

participant perceived the construct as important to him. A 

sort of more than five categories was determined as an indi

cation that the participant perceived the construct as less 

important (Sherif and Sherif, 19 67). The researcher arbi

trarily designated a change of three or more in the number 

of categories sorted for each construct as indicating a di

rectional shift in degree of importance. 

The information obtained from the interviews and the 

data from both Own Categories were reported in a case study 
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for each educator in the sample. In addition, summary totals 

were obtained indicating the percentage of participants in 

the sample who reported: 

Changes in the selected categories of attitude 
or behavior, or; no changes in the selected 
categories of attitude or behavior. 

The facilitative process as helpful or not help
ful to the improvement of professional perform
ance . 

Increased, decreased, or no change in percep
tions of competency, and; increased, decreased, 
or no change in perceptions of degree of impor
tance of competency. 

Increased, decreased, or no change in percep
tions of creativity, and; increased, decreased, 
or no change in perceptions of degree of impor
tance of creativity. 

Increased, decreased, or no change in percep
tions of dependency, and; increased, decreased, 
or no change in perceptions of degree of impor
tance of dependency. 

Increased, decreased, or no change in percep
tions of conformity, and; increased, decreased, 
or no change in perceptions of degree of impor
tance of conformity. 

Summary 

Included in this chapter were descriptions of the 

school district in which this study was conducted, the pop

ulation, and the sample. The research procedures and the 

development of the Own Categories Procedure were explained 

as was the method by wich the data were treated. 

2 .  

3. 

4. 

5. 



CHAPTER V 

PRESENTATION OF DATA 

It was the purpose of this study to examine changes 

which occurred in attitudes or behaviors when educators par

ticipated in a facilitative process for the improvement of 

professional performance. 

The data concerning the individual educator's prog

ress toward the desired change, the perceptions of the indi

vidual as to the helpfulness of the program, and recommenda

tions for additional modifications to the program will be 

reported in individual case studies. The Tucson School 

District //I goal (see Appendix D) which provided the para

meter for the individual's concern will also be identified. 

A report of the data from the Own Category Procedure for 

each individual will also be included following the case 

studies. A presentation of summary data relative to the 

hypotheses will be made. 

Case Study $1 
Tucson District #1, Goal 5: 

Individual 001 

The educator described in this case was a secondary 

school administrator with a total of 17 years experience in 

education. He had been employed as a classroom teacher, 

67 
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department chairman and was in his third year as an admin

istrator . 

At the start of the pilot study, the educator selec

ted as his general area of concern: to make a renewed and 

deliberate attempt to become more knowledgeable and updated 

in local, state, and national policies, events, procedures 

and trends in matters that relate to high school administra

tion . 

From this general concern, the educator selected the 

following as specific changes he desired: 

A. Local 

1. Attended more departmental meetings 

2. Increased classroom visitations 

3. Helped implement and participated in out-of-
school faculty group sessions 

4. Talked with more individual staff members -
on a one-to-one basis 

5. Assumed an active part in in-school faculty 
talk sessions 

B. State 

1. Read more 

2. Attended more meetings related to the State 
Department of Education 

3. Attended more meetings as related to educa
tional matters of the State Legislature 

C. National 

1. Read more professional magazines and books 

2. Attended national educational conferences 
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Although one week prior to the final data gathering, 

the educator was asked to assume, on a temporary basis, 

another role in the district, this concern was on-going. 

In reporting progress toward meeting his goals, the 

educator cited the following: 

1. Had attended all the department chairmen -

curriculum associate meetings. Made deliberate 

attempt to assume leadership role in these 

meetings. 

2. Attended four department meetings during the 

first semester. Had asked department chairmen 

to invite him. Meetings focused on common con

cerns of both department and administrator. 

3. Made deliberate effort to get out of office to 

visit with both teachers and students. Visited 

20 classrooms during first semester. 

4. Read all issues of both the National Association 

of Secondary School Principal's Bulletin and the 

Kappan. Read newspaper articles regarding educa

tion at local, state, and national level. Kept 

file of articles for reference. 

5. Received direct positive feedback from faculty 

regarding attendance at department meetings and 

classroom visitations. 
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6. Received indirect positive feedback from students 

and faculty in terms of increased personal com

munication in the cafeteria, the lounge, and at 

extra-curricular activities. 

7. Hade deliberate effort to attend extra-curricular 

activities such as musical events, sports activ

ities, drama events. 

The educator perceived the "Feedback System" as 

positive and helpful. He felt it might have been easier had 

someone suggested a concern for him to work on but that the 

necessity to "face myself in the mirror" and identify his 

own concern made the process more meaningful. He did feel 

a certain frustration at the lack of structure at the begin

ning of the program but later perceived this as an opportu

nity for growth. 

In reporting the data from the Own Category Procedure, 

it should be noted that at the time of the second adminis

tration, the educator had been in a new job within the dis

trict for two days. 

Case Study #2 
Tucson District #1, Goal 6: 

Individual 021 

The educator in this study was a secondary school 

classroom teacher with four years of experience. Prior to 

this experience he had been employed as a teacher's aide in 
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the same school as he had been as a teacher. He had been 

involved in team teaching during his entire career. 

The general area of concern of this educator was: 

the development of diagnostic instrument for social studies. 

The instrument used was unmanageable in terms of grading 

time. The team with which the educator was involved worked 

with approximately three hundred students each day. By the 

end of the first semester working two or three hours each 

week the educator had completed grading only two hundred of 

the tests. 

The curriculum used by this team was based on Taba's 

work (Durkin, 1969). The present instrument provided the 

student with situations and asked them to infer cause and 

effect relationships from the situations. 

The educator had not completed the new instrument at 

the time data was gathered. He had a commitment to himself 

to finish the new instrument by the end of the 1974-197 5 

school year so that a measure of the students' growth could 

be obtained. He estimated that ten weeks of intensive work 

was necessary for this development. 

Much of the delay in the development of this new 

diagnostic instrument had been because of the difficulty in 

developing an instrument which examined the ways a student 

processed information yet was easily graded. The educator 
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noted that the new instrument probably would not be as satis

factory as the one already developed but that he felt the 

need to have a more manageable one. 

While this original concern was still viable, the 

educator had also been working to provide help for students 

who had difficulty reading. He was in the process of taping 

required reading material and had completed twelve chapters 

of one of the texts. In addition, student readers were used 

to help those students who needed this help. This had re

sulted in greater interest on the parts of these students 

and also in greater willingness to attempt the required 

work. 

The educator identified the most helpful aspect of 

the pilot study as the change to formalize what he had been 

doing. He did not see the RUPS approach to problem solving 

as being helpful because he felt he had an approach which was 

more effective for him. However, he did see this approach 

as providing a common basis for groups which were attempting 

to learn to work together effectively. 

The educator made no recommendations as to changes 

either in the process or in the program itself. He did rec

ommend that some kind of communication and problem-solving 

skills training be available for the participants. 



Case Study #3 
Tucson District #1, Goal 6: 

Individual 028 

The educator described in this study was a secondary 

school classroom teacher. She had one year of full-time 

public school experience and two years experience in higher 

education. 

The concern originally expressed by this educator 

was to be able: to operate productively in a team situation. 

Shortly after the start of the pilot study, the educator 

was reassigned and this was no longer a viable concern. The 

concern then expressed by the educator was: to learn to 

operate comfortably within her role. The educator explained 

that she was frustrated because she had wanted to be able to 

meet the needs of all her students and was unable to design 

19 0 individual curriculums. The educator noted that one 

program she had implemented to help resolve this frustration 

was the use of student aids. After deciding upon the ways 

in which she wanted to use aids, another educator who was 

skilled in this area provided help in the actual implementa

tion of this program. The educator indicated that through 

this program, she was able to work with more students daily. 

Another means used by the educator to resolve her concern 

was the exploration with other educators of means by which 

they worked with students. Some of the ideas gained in this 

exploration were modified by the educator to fit her own 
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teaching style. The educator noted "the problem isn't to

tally solved, but I'm living with it better." The next con

cern on which the educator intended to focus was to build 

more alternatives within the curriculum for students. 

This program was seen by the educator as being help

ful in providing the opportunity to identify concerns, work 

toward achieving the desired goals, and gaining a sense of 

satisfaction from this. She noted that it was formalizing 

a process which she already felt was necessary for her to 

do. 

The educator felt that record keeping by educators 

of their professional activities should be included in the 

program. She also felt that some kind of training in com

munication and problem solving skills should be available on 

a voluntary basis as part of the feedback system. 

Case Study #4 
Tucson District #1, Goal 4 

Individual 004 

This educator was a secondary school classroom teacher 

with five years of experience. 

The area of concern expressed by this educator was: 

to develop a program of student evaluation of student writing. 

The purpose of this program was to reduce the amount of time 

spent by the educator in grading writing assignments. 
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As each writing assignment was made, some teacher 

criteria for the expectations of the writing were listed on 

the board. Through class discussion, more criteria were 

listed. After the initial writing was completed, the stu

dents were assigned to a group of four. Using the listed 

criteria as a basis for judgment, each student in the 

group evaluated the assignment of the others. The students 

then rewrote the assignment. 

The educator noted that as the semester progressed, 

the criteria developed by the students became increasingly 

sophisticated, that students indicated growing awareness of 

their own writing skills and of the need to master more 

skills, and exhibited an increasingly positive attitude to

ward writing. While the educator did not spend less time 

grading writing assignments, she was able to deal with con

tent rather than focus on mechanical errors as she had done 

in the past. 

The educator saw this as a helpful process. She 

indicated that this formalized a process in which she had 

engaged in the past. She noted that the program as it was 

developed at this pilot school needed no modification. 



76 

Case Study #5 
Tucson District //l, Goal 6b: 

Individual 020 

The educator described in this study was a secondary 

school classroom teacher with four years experience. He had 

been in a team-teaching situation for his entire professional 

career and had functioned in a leadership role on the faculty 

council. 

The general concern selected by this educator and a 

team member at the beginning of the pilot study was to de

velop a diagnostic instrument for their subject area which 

was more efficient than the one presently in use. 

Their specific goal was: the development of a man

ageable objective diagnostic instrument with subjective 

backup questions. In clarifying this objective, the educator 

indicated that their goal was to develop an instrument that 

could easily pinpoint general areas of strengths and weak

nesses with specific diagnostic questions available for use 

as indicated in areas of weaknesses. 

Since the diagnostic work was underway at the time 

the pilot study started, the team decided to continue with 

the instrument already in use. The educator indicated that 

other problems became more pressing so that while their 

original concern is still viable, they had identified and 

completed work in another concern. 
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The second concern identified was the development of 

two individualized units to replace existing units in an 

elective program which both the students and teachers found 

unsatisfactory. These units were each designed to cover nine 

weeks time. The educator indicated satisfaction on the part 

of students and teachers with the new units. As evidence of 

this belief, he cited the following: 

1. A "more enthusiastic response" on the part of 
the students as they came to class. 

2. A greater willingness on the part of students 
in taking advantage of the learning environment. 

3. A greater productivity on the part of the stu
dents in terms of completed work. With the 
previous units, the average completion rate 
was five chapters per quarter period. With 
the new units, the average completion rate was 
seven chapter per quarter period with a greater 
number of activities required for each chapter. 

The educator indicated that much of the work involved 

in this development occurred during the time allowed for 

planning during the school day. 

When asked to identify the most helpful aspects of 

the "Feedback System" the educator noted that "the formaliz

ing of what we were already doing" was helpful. However, he 

felt that probably the single most helpful section to him 

was participation in the RUPS program. He felt that the 

problem solving skills learned during this workshop aided 

him in performing more effectively. 
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This educator felt that the change which would be 

most beneficial would be to provide greater structure during 

the initial stages. He felt this could best be accomplished 

by making available to faculties a RUPS or some similar pro

gram in effective communication and problem-solving skills 

as they enter this program. 

Case Study #6 

Tucson District #1, Goal 3 
Individual 030 

This educator was a secondary school classroom 

teacher. This was his second year in the profession. 

The concern selected by this educator at the start 

of the pilot study was: to improve the attitude of students 

toward mathematics by creating motivational activities and 

procedures for his classes. 

This concern was selected on the basis of educator' 

and students' statements that "students don't like mathe

matics." After giving the students an attitude inventory he 

intended to use as a pre-post measure, the educator dis

covered that the students he was working with this year had 

a very positive attitude toward mathematics. 

At this point, he changed his concern from attempting 

to change the students' behavior to trying to change himself. 

"In the beginning, I was looking for group or class activ

ities for us to do - getting them out of their seats...You 

i  I I 



don't have to have them that active. You don't have to have 

kids just talking back and forth. You can have kids at the 

board and in group discussions. You can have things classi

fied as traditional and make them just as interesting-the 

kids can be just as turned on by these as by other activ

ities . " 

At this point, the educator's concern became: to be 

more effective in methods with which he was comfortable. He 

worked on questioning techniques, more effective lectures, 

and "a sprinkling in of group activities." He will use the 

attitude inventory again at the close of the school year to 

determine if the attitude of the students remains high using 

this approach. 

At the time data were gathered, the educator was 

working on two new concerns. The first was to help students 

improve their reading skills in the content area. To do 

this, he took his classes to the library with the intent of 

having them select any book of their choice. As the semester 

progressed, he structured the program so that students selec

ted books in areas outside their main interest and read 

books in areas directly related to the content area with 

which the educator was concerned. Class time was provided 

for the students to read and the educator was taking univer

sity courses in reading to provide him with the necessary 
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skills to help the students. He was also using an informal, 

self-developed inventory to determine the student's feelings 

about this activity. 

The second concern on which the educator was working 

involved' classroom management. The educator taught in an 

open-space school. There were thirty-three students who 

were behavioral problems in a team situation. Hypothesizing 

that these behavioral problems might stem from an inability 

to function effectively in an open situation, the educator 

was working with them in a small area providing a very struc

tured program with the intent of moving them into a more 

open program as they are ready. 

Both of these new programs started within two weeks 

prior to the time the final data were gathered. Therefore, 

no substantiation of the effectiveness of the changes was 

possible for this study. 

The educator estimated that one to two hours per 

week in addition to the planning time at school were used in 

discussions about the changes. University courses were also 

taken to aid the educator. 

This educator was involved in the RUPS workshop. He 

felt that this was a most helpful aspect of the system. He 

also felt that another helpful aspect was the opportunity 

for self-examination. 

At the start of the pilot study, the faculty of which 

this educator was a member attempted to use the RUPS program 
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for one hour per week. The educator recommended that this 

not be repeated but rather that the workshop be completed in 

two week-end sessions, as was finally done. He also recom

mended that workshops in communication and problem solving 

skills be held at various times throughout the year so that 

educators could particpate at times when they felt it would 

be most helpful. 

His final comment was, "It's been good for me per

sonally. I was looking for something like this." 

Case Study #7 

Tucson District //I, Goal 7: 

Individual 027 

This educator was a secondary school classroom 

teacher with five years of experience. He was involved in 

a team in an open space school. 

The concern expressed by the educator was: to use 

all available resources to get explanations to students who 

don't read and to those who have severely limited basic 

skills. 

The specific change sought was to develop audio tapes 

which would help the students understand concepts covered 

in the text. 

At the time this data were gathered the educator 

had made some audio tapes but was not satisfied with them. 

The tapes produced so far had been useful with a few students 
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but not with others. He had used other techniques with those 

students having difficulty with basic skills and found them 

successful. At the start of the school year of 1974-1975, 

over 150 students were identified as not having the basic 

skills of addition and subtraction. Through the use of 

drill in these areas one day per week, all but twenty of 

these students had mastered these skills. Of these twenty, 

eighteen had mastered addition but not subtraction. He had 

used desk calculators, drill kits, and one-to-one interaction 

in this effort. 

The educator estimated that he had spent three or 

four hours a week in revising material, looking for new 

materials and looking for new ways to work with these stu-

dents. 

This educator was a member of the faculty which used 

the RUPS program as part of the pilot study. Although the 

educator had indicated his desire to participate in this, he 

was not able to do so because of a clerical error. This led 

him to feel as though he was no longer a part of the pilot 

study. The group who participated in the RUPS program in

tended to provide some of the processes involved in the pro

gram to educators on the faculty who were not able to partic

ipate. 

The educator did not feel the pilot study was helpful 

but noted that some of this feeling came from his perception 

of exclusion from the RUPS program. Prior to this time, he 
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had felt that the support received and the opportunity to 

communicate with other faculty members in the weekly meetings 

of the participants was helpful. 

A change suggested by this educator was to provide 

more structure at the start of the program and to have con

tinuing structure available throughout the program for those 

who would like it. He indicated that he was one who needed 

this continuing structure. 

Case Study #8 
Tucson District if 1, Goal 6a: 

Individual 056 

The educator described in this study was an elemen

tary school classroom teacher with four years experience. 

The general area of concern identified by this edu

cator involved the reading program in her classroom. The 

specific objectives were to obtain feedback on: whether 

individual needs were being met; whether appropriate skills 

were being developed; and whether the materials used were 

adequate. 

The plan developed by this educator to gather the 

appropriate feedback was: (1) to administer individual 

diagnostic tests for reading skills on a pre-post basis; (2) 

observation of a classroom with a program where students who 

were achieving below grade level were working independently; 

and (3) to be observed in her classroom by a reading 
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specialist. She selected a colleague as the facilitator with 

whom she would work. 

At the time this data were gathered, the educator 

had (1) administered the diagnostic instrument in the fall, 

(2) attended a state reading conference to gain new ideas 

for techniques to deal with her concern, (3) made an appoint

ment to visit a classroom where an individualized reading 

program was used with students achieving below grade level, 

and (4) made arrangements to have a reading specialist 

observe her classroom. 

The educator indicated that the most helpful aspect 

of the "Feedback System" was the awareness she developed 

after identifying her concern. She felt that this aided her 

in focusing her attention and energies toward finding a 

solution. 

No recommendations for change in the process were 

made by the educator but she did express a frustration with 

the delays in making some of the arrangements she had re

quested. The educator noted that greater structure at the 

start of the program and reminders that this was a pilot 

study would have lessened her frustration. She also indicated 

that expectations of the role of the individuals in the pro

gram might have been communicated more effectively. 

As the educator was preparing to do the Own Cate

gories Procedure at the time of the final data gathering, 
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she indicated apprehension concerning an evaluative inter

view with the building administrator which was to occur the 

following day. This apprehension might be reflected in the 

post data. 

Case Study $9 

Tucson District #1, Goal 9: 
Individual 026 

This educator was a secondary school classroom 

teacher with five years public school experience. She had 

also had one and one-half years of teaching experience in 

higher education. 

The concern expressed by this educator was: to moti

vate students to learn their multiplication tables and to 

work to improve their skill in the operation. 

The team with which this educator worked identified 

those students who needed special help in the basic arithme

tic skills. One day each week was devoted to special work 

in these skills. This educator worked with the group who 

needed improvement in multiplication. 

The plan developed by this educator to provide for 

student motivation was: notification of the parents of 

their child's weakness in this area; provision of a variety 

of activities for practice; and reward of those students 

who indicated they had mastered the required skills. 



The teacher noted that the letter to parents brought 

some response in the form of additional help and encourage

ment from the home. The variety of activities used to pro

vide practice included flash cards, audio tapes, paper and 

pencil activities, computer practice, small group work with 

the educator, and records. The rewards used when the stu

dents mastered the basic skills were mathematical games, 

movies and additional library time. 

The group with which the educator worked consisted 

of about 200 students at the start of the school year. At 

the time this data were gathered, there were about 7 0 stu

dents still in the group. The educator noted that in the 

preceding school year there were over 100 students remaining 

in the group at a comparable time. 

The educator had worked with the school district's 

mathematics coordinator for the secondary schools, a class

room teacher and was in the process of arranging to work 

with another classroom teacher. She had found the sugges

tions offered by these people helpful. She had also made 

plans to observe other classrooms. 

The opportunity to focus on a particular concern and 

identify means of solving the problem posed by this concern 

was felt to be helpful by this educator. The satisfaction 

she received from this focus allowed the educator to feel 

that she was making improvement in her professional perfor

mance . 
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The educator felt that providing more structure at 

the start of the pilot study would be of benefit. She did 

not feel that the amount of time spent in the RUPS program 

was necessary. The educator suggested that a summary of some 

of the ideas by someone who understood the program would be 

of greater benefit. She indicated that she understood the 

expectations for participants within the study so did not 

feel that this type of communication was a problem. The 

educator noted that she felt many of the problems she per

ceived resulted from the fact that the program was in a 

pilot study stage. 

Case Study #10 
Tucson District #1, Goal 2: 

Individual 019 

The educator described in this study was a secondary 

school classroom teacher with four years experience. All of 

his experience had been in a team within an open space 

school. 

The concern expressed by this educator at the start 

of the pilot study was: to help improve the ability of the 

lowest reading level students to deal with social studies 

concepts. These were students who could not decode two syl

lable words. 

This specific concern dealt with students who, even 

though they were able to "sound out" words, could put no 



visual images with the words. The task, as this educator 

saw it, was to help these students not only be able to decode 

words but to have an understanding of the meaning of the 

words they had decoded. This group of students involved 

about ten percent of the total group of 300 students with 

whom the educator worked. 

The plan developed by this educator and his team 

partner involved the use of audio tapes which dealt with 

small bits of social studies concepts. One example cited by 

the educator was a tape describing "tornado" as part of the 

larger concept of "weather." Through the use of listening, 

writing, reading, pictoral and verbal communication exer

cises, the students were led to perceive a visual image when 

they heard the word "tornado." Through the use of oral eval

uations, the educator could identify the growth of the stu

dents' reading ability and comprehension. 

Although this program was started during the first 

semester of the 1974-197 5 school year, progress was noted by 

the educator. As students evidenced ability to read and com

prehend the vocabulary necessary to deal with social studies 

concepts, they were moved into the regular program of in

struction. At the time this data were gathered, twenty 

eight of the original thirty students had been moved into the 

regular program. The educator stated that a different type 

of program was planned for further support and maintainence 

of skills developed by these students. 



89 

The educator indicated that the most helpful part of 

the pilot study was the time provided weekly to develop this 

program. The faculty of which this educator was a member 

utilized the first hour each day for staff development. 

Faculty steeri.ng committee and departmental meetings were 

held during this period. The one hour per week alloted to 

the "Feedback System" was considered of great value by the 

educator. 

A change recommended by the educator was to continue 

the program on a year round basis. He noted that summer 

would be a valuable time to develop curriculum or to hold 

workshops in communication and problem solving skills either 

for salary or university credit. 

Case Study #11 
Tucson District #1, Goal 9: 

Individual 0^9 

This educator was an elementary school classroom 

teacher. She had five years of professional experience. 

The concern expressed by this educator was: to make 

greater provision for individual differences in the mathema

tics program. She wanted to use a structure of three groups, 

shifting the students within groups as needed when new con

cepts were taught. 
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Presently the educator was moving all the student 

through the curriculum at the same rate. She used enrich

ment programs for students who mastered the concepts more 

quickly than the others. 

Although the educator had planned two observation 

visits to other classrooms in the district, she had to can

cel them for procedual reasons. The teacher expressed frus

tration at this. No progress had been made toward imple

menting the proposed changes. The educator noted that she 

was going to arrange for more visitations in the future. 

She indicated that, although no progress had been made, the 

mathematics program was still a concern. 

The educator noted that she felt the process of iden

tifying a concern and focusing energies on the solution of 

that concern could be helpful. She did feel that expecta

tions of the program had not been communicated clearly and 

that more structure was needed in the early stages. She also 

indicated that much of her lack of progress toward her goal' 

came because of the frustration caused by this lack of 

structure. As a result of communication within a few weeks 

prior to the data gathering, she had gained a greater under

standing of her role and intended to have her plan in opera

tion by the end of the 1974-197 5 school year. 
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Case Study $12 

Tucson District #1, Goal 2: 
Individual 061 

The educator described in this study was an elemen

tary school teacher with seventeen years of professional 

experience. 

The concern expressed by this educator at the start 

of the pilot program involved the amount and depth of mate

rial covered in the social studies curriculum of the grade 

which she taught. The specific problem on which she focused 

was: (1) should she "streamline better" so that students 

would receive an overview of all the concepts, or (2) should 

she "cut out" some of the material and go into greater depth 

on the material covered? 

The educator felt competent concerning her skills 

and knowledge in this area but was dissatisfied with the 

program she was using. The amount of pressure placed on the 

students by attempting to cover all the material in some 

depth was of great concern. At the same time, she felt there 

was basic knowledge needed by students which was not covered 

in other parts of the curriculum. 

Her decision was to "streamline" the material so 

that students could be provided with an overview of all con

cepts. During the last quarter of the school year, she would 



be using material which required synthesis and analysis on 

the part of the students using material covered earlier in 

the year. At this point, she would be able to determine 

whether her plan was successful. 

The educator indicated a certain amount of frustra

tion during the early stages of the pilot study. She did 

say that it was helpful to the extent that she made the nec

essary time to identify and analyze the discontent she had 

felt with her social studies program and to plan a program 

she felt would be more effective. 

She felt that more structure would have been helpful 

in the early stages of the program. She indicated that much 

of her frustration arrived from lack of knowledge about the 

expectations of her role within the program. 

Case Study #13 
Tucson District #1, Goal 1A: 

Individual 036 

This educator was an elementary school special 

teacher. She taught elementary school for six years, was 

out of the profession for fifteen years, and was now in her 

first year as a supporting teacher. 

The general area of concern selected by this educator 

at the start of the program was: to provide an appropriate 

instructional program when limited instructional materials 

were available. 
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The specific change which this teacher sought was to 

find a variety of ways to use inexpensive materials or mate

rials which she could construct. Although this teacher had 

an advanced degree in her special area, she felt "there were 

holes in terms of practical techniques and materials to use." 

Her plan to overcome this gap was to talk with ex

perienced teachers, district coordinators, and university 

faculty in her special area. 

The changes which occurred as a result of focusing 

on this concern were in terms of actual materials which had 

been constructed for use with students and knowledge of a 

variety of ways to use the materials. The educator stated 

she felt much more comfortable and competent to not only 

diagnose student needs but to provide materials and activ

ities to aid them. She had kept daily records of her work 

with each student. "I can look back and say, now I'm doing 

this and then I was doing that and this seems to be more and 

more effective." 

The educator had not kept records of the amount of 

time spent out of school working on this concern. She had 

spent time in the evenings and on week ends developing mate

rials. In addition, her husband had several years experience 

in the same area and provided a great deal of help "although 

it's hard to think of him as an expert." She had also spent 

time talking with the school counselor. 
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The aspect of the program the educator found most 

helpful was the reflection required to identify a concern and 

then to think about where help was available. 

Suggestions made by the educator to improve the pro

gram were (1) to help educators narrow their concern so that 

changes could be more effectively made, and (2) put proce

dures, answers to common questions, etc. "in black and white" 

so that reference to them could be easily made. 

The faculty of which this educator was a member, was 

the school in the study where no training in communication 

or problem solving skills was received. This was seen as a 

shortcoming by this educator. 

Case Study #14 
Tucson District #1, Goal 9: 

Individual 058 

The educator described in this study was an elemen

tary classroom teacher with seven years of experience. 

The concern selected by this educator was: to find 

materials and methods for teaching social studies and science 

concepts to children who read below grade level. 

The educator indicated that by using the available 

library resources and borrowing material from another ele

mentary library, she was able to locate material which 

covered the same concepts as the texts but with a vocabulary 

which met the needs of the students. She had also found 

materials through communication with teachers of younger 
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children. She had developed a bibliography of these re

sources and had also laminated some material for use in other 

school years. 

As a result of this, the educator had noticed less 

frustration expressed by students with below grade reading 

achievement. She indicated that there were less discipline 

problems and a greater willingness on the part of students 

to attempt new material then previously. 

The educator indicated that each year she identified 

an area of concern on which she worked. However, she felt 

that this pilot study was helpful because she went into this 

concern in greater depth than she had in previous years. 

She also indicated that she used a wider variety of resource 

persons than in previous years. 

A change which the educator recommended in the pro

gram was to have less group meetings and to make more pro

visions for individual conferences. She felt the individual 

needs of educators could be better met in this way. 

Case Study #15 
Tucson District #1, Goal 9: 

Individual 059 

The educator described in this study was an elemen

tary school classroom teacher with eighteen years of experi

ence. 
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The concern expressed by this educator was to meet 

the needs of students with below grade level achievement in 

reading. The specific questions which concerned this educa

tor were: 

1. How to develop independent work for students of 
below level reading achievement? 

2. Do the mechanics of reading need to be stressed 
in the intermediate grades? 

3. Should below grade level reading students be 
grouped? 

4. How can these students be involved in areas such 
as social studies? 

The plan developed by this educator to help answer 

these questions was to divide the class with whom whe was 

working into groups for reading on the basis of standardized 

reading achievement tests. With the students who were not 

achieving at grade level, she used a basal text. As she 

introduced a story, she discussed the new vocabulary, stres

sing the mechanics of reading. She assigned independent 

work on a short time basis providing the opportunity for 

self-checking. She listened to this group of six students 

read orally every other day. Periodically, she used resources 

from the library to have the students explore topics of 

interest to them. In the other subject areas, the students 

were grouped heterogeneously. At these times, the students 

helped each other with concept development and reading skills. 
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At the time data were gathered, the results of this program 

were not available although there was some indication that 

the students enjoyed this program. 

The educator noted that another concern on which she 

planned to work was classroom interaction. She had made 

plans for analysis of this. 

The educator indicated that this process was helpful 

to her. She did note a sense of frustration at the slowness 

of getting the pilot study under way but felt this could 

have been solved with greater communication. 

Case Study #16 
Tucson District #1, Goal 10: 

Individual 013 

The educator described in this study was a sec

ondary school classroom teacher with thirteen years experi

ence. She had taught at both the junior and senior high 

school levels. 

The area of concern selected by this educator was: 

learning to organize time, bodies, and materials for individ

ualized instruction in composition skill groups and reading 

level abilities. 

This educator selected three classes as experimental 

groups and one class as a control group. In the experimental 

groups, diagnostic essays were administered at the start of 

the year. On the basis of these essays, each class was 

grouped according to skill needs. The reading and 
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composition assignments for each group dealt with the same 

concepts but differed in expectations. As a result of work

ing with these individual groups, the educator noted that 

100 of the 120 students made "remarkable" progress. In the 

class used as control group, the educator also used the 

diagnostic essay but worked with the class as one group. 

Composition skill records were kept by all students in both 

the experimental and control classes. The progress made by 

the students in the control group was not as noticeable as 

in the experimental groups. In addition, there was an atti-

tudinal difference between the groups with the control group 

exhibiting boredom and/or frustration. 

While the educator indicated satisfaction with the 

results, she noted that she spent approximately 2 5 hours each 

week in preparing materials and grading the writing for the 

experimental groups. She also noted that the expenditure of 

energy in working with the individual groups was exhausting. 

She had modified the program for the spring semester of the 

1974-197 5 school year so as to be able to reduce the time 

spent on this outside the school day. 

The educator had worked with another educator in the 

development of this program. She had also searched profes

sional journals for ideas. 



99 

At the end of the school year, the educator will 

seek feedback from the students in the experimental groups 

as to their feelings about the program. 

The educator saw this program as helpful. She indi

cated that, although she constantly sought ways to improve 

her performance, without the impetus of the pilot study she 

would not have gone into the detail she did. She also saw 

as necessary the assumption of the responsibility for the 

improvement of professional performance by all educators. 

Case Study #17 
Tucson District /' 1, Goal 3: 

Individual 029 

This educator was a secondary school classroom 

teacher with fifteen years of experience in both the elemen

tary and secondary schools. 

The general area of concern selected by this educator 

was in the area of student teacher assessment. This was of 

immediate concern to the educator because he worked with two 

student teachers during the fall semester of 197 4-197 5. 

The specific changes the educator sought were: 

1. To develop an improved feedback system for 
student teachers. 

2. To develop an improved communication system 
between student teacher and cooperating teacher. 

In the previous semesters when this educator worked 

'with student teachers, he tended to "avoid any kind of con

frontation with the student teachers until the end of the 
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semester. The only reason I did it then was because I had 

to look at the evaluation sheets." When during the course 

of the semester, the student teachers would ask how they were 

doing, the educator was vague. "I realized I had to do some

thing better than that." When it was necessary to provide 

the university with recommendations, the educator could not 

supply supporting data. 

The procedure used by the educator this year was 

utilization of the evaluation forms provided by the univer

sity on a regular basis during the semester. At two-week 

intervals, the educator and the student teacher assessed the 

student teacher's progress using the evaluation forms as a 

guide. The educator provided the student teacher with sup

porting data for his assessments - both positive and nega

tive. Twice during the semester he asked each student 

teacher to do a self-assessment. The educator and the stu

dent teacher then resolved differences between the two assess

ments. Both student teachers reported to the educator that 

they appreciated the on-going communication although they 

had felt unfomfortable about it early in the semester. In

creased communication with the university representative 

concerning the student teachers was also a result of the 

educator1s concern. 

The educator estimated that he spent about 15 hours 

with each student teacher in the assessment process in 
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addition to observation time during the school day and one 

or two hours per week out of school. 

In assessing the helpfulness of the program, the 

opportunity to identify his own concern and to work at im

proving his professional performance in ways with which he 

was comfortable was seen as of prime importance. Participa

tion in the RUPS program was also seen as helpful. 

Recommendations made by this educator were not con

cerned with changes in the process. The first recommendation 

made was that the building administrator participate actively 

in all phases of the program. He felt that this would create 

a feeling of mutual trust between the administration and 

faculty. The other recommendation was that some form of 

training in communication and problem-solving skills be of

fered to all participants. 

Case Study #18 
Tucson District #1, Goal 6: 

Individual 0^5 

The educator described in this study was an elemen

tary school classroom teacher with twenty years of experience. 

The general area of concern selected by this educator 

was: to plan the reading program to more nearly provide for 

the reading levels of all the children in the group. 

The specific plan developed by the educator was: 

1. Screen each child's reading level. 

2. Re-group to meet their levels. 
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3. Find additional materials to meet their needs. 

With the aid of parents, the educator used informal 

reading assessments to identify the reading level of each 

child in the group. When that information was compiled, the 

educator noted that three groups were identified. One group 

was large enough that the educator decided to divide it, 

making a total of four reading groups. 

The educator noted that because of the abilities of 

her students the concern was not as great as she had thought 

it would be based on her previous experiences. 

One of the ways this educator was meeting the needs 

of her students was through creative writing. Parent helpers 

came into her room twice each week to spell words for the 

students. "The students can write anything if somebody will 

spell the words for them. They can even read them but if 

they know how to spell them, they'll make a story," 

The educator's perceptions of the program was that 

it was not helpful. "It depends on the individual. It 

could work if you decide to do something." This educator's 

initially expressed concern was more easily solved that she 

had anticipated. She then decided to focus her energies on 

preparing for another role in education by taking university 

courses. She did not see this concern as fitting within the 

framework of the feedback system. 
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A change which the educator suggested as necessary 

for the program was providing for more structure at the be

ginning. She perceived people as "floundering" and compared 

it to "turning students loose when they don't know what direc

tion in which to go." 

Case Study #19 
Tucson District #1, Goal 1: 

Individual 033 

The educator described in this study was an elemen

tary school administrator. He had twenty years experience in 

education with twelve of these years in administration. 

The concern identified by the educator was: to 

become more knowledgeable about the individualization of 

instruction philosophy and process so as to be a better re

source person to the staff. The educator had read widely in 

this area but did not feel competent to aid the faculty in 

implementing individualized programs. 

Many of the educators from this pilot school were 

concerned with developing programs to better meet the needs 

of individual students. This educator decided to involve 

himself with the various activities they engaged in during 

this pilot study. He attended meetings with resource persons 

and talked with educators after they had observed classrooms 

in other schools and visited resource centers. 

The educator noted that as a result of this he became 

aware that many of the educators within this school were 
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already individualizing their programs to a greater degree 

than either he or they realized. He indicated that other 

things of which he became aware were: that learning centers 

were a tool in individualizing and not synonymous with indi

vidualization; that the school needed "to move further down 

the road than I was thinking" and; that there we're many more 

materials available to help the educators provide for indi

vidual needs than he had been aware of. He indicated that 

his perspective had been broadened. As a result of reading 

literature in this area, he had conceived individualization 

of instruction as operating in a one-to-one relationship with 

every student. He now felt as though individualization of 

instruction meant coming closer to the student's operational 

levels but not the development of individual curricula for 

every student. The educator indicated that the next concern 

on which he wished to focus was the expansion of the mate

rials available to the classroom teachers with whom he worked 

to aid them in program development. He indicated that bud

getary restrictions would place some limitations on this 

expansion. 

The educator indicated that individually and in his 

role as an administrator he found this program helpful. He 

noted that through this pilot study opportunity had been 

provided to him to explore the area of his concern. He also 

indicated he sensed a greater satisfaction within the other 
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educators in this pilot school about their performance. The 

aspect of this program the educator found most helpful was 

the lack of guidelines and restrictions. He felt that this 

provided him with a new type of learning experience. 

A need noted by this educator was better identifica

tion procedures of educators skilled in various programs of 

individualization. Although some identification had been 

made, it was considered inadequate to meet the needs of the 

faculty of this pilot school. 

Case Study #20 
Tucson District #1, Goal 3C: 

Individual 013 

The educator described in this profile was a second

ary school classroom teacher with some administrative duties. 

He had twenty-three years of professional experience as 

classroom teacher and department chairman. 

The general area of concern this educator expressed 

at the start of the pilot study was: an inability to con

vince some below level juniors and seniors to work at im

proving their communication skills, particularly in writing, 

even to the point of dropping from class those not motivated, 

six such this year. 

The specific change sought by this educator was 

the modification of his approach to those who saw no purpose 

in learning how to write. The focus of this modification was 

his impatience with these students. 
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The educator noted that awareness of this impatience 

had led to some modification. In addition, an interaction 

analysis system (Ober, Bentley and Miller, 1971, p. 39) used 

with audio taping was selected by the educator as an instru

ment of feedback. The educator stated, "The awareness of 

this (sic-impatience) is the greatest step I can take." 

At the time the educator selected this concern, six 

students had withdrawn from the class. During the remainder 

of the semester there were three more withdrawals. The edu

cator indicated that this was a lower percentage than had 

been in the past. His major criteria as to the success of 

the plan was whether, at the end of the year, the students 

would still be in the class and had improved their writing 

skills. 

The educator felt that the self-examination he used 

in this pilot study was helpful. "To pinpoint the things 

that are getting in the way of doing an effective job" had 

been beneficial to him. 

Suggested changes involved administration of the pro

gram rather than in the process. He felt that more group 

meetings to share concerns and plans for change would have 

been helpful. He also noted that the university representa

tives acting as consultants to the pilot study appeared to 

have "been spread too thin." However, he said that he felt 
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this would be solved as people become more accustomed to 

working in this process and assumed more responsibility. 

Case Study #21 
Tucson District #1, Goal 2: 

Individual 0^6 

The educator described in this study was an elemen

tary school classroom teacher with six years experience. 

The concern identified by this educator was: to 

individualize the mathematics program in an attempt to make 

it creative, interesting and challenging. She wanted it to 

be focused on the discovery method with the opportunity for 

children to succeed as an integral part of the program. The 

educator had attempted an individualized program the prior 

year but was disappointed in it. 

As yet, no new program had been developed by this 

educator. She indicated that the type of program which in

terested her was one where the group worked together some of 

the time and in centers at other times. She planned to 

observe classrooms where this kind of program existed. 

The educator stated that she perceived the program 

as helpful. Although she had not as yet developed a program 

with which she was comfortable, she noted that this was her 

responsibility and she would continue to work to develop one 

with which she felt comfortable. She indicated that she 
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felt the greatest benefit came from the individual's oppor

tunity "to do things for themselves." She recommended no 

changes in the program. 

Case Study #22 
Tucson District #1, Goal 10: 

Individual 010 

This educator was a supporting teacher with twenty-

two years of experience in secondary schools. 

The concern identified by this educator was: to 

anticipate the needs (in terms of materials) of the teachers 

in the program. This educator had worked with this depart

ment for several years prior to moving to her present posi

tion. She spent the majority of her time preparing materials 

for the required courses. 

Her plan was to keep a record of the resources and 

materials which she located so that she could determine which 

were most helpful. She felt that because of her prior ex

perience materials could be prepared by her which focused on 

the particular curriculum of the required courses. She pre

pared tests, exercises, book reviews, and critiques in ad

vance of the time they were needed by the educators of this 

department. Research findings applicable to the particular 

curriculum program of this department were located by this 

educator. She had served as a resource person herself and 
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had located other resource people appropriate to the needs 

of the program. She perceived herself as being helpful to 

other educators in the department and did not anticipate 

needing to make many changes. 

She perceived this process as being more of a burden 

than as helpful. She felt that more structure might have 

lessened this. The educator indicated that greater struc

ture and more group meetings might have diminished the feel

ing of isolation she had. 

Case Study #23 
Tucson District #1, Goal 6: 

Individual 017 

This educator described in this study had seven 

years of experience in the secondary schools. He had been 

a classroom teacher and was now serving in a supportive role 

as a counselor. 

The concern expressed by this educator was: to be

come more open in working with other educators. He had iden

tified an individual outside the school district with whom 

he wished to develop a facilitative relationship. He wanted 

to get feedback as to whether his perception of self in his 

role as a counselor were congruent with other's perception 

of him. 

This educator was in the pilot school in which some 

of the faculty participated in the RUPS program. As a result 

of this, he did not work with the person originally selected 
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as a facilitator but used the faculty members who had been 

with him in that program. He did not use a formal procedure 

to gain this feedback but used informal means. He felt he 

gained a great deal from the non-structured experiences. 

He indicated that as a result of this feedback he 

was more aware of other educator's plans for students, their 

expectations of his role in these plans, and their percep

tions of him as a person with whom they worked. He indicated 

that this awareness was necessary for him to be effective in 

his role. He indicated that this concern was an on-going 

one. As people changed he saw it as necessary for him to be 

aware of their changed perceptions of him. 

He noted that he saw this program as helpful but felt 

that an initiating structure was necessary to provide educa

tors with an "opportunity for the process to occur." 

The educator felt that an in-service program in com

municative skills was necessary. He saw most educators hav

ing problem-solving skills but that "people were not able to 

confront others with feedback," He indicated that he felt 

maintenance and reinforcement programs of skills gained in 

these programs were necessary. He also recommended that 

building administrators participate in these programs. 



Case Study #2^ 
Tucson District #1, Goal 2: 

Individual 0*40 

The educator described in this study was an elemen

tary school classroom teacher with 2 5 years of experience. 

He had taught at both the elementary and secondary level. 

The concern identified by this teacher was: reducing 

tensions so that teacher-pupil and pupil-pupil relations 

would have a chance to develop. The educator indicated that 

some of the activites he had attempted involved the students 

in planning the classroom activities. He had also used a 

program of positive reinforcement for those students who 

abided by class rules. The educator indicated that while 

both these activities had some success, he was still not 

satisfied. He had not been able to identify whether the con

cern was caused by the structure within the school, the par

ticular group of children with whom he worked, or his own 

behavior. He noted that he perceived pressure on himself and 

that he might be "overly sensitive." He felt he was exer

cising greater control over the class than in previous years 

because of this perceived pressure. Although the data gath

ered by the educator were not complete, he indicated that 

temporary change had occurred. The educator planned to use 

video-taping procedures to analyze the interaction in the 

group. He also planned to use an attitude inventory to de

termine if the students perceived the tensions he felt. 
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The educator noted that he perceived the "Feedback 

System" as helpful because of the opportunity to focus on 

one concern. He indicated that one change he would recommend 

would be less group meetings and more informal sharing 

sessions. 

The data obtained for each participant in the Own 

Category Procedure administrations are shown in Tables 1 

to 24. 
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Table 1. Own Category Procedure Data for Individual 001 

PRE POST 

Inter- Inter-
Category Close mediate Distant Category Close mediate Distant 

1  4  2  1  
2  3  5  
3  1  

C r e a t i v i t y  4  2  7  

1 2  1 1  
2  2  1  
3  1 2  
4  2  5  
5  1  
6  3  
7  1  
8  1 2  

1  1 5  
2  1 1  
3  5  

D e p e n d e n c y  4  1 3  
5  1 1  
6  1  
7  4  1  

1  7  
2  1 4  
3  1  
4  2  4  
5  1  
6  1  
7  4  1  

1  2  - 3  
2  3  3  

C o n f o r m i t y  3  4  
4  4  3  
5  2  
6  1  

1  4  3  
2  2  4  
3  2  
4  2  3  
5  2  3  

1  2  2  
2  4  3  
3  3  
4  1  

C o m p e t e n c y  5  4  . 6  

1  4  
2  3  
3  •  2  
4  1  
5  4  
6  .  2  
7  1  
8  5  
9  1  

1 0  1 1  



114 

Table 2. Own Category Procedure Data for Individual 021 

PRE ' POST 

Inter- Inter-
Catep.ory Close mediate Distant Catur.ory Clone mediate Distant 

1  6  8  
2  5  6  

C r e a t i v i t y  

1  1  
2  3  1  
3  1  

4  1 2  1  

5  1 9  5  

1  5  3  
D e p e n d e n c y  2  2  5  

3  4  2  
4  1 3  

1  7  1  

2  2  2  1  
3  1  
4  4  4  3  

1  3  3  
C o n f o r m i t y  2  6  6  

3  4  3  

1  3  4  
2  6  1 0  2  

1  4  6  
C o m p e t e n c y  2  2  4  

3  3  3  
4  3  

1  5  4  

2  1 4  
3  5  6  
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Table 3. Own Category Procedure Data for Individual 028 

C r e a t i v i t y  

D e p e n d e n c y  

C o n f o r m i t y  

C o m p e t e n c y  

P R E  P O S T  

I n t e r  I n t e r 

C a t e g o r y  C l o s e  m e d i a t e  D i s t a n t  C a t e g o r y  C l o s e  m e d i a t e  D i s t a n t  

1  1  1  2  

2  5  1  2  1  
3  1  3  6  3  

4  1  4  1  3  

5  1  5  1  

6  1  6  1  

7  1  7  1  

8  8  2  

9  1  9  2  

1 0  2  3  1 0  1  

1 1  1  1 1  1  

1 2  1  
1 3  1  

1  H 1  3  5  3  

2  3  1  2  7  
3  2  3  3  1  
4  4  1  
5  1  5  1  

6  1  6  1  

7  3  1  7  2  
8  1  1  8  1  

1  •  2  1  1  3  1  

2  1  2  2  1  
3  1  3  1  1  

1  4  1  
5  2  1  5  3  

6  1  6  1  
7  1  1  7  1  
8  1  8  1  
9  1  9  2  2  

1 0  2  1 Q  1  

1 1  1  1  1 1  3  1  
1 2  1  1 2  1  
1 3  1  

1  
1 5  1  
1 6  1  
1 7  1  .  

1  1  1  U  

2  6  2  1  
3  2  3  5  

4  1  4  1  
5  2  5  1  
6  1  6  1  
7  2  7  2  
8  2  8  1  
9  2  9  2  

1 0  5  1 0  1  
1 1  1  1 1  6  
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Table 4. Own Category Procedure Data for Individual 00 4 

C r e a t i v i t y  

D e p e n d e n c y  

C o n f o r m i t y  

C o m p e t e n c y  

P R C  P O S T  

I n t e r  I n t e r 

C a t e g o r y  C l o s e  m e d i a t e  D i s t a n t  C a t e g o r y  C l o s e  m e d i a t e  D i s t a n t  

1  1  1  2  
2  5  3  2  1  
3  7  1  3  4  1  
4  2  4  4  1  
5  1  1  5  1  

6  1  

7  1  

8  1  

9  2  

1 0  2  1  
1 1  1  
1 2  2  2  
1 3  2  

1  1  1  1  
2  3  2  1  
3  6  1  3  3  

1  1  3  4  3  

5  1  5  4  
6  1  6  1  3  

7  2  1  7  1  
8  1  1  8  2  
9  1  1  9  2  

1 0  1  1 0  1  1  
1 1  1  

1 2  1  1  

1  2  1  1  
2  1  3  2  2  
3  1  3  3  1  
4  4  4  1  
5  2  5  1  
6  1  6  1  
7  2  1  7  1  
8  1  2  8  2  
9  2  • 9  1  

1 0  1  
1 1  2  1  
1 2  1  2  

1 3  1  
1 4  1  
1 5  1  
1 6  2  
1 7  1  

1  4  1  3  
2  1  5  2  2  1  
3  1  2  3  1  
4  1  4  2  
5  5  1  5  1  
6  4  6  1  
7  1  7  1  

8  2  
9  2  

1 0  1  
1 1  1  1  
1 2  1  1  
1 3  3  
1 4  1  
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Table 5. Own Category Procedure Data for Individual 020 

PRE POST 

Inter- ' Inter-
Category Close mediate Distant Category Close mediate Distant 

1  6  6  

C r e a t i v i t y  2  4  

3  3  6  

1 1 4  1  
2  5  7  
3  2  5  

1  2  6  
D e p e n d e n c y  2  5  1  

3  5  

4  4  2  

1  7  6  

2  1 3  
3  5  3  

1  4  5  
2  2  5  1  

C o n f o r m i t y  3  4  4  

1 4  5  

2  2  1  
3  3  3  
4  2  1  

5  2  2  

1  2  7  
C o m p e t e n c y  2  4  2  

3  3  3  
4  - 1  3  

1 6  9  
2  4  6  
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Table 6. Own Category Procedure Data for Individual 030 

PRE POST 

Inter- * Inter-
Category Close mediate Distant Category Close mediate Distant 

1  4  3  

2  6  
C r e a t i v i t y  3  2  5  

4  2  2  1  

1 1 6  1  

2  5  
3  1  

4  3  
5  1 4  

6  1 1  

7  1  

1  1 4  

2  6  1  
D e p e n d e n c y  3  3  4  

4  3  2  1  

1  6  
2  1 3  

3  2  4  

4  1  
5  4  1  

6  1  

7  1 1  

1  3  2  
2  4  
3  -  1  2  

C o n f o r m i t y  4  2  4  
5  1 3  

6  2  

7  1  

1 2  2  
2  3  1  

3  2  1  
4  3  

5  2  

6  1 2  
7  2  3  

8  1  

1  5  1  
2  1 8  

C o m p e t e n c y  3  2  

4  2  1  

5  4  
6  1  

1 3  3  

2  3  2  

3  1  
4  2  

5  1  
6  1 1  
7  3  5  
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Table 7. Own Category Procedure Data for Individual 027 

P R H  P O S T  

I n t e r -  .  I n t e r -
C a t e p . o r y  C l o s e  m e d i a t e  D i s t a n t  C a t e g o r y  C l o s e  m e d i a t e  D i s t a n t  

1  3  5  1  2  5  
2  6  4  2  1  

3  1 1 3  1  
C r e a t i v i t y  4  5  4  1  4  

5  4  3  

6 1 
7  1  

8 11 

17 17 
2 6 2 6 

D e p e n d e n c y  3  6  4  3  1 4  

4  1  4  1  

5  1  5  5  1  

1  2  4  1  2  3  
2  4  3  2  1  

C o n f o r m i t y  3  6  6  3  4  3  

4  4  5  

5  2  1  

12 13 
2 6 1 2 6 1 
3  5  3  5  

C o m p e t e n c y  4  1  4  3  

5  1  5  1 6  
6  3  

7  6  
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Table 8. Own Category Procedure Data for Individual 056 

PRE POST 

Inter- ' Inter-
Cateftory Close mediate Distant Category Close mediate Distant 

1  1 2  
2  4  
3  3  

C r e a t i v i t y  4  5  5  
5  1  

6  1 1  
7  1  

8  1  

1  2  
2  2  
3  2  5  

4  1  
5  1  

6  1 1  

7  2  5  
8  1 1  

9  1  

1  1  

2  1  
3  1  
U 2 3 

D e p e n d e n c y  5  2  1  

6  2  1  

7  5  
8  3  
9  "  2  

1 0  1  

1  3  

2  5  

3  1 3  

4  1  
5  1 1  
6  2  

7  5  2  
8  1  

1  1  
2  2  1  
3  3  

C o n f o r m i t y  4  2  2  

5  2  3  
6  1  
7  3  5  

1 2  4  

2  2  2  

3  1  

4  3  

5  2  2  
6  2  

7 .  2  3  

1  2  

2  2  1  
3  2  
4  5  

C o m p e t e n c y  5  5  1  

6  1  .  
7  1  
8  2  

9  1 . 2  

1 6  2  

2  2  
3  '  1  
4  4  

5  2  
6  1  
7  2  

8  1  
9  4  
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Table 9. Own Category Procedure Data for Individual 026 

P R E  POST 

Inter Inter
Category Close ned iatn Distant Category Close mediate Di stant 

1  1  1  1  

2  1  2  4  2  
3  4  1  3  1  1  
4  1  4  1  6  

5  1  5  1  
6  2  5  6  1  

C r e a t i v i t y  7  1  7  2  5  

8  1  
9  1  

1 0  1  
1 1  1  
1 2  1  
1 3  3  

1  3  4  1  3  

2  1  2  ' 4  
3  1  3  4  
4  1  4  3  4  
5  1  5  3  •  1  
6  1  6  2  

D e p e n d e n c y  7  2  7  1  
8  1  -

9  3  
1 0  3  

1 1  1  
1 2  2  

1 3  1  

1  1  1  •  3  1  

2  2  1  2  1  
3  1  . 3  4  3  
4  1  4  . 2  4  
5  1  3  5  1  

C o n f o r m i t y  6  1  6  1  
7  4  3  7  2  
8  1  • 8  1  
9  1  9  1  

1 0  1  1  1 0  1  
1 1  • 1  

1 2  1  1  

1  1  1  2  2  
2  3  2  2  4  2  
3  1  3  4  
4  1  4  2  
5  1  5  1  

C o m p e t e n c y  6  1  6  2  5  
7  3  7  1  •  
8  2  
9  1  *  

1 0  2  3  
1 1  1  
1 2  2  
1 3  1  
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Table 10. Own Category Procedure Data for Individual 019 

PRE POST 

Inter Inter
Category Close mediate Distant Category Close mediate Distant 

1  1  1  1  
2  3  2  1  1  
3  1  1  3  3  
4  1  1  4  6  6  
5  3  5  2  5  

Creativity 6  2  

7  2  
8  1  
9  1  

1 0  1  1  
1 1  3  
1 2  1  2  

1  4  1 2  4  1  4  1  
2  2  2  2  3  

Dependency 3  1  3  .  1  3  
4  1  
5  1  

1  •  8  3  1  1  
Conformity 2  3  3  1  2  6  4  

3  3  1  2  3  5  5  2  
4  1  4  1  1  

1  3  1  1  5  
Competency 2  1  2  2  2  

3  3  9  1  3  1  1  
4  3  3  4  6  9  
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Table 11. Own Category Procedure Data for Individual 049 

C r e a t i v i t y  

D e p e n d e n c y  

C o n f o r m i t y  

C o m p e t e n c y  

PRE POST 

Inter Inter

Category Close mediate Distant Category Close mediate Distant 

X  1  1  2  
2  1  2  2  5  

3  2  4  3  1  3  

1  4  5  4  
5  1  5  1  
6  2  6  1  
7  1  7  1  
8  3  

9  1  
1 0  1  1  
1 1  1  
1 2  1  1  

1  4  1  4  
2  3  3  2  3  

3  3  2  3  1  
4  1  2  4  3  4  
5  1  5  6  
6  3  6  1  1  
7  2  7  2  
8  _  1  

1  2  3  1  1  2  4  
2  1  2  3  3  
3  1  3  2  3  
4  2  4  4  1  1  
5  3  4  5  1  2  1  
6  1  6  1  1  
7  1  
8  1  
9  1  

1  1  1  4  1  
2  1  2  • 1  
3  2  3  1  
4  1  4  2  1  
5  1  5  1  
6  1  6  1  
7  1  7  1  
8  2  2  8  3  
9  " 1  9  1  

1 0  1  1 0  2  6  
1 1  2  
1 2  2  
1 3  1  6  
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Table 12. Own Category Procedure Data for Individual 061 

PRC POST 

Inter- Inter-
Category Close mediate Distant Category Close mediate Distant 

1  1 3  

2  1  
3  4  

4  5  
Creativity 5 2 2 

6  2  

7  1  
8  2  1  

9  1  

X  6  4  
2  3  6  

3  4  
4  1  

5  1  

1  6  

2  1 3  
3  1  

Dependency 4 13 

5  1  

6  3  
7  4  1  
8  1  

1  7  1  
2  1 5  

3  2  4  

4  4  1  

1  - 3  4  

2  2  3  
Conformity 3 4 4 

4  1 1  
5  1 1  

6  1  

1  4  
2  1 3  

3  4  1  

4  1 2  
5  1 3  3  

6  2  

1  6  1  

2  1  
3  1  

Competency 4 4 

5  2  

6  2  '  2  

7  1 1  
8  1 3  

1 6  6  

2  1  

3 .  1  
4  2  
5  3  
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Table 13. Own Category Procedure Data for Individual 036 

PKL POST 

Inter- Inter-
Catep.ory Close mediate Distant Category Close mediate Distant 

1  5  1  

2  2  1  
3  1 4  

C r e a t i v i t y  4  1 1  

5  1 4  

6  1  
7  2  

8  1  

1 2  4  1  
2  4  1  
3  5  
4  3  5  

1  1 4  
2  4  
3  3  

D e p e n d e n c y  4  1 1  
5  •  4  

6  2  

7  1 1  
8  3  

1 1 6  1  

2  2  1  
3  4  

4  1 4  
5  4  1  

1  1  3  

2  1 1  
' 3  2  2  

4  1 1  
C o n f o r m i t y  5  2  1  

6  2  

7  2  2  
8  2  

9  2  

1  1 1  

2  3  2  

3  3  2  

4  3  1  
5  .  2  

6  2  2  

7  1 2  

1  4  
2  2  1  •  

3  2  

4  .  3  
C o m p e t e n c y  5  2  

6  1  
7  2  2  
8  3  

9  •  2  1  

1  4  

2  2  3  
3  5  

4  3  1  
5  2  
6  5  
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Table 14. Own Category Procedure Data for Individual 0 58 

PRE POST 

. Inter- Inter-
Category Close mediate Distant Category Close mediate Distant 

1  1 2  
2  1 1  
3  1 1  

Creativity 4 11 

5  3  

6  3  

7  3  5  

B 2 

1 1 2  
2  1 2  

3  2  
4  2  1  
5  4  

6  1  
7  2  4  

8  1 2  

1  2  2  

2  2  
3  1 4  3  

• 4  1 1 1  
Dependency 5 3 

6  3  
7  2  

1  3  

2  1 4  3  

3  1  

4  1  

5  1  

6  1 3  
7  1  

8  1  1  

9  1  
1 0  1  

1  1 1  
2  3  

3  2  2  
4  2  2  

Conformity 5 11 

6  2  

7  1 1  
6  2  

9  1  2  

1  2  
2  2  2  

3  4  2  

4  1 1  

5  1 1  

6  1  
7  4  
8  2  
9  1  

1 0  1  

1 3  2  - 1  
2  3  1  2  
3  4  1  

H  3  
Competency 5 3 

6  2  

1 2  2  1  

2  3  

3  1  
4  1  

5  3  
6  2  

7  2  

8  2  5  

9  1  
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Table 15. Own Category Procedure Data for Individual 059 

C r e a t i v i t y  

D e p e n d e n c y  

C o n f o r m i t y  

C o m p e t e n c y  

PRE POST 

Inter Inter

Category Close mediate Distant Category Close mediate Distant 

1  1  1  2  

2  1  2  2  2  1  

3  4  3  3  

4  2  1  4  1  1  

5  2  2  5  1  

6  3  6  1  

7  2  1  7  1  4  

8  1  3  8  1  1  

9  2  
1 0  4  

1  1  2  1  3  

2  1  2  2  1  
3  1  3  1  2  

4  2  4  4  

5  2  1  5  3  

6  1  3  6  3  2  

7  2  7  2  

8  3  2  8  1  

9  4  9  1  

1  1  1  1  2  2  

2  1  I  2  2  

3  2  3  1  1  1  

4  1  2  4  1  3  

5  1  4  5  3  1  
6  3  3  6  2  

7  2  3  7  2  
8  2  2  

1  1  1  1  
2  1  2  2  1  
3  2  3  1  2  
4  4  4  3  
5  1  1  5  3  1  
6  3  6  1  
7  2  3  . .  7  2  

8  2  8  1  1  
9  S  9  1  3  

1 0  2  
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Table 16. Own Category Procedure Data for Individual 013 

PRE POST 

Inter- Inter-
Catepory Close mediate Distant Cn tegory Close mediate Distant 

1  5  4  1  

C r e a t i v i t y  2  1  5  5  

3  4  

1 6  5  

2  4  6  
3  5  

1  1  1 1  5  

D e p e n d e n c y  2  3  1  
3  2  

4  1 1  

1 1 7  4  

2  4  1  
3  5  2  1  

1  8  4 '  

C o n f o r m i t y  2  2  2  
3  6  3  

1 3  7  4  

2  2  4  
3  1 2  2  

1  6  7  

C o m p e t e n c y  2  4  

3  2  6  

1 6  8  
2  3  6  

3  2  

Table 17. Own Category Procedure Data for Individual 029 

PRE . POST 

Inter- Inter-
Catenory Close ir.cdj.ite Distant Category Close mediate Distant 

C r e a t i v i t y  J  '  *  "  
1  6  1 2  

2  1 6  

1  4  1 9  f i  
D e p e n d e n c y  £  2  1  

1 2  4  

2  4  9  6  

C o n f o r m i t y  J  ®  6  

2  6  5  
1 6  5  
2  8  6  

C o m p e t e n c y  2 & 4 6 1 6  9  

2 4 6 
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Table 18. Own Category Procedure Data for Individual 045 

P R E  P O S T  

I n t e r -
C a t e g o r y  C l o s e  m e d i a t e  

I n t e r -
D i s t a n t  C a t e g o r y  C l o s e  m e d i a t e  D i s t a n t  

C r e a t i v i t y  

D e p e n d e n c y  

C o n f o r m i t y  

C o m p e t e n c y  
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Table 19. Own Category Procedure Data for Individual 033 

PRE POST 

Inter- Inter-
Catepory Close mediate Distant Category Close mediate Distant 

1 3  2  1  
2  3  9  

Creativity 3 2 5 

1 2  3  1  

2  2  1  
3  1 4  

4  3  

5  1 2  1  
6  3  

7  1  

1 1 1  4  

2  7  
3  1 4  
4  4  1  2  

Dependency 

1  5  
2  3  2  

3  1  
4  3  
5  3  1  

6  1  1  

7  2  
8  2  

9  1  

1  4  5  

2  1  . 4  4  
Conformity 3 1 - 4 2 

1 2  3  

2  3 . 3  1  
3  5  5  

4  1  
5  1  

6  1  

1  6  8  

2  3  6  
Competency 3 2 

1 3  1  

2  4  

3  1 2  

4  2  2  
5 .  1  
6  4  5  
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Table 20. Own Category Procedure Data for Individual 013 

PRE POST 

Inter- Inter-
Category Close mediate Distant Category Close mediate Distant 

1  5  1  

C r e a t i v i t y  2  6  5  
3  3  5  

1 6  8  1  

2  3  
3  2  5  

1  4  2  

D e p e n d e n c y  2  2  2  
3  5  2  

4  6  2  

1 2  5  5  
2  1 7  
3  3  1 1  

1  3  5  

C o n f o r m i t y  2  3  4  
3  4  6  

1 2  5  
2  6  5  
3  4  2  1  

1  6  4  
C o m p e t e n c y  2  5  

3  4  

4  6  

1 5  5  

2  1 3  
3  5  6  

Table 21. Own Category Procedure Data for Individual 046 

PRE POST 

Inter- Inter-
Category Close mediate Distant Category Close mediate Distant 

1  5  9  
C r e a t i v i t y  2  1 1  

3  1  3  5  

1 5  5  

2  1 4  

3  1 1  
4  3  5  

1  8  6  
D e p e n d e n c y  2  3  4  

3  3  1  

1  7  6  
2  3  3  
3  3  3  

1  2  4  
2  3  

C o n f o r m i t y  3  4  3  

4  4  2  
5  2  1  

1 1 5  2  

2  1 1  
3  3  

4  3  
5  2  1  

6  3  3  

1  4  3  
2  4  

C o m p e t e n c y  3  2  2  

4  4  - 1  
5  3  3  

1  4  6  
2  2  3  

3  3  2  

4  1 4  
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Table 22. Own Category Procedure Data for Individual 010 

Creativity 

Dependency 

Conformity 

Competency 

P R E  P O S T  

I n t e r  I n t e r 
C a t e g o r y  C l o s e  m e d i a t e  D i s t a n t  C a t e g o r y  C l o s e  m e d i a t e  D i s t a n t  

1  2  2  1  2  1  
2  5  1  2  2  1  
3  4  3  3  
4  1  3  4  1  
5  1  b  1  5  1  1  

6  1  2  1  
7  1  1  3  

8  1  

9  1  

1 0  1  

1  7  1  1  1  1  
2  1  2  3  

3  2  3  3  5  1  
4  2  1  4  4  2  
5  2  1  1  5  3  
6  4  6  1  4  

1  2  1  1  2  4  
2  3  5  2  2  1  
3  2  2  3  1  5  5  
4  2  3  4  1  1  1  
5  2  3  5  1  

6  1  

1  2  1  4  3  
2  2  2  2  3  
3  2  4  3 "  2  1  
4  3  4  3  
5  3  5  1  1  
6  6  4  6  1  4  
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Table 23. Own Category Procedure Data for Individual 017 

PRE POST 

Inter- Inter-
Category Close mediate Distant Category Close mediate Distant 

1  1  
2 . 6  3  

C r e a t i v i t y  3  1  

4  3  4  
5  5  

6  1 1  

1 6  4  1  
2  3  

3  4  
4  2  5  

1  4  2  
D e p e n d e n c y  2  3  9  

3  4  
4  3  

1 4  1  
2  2  1 3  5  

1  6  

2  1 1  

3  2  4  
C o n f o r m i t y  4  4  1  

5  2  

6  1 1  

7  "  1  
8  1  

1  6  1  

2  2  4  
3  4  5  

4  2  1  

1 6  5  
C o m p e t e n c y  2  1  

3  4  

4  3  5  
5  1  

1 6  7  

2  2  3  
3  3  3  

4  1  
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Table 24. Own Category Procedure Data for Individual 040 

P R E  P O S T  

I n t e r -  I n t e r -

C a t e g o r y  C l o s e  m e d i a t e  D i s t a n t  C a t e g o r y  C l o s e  m e d i a t e  D i s t a n t  

C r e a t i v i t y  D a t a  n o t  a v a i l a b l e - '  
1  4  3  

2  1 5  

3  5  4  1  
4  2  

D e p e n d e n c y  D a t a  n o t  a v a i l a b l e *  

1  1  
2  1  
3  7  1  
4  3  1  
5  2  3  

6  2  

7  1 1 2  

C o n f o r m i t y  D a t a  n o t  a v a i l a b l e *  

1  1 4  

2  1 4  
3  3  2  

4  1 3  2  
5  1 2  

6  1  

C o m p e t e n c y  D a t a  n o t  a v a i l a b l e *  

1 6  3  

2  3  
3  3  

4  2  

5  1 6  
6  1  

*  D i d  n o t  c o m p l e t e  t h e  O v m  C a t e g o r y  P r o c e d u r e  p r i o r  t o  t h e  P i l o t  S t u d y  



135 

Analysis of the Data 

Hypothesis 1 

There will be a positive change in the category of 

attitude or behavior which the educator selected as a focus 

of feedback and measured by an instrument chosen by the 

educator. The hypothesis was supported by the findings. 

1. Seventy-five percent of the sample reported 

changes and cited data which supported this 

report. 

2. Nine percent of the sample reported changes 

but indicated final data would be gathered 

at the end of the 1974-197 5 school year. 

3. Sixteen percent of the sample reported no 

change had occurred. 

Hypothesis 2 

The individual educator will report the facilita-

tive process as helpful to the improvement of his profes

sional performance. The hypothesis was supported by the 

findings. 

1. Eighty-seven percent of the sample reported they 

perceived the facilitative process as helpful 

to the improvement of professional performance. 
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2. Thirteen percent of the sample reported they 

did not perceive the facilitative process as 

helpful to the improvement of professional per

formance . 

Hypothesis 3 

The individual educator will perceive himself as 

more competent relative to his selected category of atti

tude or behavior as measured by the Own Category Procedure 

as shown in Tables 25-28. The hypothesis was not supported 

by the findings. 

1. Twenty-six percent of the sample reported per

ceptions of greater competency. 

2. Eight percent of the sample reported percep

tions of lesser competency. 

3. Sixty-six percent of the sample reported no 

change in perceptions of competency. 

4. Seventeen percent of the sample reported per

ceptions of competency as increasing in impor

tance . 

5. Seventeen percent of the sample reported per

ceptions of competency decreasing in importance. 

6. Sixty-six percent of the sample reported no 

change in perceptions of importance of compe

tency. 
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Table 25. Data from Own Category Procedure: Own Position 
for Each Participant on Pre- and Post Reports 

Case Competency Creativity Dependency Conformity 
Number Pre Post Pre Post Pre Post Pre Post 

001 C c C c D I" I c* 
021 C c C J }'( I I I c* 
028 c c C c I I I I 
004 c c C c I I I I 
020 I c* C J i: is I I D c* 
030 c c C J i: S'C D I* I c* 
027 c c D D I I I I 
056 I C" C C I I I C" 
026 I C" C C C D" " C f A A 

019 D D C x * " I C* I I 
049 C C D D I I C C 
061 C c C T A A I D*& I I 
036 C c I I I I I I 
058 I c* I I D D c c 
059 C T A A 1" " D c* I I I c* 
013 C c C c I D*A I D-" 
029 C c c c I I D c-
045 D c* I c* I I I c* 
033 c I " " I c* D I* C C 
012 c c I c* I D** I I 
046 c c c c D D D I" 
010 I c* c -r a a I I D C" 
017 c c c c I c* D I* 
040 - c — I — I — D 

C = Own Position Close to Construct 
I = Intermediate Own Position 
D = Own Position Distant from Construct 
* = Movement Toward Construct 
S'CJV = Movement Away From Construct 
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Table 26. Data From Own Category Procedure: Importance 
of Personality Constructs for Each Participant 
on Pre- and Post-Reports 

Case Competency Creativity Dependency Conformity 
Number Pre Post Pre Post Pre Post Pre Post 

001 5 10** 4 8 * * 7 7 6 5* 
021 4 2 2 5 * * 4 4 3 2 
028 11 11 13 11 8 8 17 12* 
004 7 14-" 5 13*" 10 12 9 17** 
020 4 2 3 3 4 3 3 5 
030 6 7 4 J A .»« 4 7* 7 8 
027 7 5 4 8 * * 5 5 3 5 
056 9 9 8 9 10 8 7 7 
026 13 7- 13 7 * 13 7 * 12 10 
019 4 4 12 5* 5 3 4 4 
049 13 10* 12 7* 8 7 9 6* 
061 8 5* 9 5* 8 4* 6 6 
036 9 6* 7 4* 8 5* 9 7 
058 6 9** 8 7 7 10* 9 10 
059 9 10 8 10 9 9 7 8 
013 3 3 3 3 4 3 3 3 
029 2 2 2 2 2 2 2 2 
045 2 3 4 3 3 4 3 3 
033 3 6 * * 3 n A / 4 9** 3 6** 
012 4 3 3 3 3 3 3 3 
046 5 4 3 4 3 3 5 6 
010 6 6 5 10** 6 6 5 5 
017 5 4 6 4 4 2 8 4* 
040 - 4 - 7 - 6 — 6 

* = Movement toward importance of construct to individual 
** = Movement away from importance of construct to individual 
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Table 27. Sununary Data from Own Category Procedure: 
Movement in Own Position on Construct Continuum 

Competency Creativity Dependency Conformity 

Change Toward 
Construct 26% 18% 22% 48% 

Change Away 
From Construct 8% 25% 17% 9% 

No Change in 
Position 66% 57% 61% 43% 

Table 28. Summary Data from Own Category Procedure: 
Movement in Degree of Importance to Individuals 
of Personality Constructs 

Competency Creativity Dependency Conformity 

Increasing 
Importance 17% 22% 13% 17% 

Decreasing 
Importance 17% 30% 13% 9% 

No Change 66% 48% 74% 74% 



Hypothesis 4 

The individual educator will perceive himself as 

more creative relative to his selected category of attitude 

or behavior as measured by the Own Category Procedure as 

shown in the previous tables. The hypothesis was not 

supported by the findings. 

1. Eighteen percent of the sample reported per

ceptions of greater creativity. 

2. Twenty-five percent of the sample reported per

ceptions of lesser creativity. 

3. Fifty-seven percent of the sample reported no 

change in perceptions of creativity. 

4. Twenty-two percent of the sample reported per

ceptions of creativity as increasing in impor

tance. 

5. Thirty percent of the sample reported percep

tions of creativity as decreasing in importance. 

6. Forty-eight percent of the sample reported no 

change in their perceptions of the importance 

of creativity. 

Hypothesis 5 

The individual educator will perceive himself as 

less dependent relative to his selected category of atti

tude or behavior as measured by the Own Category Procedure 
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as shown in the previous tables. The hypothesis was not 

supported by the findings. 

1. Twenty-two percent of the sample reported per

ceptions of greater dependency. 

2. Seventeen percent of the sample reported per

ceptions of lesser dependency. 

3. Sixty-one percent of the sample reported no 

change in perceptions of dependency. 

4. Thirteen percent of the sample reported per

ceptions of dependency as increasing in impor

tance . 

5. Thirteen percent of the sample reported per

ceptions of dependency as decreasing in impor

tance . 

6. Seventy-four percent of the sample reported no 

change in their perceptions of the importance 

of dependency. 

Hypothesis 6 

The individual educator will perceive himself as 

less conforming relative to his selected category of atti

tude or behavior as measured by the Own Category Procedure 

as shown in the previous tables. The hypothesis was not 

supported by the findings, 

1. Forty-eight percent of the sample reported per

ceptions of greater conformity. 
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2. Nine percent of the sample reported percep

tions or lesser conformity. 

3. Forty-three percent of the sample reported no 

change in perceptions of conformity. 

H. Seventeen percent of the sample reported per

ceptions of conformity as increasing in impor

tance . 

5. Seventeen percent of the sample reported per

ceptions of conformity as decreasing in impor

tance . 

6. Sixty-six percent of the educator reported no 

change in perceptions of importance of confor

mity. 

Summary 

The data gathered during this study were presented 

in individual case studies for each member of the sample. 

Included in each case were changes which occurred in the 

categories of attitude or behavior selected by the educator, 

the perceptions of the educator as to the helpfulness of 

the facilitative process in the improvement of his profes

sional performance, changes recommended by the educator in 

the "Feedback System for the Improvement of Professional 

Performance," and data from the Own Category Procedures. 
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As noted earlier, statistical treatment of the data 

was not possible. Summary totals indicated that positive 

changes occurred in the categories of attitude or behavior 

selected by the educator in a majority of the sample; that 

a majority of the educators perceived the facilitative 

process as helpful in the improvement of their professional 

performance; that little change occurred in the perceptions 

of the majority of educators relative to the constructs of 

competency, creativity, and dependency, and; a plurality 

of educators perceived themselves as moving in the direc

tion of greater conformity. 



CHAPTER VI 

SUMMARY AND RECOMMENDATIONS 

This study examined changes which occurred in atti

tudes or behaviors when educators participated in a facil-

itative process for the improvement of professional perfor

mance . 

Summary 

Theoretical Basis 

The phenomenological system of individual psychol

ogy was accepted as the theoretical framework for this 

study. Within this framework, the self-concept was seen as 

the determinent of behavior. The self-concept was all those 

perceptions an individual held about himself, some of which 

were more central than others. Those which were more cen

tral were long enduring and difficult to change. There 

appeared to be a need to maintain the organization and 

integrity of these central perceptions which were known as 

the phenomenal self. As a result of this need, there was 

a tendency to remain unaware of, or to reject emotionally, 

data which were inconsistent with the perceptions of the 

phenomenal self. Perceived threat might have distorted the 

144 
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perceptual field so as to produce a degree of tunnel-

vision. When this occurred, there was a further narrowing 

of the data perceived by the individual (Combs and Snygg, 

1959). 

Evaluation 

Traditional evaluation practices, when viewed from 

a phenomenological framework, did not appear to lend them

selves to the improvement of professional performance. 

Since research on teaching behaviors had not established 

those behaviors which were effective in all situations, 

judgments by evaluators concerning effective teaching be

haviors were made from the point of view of the individual 

evaluator. Those behaviors indicated by an evaluator as 

needing improvement were not always congruent with areas 

in which the individual educator felt a need for improve

ment. In addition, a major purpose of evaluation practices 

was to provide data concerning the retention or dismissal 

of educators (Knezevich, 1969). Consistent with the phenom

enological view that (1) lasting change in attitude or be

havior occurred when an individual perceived a need to 

change, and (2) perceived threat might distort the percep

tual field so as to cause tunnel-vision, traditional eval

uation practices were, therefore, often perceived by educa

tors as a hindrance to rather than an enhancement of im

provement of professional performance. The evaluation 



14 6 

system examined in this study proposed that improvement of 

professional performance occurred when an individual educa

tor identified an area of concern about his professional 

performance and developed a plan for change in an environ

ment from which as much external threat as possible was 

removed. 

The Research Design 

The pilot test which this study described took place 

in Tucson School District Hi. Faculty members from three 

schools volunteered to participate in the pilot study. An 

applied research design (Ebel, 1967) was selected as being 

consistent with the theoretical framework of the study. 

Three levels of data were sought. The first level 

allowed the individual educator to compare his intent with 

the outcomes achieved. The second level was formative data 

designed to modify the evaluation system so as to increase 

its effectiveness. The third level provided the school 

district in which this study was conducted with data on 

which a decision could be made as to whether an extension 

of the program was desirable. 

Consistent with the phenomenological system, these 

data were sought from the point of view of the participants 

in the study. Individual interviews were held with each 

member of the sample. In these interviews, each individual 

was asked to report: (1) the specific change he desired in 
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his professional performance; (2) the plan for change he 

developed; (3) changes which had occurred as a result of 

his plan with data which supported these changes; (4-) his 

perceptions as to whether the system was helpful to the im

provement of his professional performance; and (5) modifi

cations which would help the effectiveness of the system. 

In addition, all participants were asked to undertake the 

Own Category Procedure (Sherif and Sherif, 1967) at the 

start of the pilot test and again during the individual 

interview. The data from this procedure were designed to 

provide a report on the educator's perceptions of self rela

tive to the constructs of competency, creativity, depen

dency, and conformity. 

"Feedback System for the 
Improvement of Professional 
Performance" 

As indicated earlier, the phenomenological system 

provided the framework which the program described in this 

study was developed. The teaching-learning process was seen 

largely as a process of interaction between students and 

educator. For the quality of the interaction to be changed, 

change had to occur in the behavior of the participants. 

But, the only access the educator had to the interaction 

was through his own behavior (Allen, Barnes, Reece and 

Roberson, 1970). The phenomenological reference implied 
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that for lasting change to occur, the individual must have 

perceived a need to change in an environment in which exter

nal threat was minimized (Combs and Snygg, 1959). 

The "Feedback System for the Improvement of Profes

sional Performance" was developed so that each participant: 

1. Identified an area of concern about his profes

sional performance. 

2. Developed a plan which allowed the specific 

changes desired to occur. 

3. Selected individuals who functioned as resource 

persons. 

4. Selected instruments and agents as sources of 

feedback which were appropriate to the desired 

change. 

5. Developed a plan for comparing objectives with 

results. 

While it was recognized that the population of the 

study was of a volunteer nature and the results could not be 

generalized, the following hypotheses were supported by the 

findings. 

Hypothesis 1. There will be a positive change in 

the category of attitude or behavior which the educator 

selected as a focus of feedback and measured by an instru

ment chosen by the educator. 



149 

Hypothesis 2. The individual educator will report 

the facilitative process as helpful to the improvement of 

his professional performance. 

The following hypotheses were not supported by the 

findings of this study: 

Hypothesis 3. The individual educator will perceive 

himself as more competent relative to his selected category 

of attitude or behavior as measured by the Own Category 

Procedure. 

Hypothesis *4. The individual educator will perceive 

himself as more creative relative to his selected category 

of attitude or behavior as measured by the Own Category 

Procedure. 

Hypothesis 5. The individual educator will perceive 

himself as less dependent relative to his selected category 

of attitude or behavior as measured by the Own Category 

Procedure. 

Hypothesis 6. The individual educator will perceive 

himself as less conforming relative to his selected category 

of attitude or behavior as measured by the Own Category 

Procedure. 
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Recommendations 

Modifications to 
the Program 

Data which focused on formative evaluation of the 

program were generally related with modifications to the 

procedural matters of the pilot test rather than to the pro

cess identified in the "Feedback System for the Improvement of 

Professional Performance." The recommendations for modifica

tions were as follows: 

1. Provide an opportunity for educators to partici

pate in programs which focus on increasing com

munication and problem-solving skills. These 

programs would be of greatest benefit to the 

educators if they were concentrated over a short 

period of time. 

2. Provide participants with an initiating struc

ture, which will help them clarify their role 

within the program. Since this concept of eval

uation differs from existing practices, the 

sense of frustration expressed by many partici

pants might be lessened if they had a better 

understanding of what will be expected of them 

in the program. 

3. Provide a balance between group meetings and 

time for individuals to work on their own con

cerns. While group meetings could be used to 
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provide support and to share concerns i time 

should be allotted for individuals to work with 

consultants and resource persons with skills par

ticular to their concern. 

4. Establish procedures for periodic reporting by 

the educator of progress toward the desired 

change. With mutual agreement as to the method 

used, the building administrator should be in

formed of the general area of concern identified 

by the educator and of the progress toward the 

desired change. 

5. Develop and test programs specifically focused 

on the facilitative role. In addition to the 

programs available to all participants in com

munication and problem-solving skills, longer 

term programs aimed at aiding individuals in 

establishing effective helping relationships 

(Combs, Avila, and Purkey, 19 71) should be estab

lished. 

6. A cadre of educators with skills in helping 

educators clarify concerns so as to establish 

manageable objectives should be developed in 

each building. When objectives are vague and un

wieldy, frustration could occur. 
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7. Provide opportunities for participants to gain 

knowledge of and skills in using various feedback 

instruments and appropriate feedback agents. At 

the same time, feedback instruments and agents 

appropriate to different concerns should be ex

plored . 

Future Research 

Although the three components of the "Feedback 

System for the Improvement of Professional Performance" were 

identified, this study described a pilot test of only the 

experienced educator component. Using the data gathered 

during this test to make modifications in the program, a 

longitudinal study of this component should be undertaken. 

At the same time, the total "Feedback System" should 

be examined in terms of meeting the requirements of HB 2064 

(Arizona State Legislature, 1974). In addition to this, the 

beginning educator component should be further developed and 

field tested relative to meeting the requirements of the In

tern Policy (Arizona State Board of Education, 1974). While 

improvement of professional performance should be the primary 

purpose of an evaluation system, there will, inevitably, be 

some educators who will be unable to utilize the opportuni

ties offered by the "Feedback System" or who feel the need 

for specialized retraining. The development and field test

ing of the educator retraining component of the program 
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should be given high priority in future research. Studies 

using a randomly selected population should be conducted for 

all these components so that findings might be generalized. 

The Own Category Procedure instrument developed by 

the researcher to examine perceptions of specific personality 

constructs should be further studied. 

Reflections and 
Speculations 

Whitehead (1933, p. 279) said, "The world dreams of 

things to come, and then in due season arouses itself to 

their realization." Using this statement as a rationale for 

reflection and speculation, the writer presumptuously in

cluded this final section. 

After two years of "living with" the program on which 

this study was based, there were, inevitably, speculations 

which occurred to the writer. The following are raised for 

consideration by the reader. 

If educators who operate in the various roles within 
education internalize the concept of the "Feedback 
System" will it affect the hierarchical relationships 
between administrators and classroom teachers? If so, 
how? 

If the concept of this evaluation system is accepted 
and becomes operational in relationships between 
educators, will it affect the hierarchical relation
ships between educators and students? If so, how? 

Many educators expressed a sense of frustration at the 
"lack of structure" perceived in the "Feedback System." 
(Was this reported frustration actually caused by the 
educators' inability to define their role within a 
program which is conceptually different from other 
evaluation programs? If this is not the problem, 
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what is?) Does this sense of frustration with the 
perceived "lack of structure" inhibit or enhance 
change? 

Unreported data from the Own Category Procedure in
dicated a movement in the direction of increased con
formity by 48% of the sample. Was this caused by the 
necessities of operating within an institution? Does 
the perceived "lack of structure" lead people to per
ceive themselves as conforming to the existing organ
izational structure? Can this sense of frustration 
with "lack of structure" be caused by a fear of 
facing the unknown? If so, does a sense of frustra
tion when facing the unknown cause a retreat toward 
the known? 

The assimilation-contrast model of social judgment 
which served as a basis for the Own Category Proce
dure consists of both a cognitive and a motivational 
principle. The motivational principle dealt with the 
importance of the attitude to the individual. A 
cursory examination of unreported data from the Own 
Category Procedure indicated that some individuals 
who perceived themselves as competent perceived the 
attitude as important to them while others perceived 
the attitude as less important to them. Almost all 
those who perceived themselves as incompetent per
ceived the attitude as important to them. What is 
the implication of this? 

Consistant with the phenomenological basis, many 
educators selected concerns which dealt with exter
nal changes such as curriculum programs. As educators 
become more familiar with the program, would they be
come more capable of dealing with internal change? 
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I I . (J .  2064 H Effect ive August  9 ,  197^* 

State  of  Arizona 
House of  Representat ives  
Thir ty-f i rs t  Legis la ture  
Second Regular  Session 

CHAPTER GO 

HOUSE BILL 2064 

AN ACT 

RELATING TO EDUCATION; PROVIDING FOR CONTRACTS FOR PROBATIONARY OR CONTINUING 
TEACHERS, PROVIDING PROCEDURES FOR DISMISSAL OF CONTINUING TEACHERS, HEARI' .CS 
AND APPEALS; PROVIDING FOR TEACHER ASSESSMENT AND EVALUATION, AMENDING SECTION 
15-252,  ARIZONA REVISED STATUTES; REPEALING SECTIONS 15-253 THROUGH 15-256 ,  
AND SECTION 15-259,  ARIZONA REVISED STATUTES, AMENDING TITLE 15,  CHAPTER 2 ,  
ARTICLE 3 ,  ARIZONA REVISED STATUTES, BY ADDING NEW SECTIONS 15-253 THROUGH 
15-255 AND SECTIONS 15-262 THROUGH 15-265,  AND A.ENDING TITLE 15,  CHAPTER 2 ,  
AR1ZUNA REVISED STATUTES, BY ADDING ARTICLE 4 .  

1  Be i t  enacted by the Legis la ture  of  the State  of  Arizona:  
2  Sect ion 1 .  Sect ion 15-252,  Arizona Revised Statutes ,  i s  amended to  
3  read:  
4 15-252.  Contracts  for  probat ionary or  cont inuing teachers ,  not ice  
5  • for  probat ionary teaci ier  ter imnat ion 
6  A.  Subject  to  the provis ions of  seet-foi i  SECTIONS 15-253,  15-254,  
7  15-255 and 15-257,  the GOVERNING BOARD SHALL, BETWEEN MARCH 15 AND MAY 15,  
ci  OFFER A TEACHING contract  of-ei '^ loycent-ef-a-probat i -eRapy-of-eeBti-RuVHg 
9 teaehei , -40r-a-5el iQo}--yeai , -sha}4-fc>e-( ieep«id-aut3P:<i t ieal4y-Ker. '»wee for  tne next  

10 ensuing scnool  year  TO EACH PROBATIONARY TEACHER AND A CONTRACT RENEWAL FOR 
11 EACH CONTINUING TEACHER UNDER A CONTRACT OF EMPLOYilEIIT WITH THE DISTRICT FOR 
12 THE CURRENT SCHOOL YEAR, unless ,  on or  before  nareh APRIL 15 i -wteaiately 
13 pi»eGeedwig-feh9-ensniHg-seh69l--yea!*T the sehael-  GOVERNING board,  a  r . ier . t ier  
14 thereof  act ing on behalf  of  the board,  or  the superintendent  of  the school  
lb  dis t r ic t ,  gives  not ice  to  the PROBATIONARY teacher  of  the termi-Rat i -eR-ef-his  
16 BOARD'S INTENTION NOT TO OFFER A TEACHING contract  OR RENEWAL THEREOF OR IN 
17 THE CASE OF A CONTINUING TEACHIR, UNLESS SUCH TEACHER HAS BEEN DISMISSED 
18 PURSUANT TO THIS ARTICLE. The probat ionary or  cont inuing teachep-shaH 
19 <Ftdieafce TEACHER'S acceptance of  the contract  for  the ensuing year  MUST BE 
20 INDICATED WITHIN THIRTY DAYS AFTER RECEIPT OF THE CONTRACT OP. CONTRACT RENEWAL 
21 by s igning and re turning the contract  or  by an acceptance in  wri t ing wnicn i s  
22 del ivered to  the seheel  GOVERNING board withvn-thi-r ty-days-af tep-reeeipt-ef-sbe 
23 eentcaefe  OR THE OFFER OF CONTRACT OR CONTRACT RENEWAL IS REVOKED. 
24 B. Notice of  fcepminafci-eR-ef-eeRtreei  THE BOARD'S INTENTION NOT TO RE-
25 EMPLOY A PROBATIONARY TEACHER shal l  be by del iver ing i t  personal ly  to  the 
26 teacher  or  by sending i t  by regis tered or  cer t i f ied mail  bear ing a  postmark 
27 of  on or  before  Hareh APRIL 15,  directed to  the teacher  a t  his  place of  
26 residence as  recorded in  the school  d is t r ic t  records.  THE NOTICE SHALL IN-
29 CORPORATE A STATEMENT OF REASONS FOR NOT REEMPLOYING THE TEACHER. 
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H.B.  2064 M 

1  Sec.  2 .  Repeal  
2  Sect ions 1R3J through 15-256 and sect ion 15-259,  Arizona Revised 
3  Statutes ,  are  tepealed.  
4  Sec.  3 .  Ti t le  15,  chapter  2 ,  ar t ic le  3 ,  Arizona Revised Statutes ,  i s  
5  amended by addinn new sect ions 15-253 through 15-255 and sect ions 15-262 
i t  through 15-265,  Co read:  
7  15-253.  Dismissal  of  cont inuino teacher  
8  A. UPON r \ !kl1^-orTi7^;2rrnj?-Tr^.(rr i :0R:-1ULATF0 BY THE GOVERNING 
9  BOARD, CHARGING THAT THERE EXISTS CAUSE TOR THE DISMISSAL OF A CONTIifUIfJG 

10 TEACHER OF THE DISTRICT, THE CCVEHNItKi EO.AP.D SHALL, EXCEPT AG OTHERWISE 
11 PROVIDED IN THIS ARTICLE, GIVE NOTICE TO THE CONTIfiUIiJG TEACHER OF ITS 
12 INTENTION TO DISMISS HIM AT THE EXPIRATION OF THIRTY DAYS FROM THE DATE OF 
13 THE SERVICE OF THE NOTICE. 
14 B.  AfiY WRITTEN STATEMENT OF CHARGES ALLEGING UNPROFESSIONAL CONDUCT 
15 OR INCOMPETENCY SHALL SPECIFY INSTANCES OF EEHAV10P.  AND THE ACTS OR OMISSIONS 
16 CONSTITUTING THE CHARGE SO THAT THE TEACHER WILL CE ABLE TO PREPARE A DEFENSE. 
17 IT SHALL, IF APPLICABLE, STATE THE STATUTES, RULES OR WRITTEN OBJECTIVES OF 
18 THE GOVERNING BOARD WHICH THE TEACHER IS ALLEGED TO HAVE VIOLATED AND SET 
19 FORTH THE FACTS RELEVANT TO EACH OCCASION OF ALLEGED UNPROFESSIONAL CONDUCT 
20 OR INCOMPETENCY. 
21 C.  THE NOTICE SHALL BE IN WRITING AND BE SERVED UPON THE TEACHER 
22 PERSONALLY i lR BY UNITED STATES REGISTERED OR CERTIFIED t ' .AIL ADDRESSED TO HIM 
23 AT HIS LAST nHOWN ADDRESS.  A COPY OF THE CHARGES, TOGETHER WITH A COPY OF 
24 THE PROVISIONS OF THIS ARTICLE, SHALL BE ATTACHED TO ' IHE NOTICE. 
25 U.  THE TEACHER SHALL HAVE THE RIGHT TO A HEARING IF HE FILES A WRITTEN 
26 REQUEST WITH THE GOVEFJiI i .G BOARD WITHIN THIRTY DAYS OF SERVICE OF NOTICE. THE 
27 FILING OF A TIMELY REQUEST SHALL SUSPEND THE DISMISSAL PROCEDURE PENDING 
28 COMPLETION OF THE HEARING. 
29 15-254.  Suspension pr ior  to  dismissal  of  a  teacher  
30 A.  UPON j rWRTTItN SfATEMEur""?)f  ~ CI  i  AR'JES FOPj- iu 'Jul :D BY THE GOVERNING 
31 BOARD, CHARGING A TEACHER OF THE DISTRICT WITH CAUSE FOR DISMISSAL, THE 
3'2 BOARD HAY IMMEDIATELY SUSPEND THE TEACHER FROM HIS DUTIES AND GIVE HIM NOTICE 
33 OF SUSPENSION. 
34 B.  THE NOTICE OF SUSPENSION SHALL BE IN WRITING AND EE SERVED UPON 
35 THE TEACHER PERSONALLY OR BY UNITED STATES REGISTERED MAIL ADDRESSED TO THE 
36 TEACHER AT HIS LAST KNOWN ADDRESS.  
37 C.  ANY TEACHER i . ' IO  IS SUSPENDED PURSUANT TO THIS SECTION SHALL CONTINUE 
38 TO BE PAID REGULAR SALARY DURING THE PERIOD OF SUSPENSION. 
39 15-255.  CosiuNor- '  leaves of  jbrecce 
40 A.  IF AMYlLTtiTlTcTTi ' fcD TEAGiCRlS CHARGED BY CRIMINAL COMPLAINT, INFOR-
41 MAT I  ON OR INDICTMENT WITH ANY CRIMINAL OFFENSE WHICH WOULD BE DEEf 'ED CAUSE 
42 FOR DISMISSAL, THE GOVERNING BOARD MAY [MEDIATELY PLACE THE TEACHER 0!)  
43 COMPULSORY LEAVE OF ABSENCE FOR A PERIOD OF TIME EXTENDING FOR NOT MORE THAU 
44 TEN DAYS AFTER THE DAVE OF THE ENTRY OF THE JUDGMENT IN THE PROCEEDINGS. 
45 B.  ANY TEACHER PLACED UPON COMPULSORY LEAVE OF ABSENCE PURSUANT TO 
46 THIS SECTION SHALL CONTINUE TO BE PAID REGULAR SALARY DURING THE PERIOD OF 
47 COMPULSORY LEAVE OF ABSENCE. 
48 15-262.  Membership of  conmlsslon;  t i ro;  requirement  to  hear  
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P H.  B.  2064 

1  A. IF A HEARING IS REQUESTED BY THE TEACHER, THE HEARING SHALL BE 
2  COMMENCED UITHIN THIRTY DAYS FROM THE DATE OF THE FILING OF SUCH REQUEST. 
3  TOE HEARING SHALL BE CO, ' , 'DUCTED AND A SUMMARY OF FINDINGS MADE IN ACCORDANCE 
4  WITH THE PROVISIONS OF SECTION 41-785. 
5 B.  UPON REQUEST FOR A HEARING, A COMMISSION SHALL BE AUTH0RI7.ED AND 
6  MEMBERS APPOINTED THERETO BY THE GOVERNING BOARD TO CONDUCT THE HEARING 
7  PROVIDED FOR IN SUBSECTION A OF THIS SECTION. APPOINTMENT OF COMMISSION 
8  MEMBERS SHALL BE MADE PURSUANT TO THE SELECTION PROVIDED FOR IN SUBSECTION 
9  C OF THIS SECTION. 

10 C.  ONE MEMBER OF THE COMMISSION SHALL BE SELECTED BY THE TEACHER, 
11 AND ONE MEMBER SMALL BE SELECTED BY THE GOVERNING EOARD. THE THIRD MEMBER 
12 SHALL BE SELECTED BY THESE OTHER TWO MEIBERS AND SHALL BE CHAIRMAN AND A 
13 VOTING MEMBER OF THE COMMISSION. IF EITHER THE GOVERNING BOARD OR THE 
14 TEACHER FOR ANY REASON FAIL TO SELECT A COMMISSION MEMBER WITHIN SEVEN DAYS 
15 OF THE FILING OF THE REOUEST FOR A HEARING, SUCH FAILURE SHALL CONSTITUTE A 
16 WAIVER OF THE RIGHT TO SELECTION, AND THE COUNTY SCHOOL SUPERINTENDENT SHALL 
17 IMMEDIATELY MAKE A SELECTION FOR THE OEFAULTING PARTY. IF THE MEMBERS 
18 SELECTED BY THE GOVERNING BOARD AND TEACHER, OR COUNTY SCHOOL SUPERINTENDENT 
19 IN THE EVENT OF DEFAULT OF ONE OR BOTH OF THE PARTIES,  CANNOT AGREE WITHIN 
20 TEN DAYS OF THEIR APPOINTMENT ON THE SELECTION OF A THIRD MEM3ER THE THIRD 
21 MEMBER OF THE COMMISSION SHALL BE SELECTED BY THE STATE PERSONNEL COMMISSION. 
22 D.  THE COMMISSION FINDINGS SHALL BE MADE BY A MAJORITY VOTE OF THE 
23 COMMISSION AND SHALL BE RENDERED BY A WRITTEN SUMMARY CONTAINING FINDINGS 
24 OF FACT, DETERMINATION OF ISSUES AND A RECOMMENDATION EITHER THAT THE TEACHER 
25 SHOULD BE DISMISSED OR THAT THE TEACHER SHOULD NOT BE DISMISSED. 
26 E.  THE FINDINGS OF THE COMMISSION SHALL BE REVIEWED BY THE 
27 GOVERNING BOARD WHICH SHALL RENDER AND, AS APPROPRIATE, IMPLEMENT ITS 
28 DECISION. 
29 15-263.  Hearing costs ;  counsel ;  l imitat ions on evidence;  
30 ' fofnstatenicnt  
31 A.  THE GOVremiimfWarSHALL PAY ALL EXPENSES OF THE HEARING. THE 
32 TEACHER AND THE GOVERNING BOARD SHALL PAY THEIR WN ATTORNEY AND WITNESS FEES,  
33 EXCEPT IF THE COMMISSION RECOMMENDS THAT THE TEACHER NOT BE DISMISSED, THE 
34 GOVERNING BOARD SHALL PAY ALL REASONABLE ATTORNEY AND WITNESS FEES INCURRED 
35 BY THE TEACHER. 
36 B.  MEWERS OF THE COMMISSION SHALL NOT BE COMPENSATED BUT ARE ELIGIBLE 
37 FOR REIMBURSEMENT, FROM THE DISTRICT, OF EXPENSES AS AUTHORIZED FOR STATE 
38 EMPLOYEES UNDER TITLE 30,  CHAPTER 4 ,  ARTICLE 2 .  
39 C.  THE GOVERNING BOARD AND TOE TEACHER HAVE THE RIGHT TO BE REPRESENTED 
40 BY COUNSEL AT ANY HEARING UNDER THIS SECTION. 
41 D.  NO WITNESS SHALL BE PERMITTED TO TESTIFY AT THE HEARING EXCEPT 
42 UPON OATH OR AFFIRMATION. NO TESTIMONY SHALL BE GIVEN ON EVIDENCE INTRODUCED 
43 RELATING TO TEACHING COMPETENCY WHICH OCCURRED MOPE THAN FOUR YEARS PRIOR TO 
44 TOE DATE OF THE SERVICE OF TOE NOTICE. EVIDENCE OF RECORDS REGULARLY KEPT 
45 BY TIE GOVERNING BOARD CONCERNING THE TEACHER MAY BE INTRODUCED, BUT NO 
46 DECISION RELATING TO THE DISMISSAL OR SUSPENSION OF ANY TEACHER SHALL BE MADE 
47 BASED ON CHARGES OR EVIDENCE RELATING TO TEACHER COMPETENCY OCCURRING MORE 
48 THAN FOUR YEARS PRIOR TO SERVICE OF TOE NOTICE. THE FOUR-YEAR TIME LIMIT 
49 SHALL NOT APPLY TO THE INTRODUCTION OF EVIDENCE IN ANY AREA EXCEPT THAT 
50 RELATING TO COMPETENCY. 
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H.  B .  2061  L  

1  E .  IF  A CONTINUING TEACHER HAS BEEN SUSPENDED PENDING THE HEARING HE 
2  SHALL BE REINSTATED WITHIN FIVE DAYS AFTER THE GOVERNING I ' .OARD RENDERS A 
3  DECISION NOT TO DISMISS.  
4  15 -2G4.  Ai ; r>ca1  o f  govern ing  boa rd  dec i s io r i ;  r e ins t a t cmen t s  
5  THE DECISION OF THE GOVERNING BOnRD " r tAY.  ON APPLA07  TTCONTINIIKIR 
6  TEACHER,  BE REVIEWED BY A COURT OF COMPETENT JURISDICTION IN THE SAME MANNER 
7  AS THE DECISION ."ADE IN  ACCORDANCE WITH THE PROVISIONS OF SECTION 41-785 .  
8  THE PROCEEDING SHALL BE SET FOR HEARING AT THE EARLIEST POSSIBLE DATE AND 
9  SHALL TAKE PRECEDENCE OVER ALL OTHER CASES,  EXCEPT OLDER OTTERS OF THE 

10  SAME CHARACTER AND OTTERS TO WHICH SPECIAL PRECEDENCE IS  OTHERWISE GIVEN 
11  BY LAW.  
12  15-265 .  No t i ce  p r io r  t o  cha rqes  of i ncompe tency  
13  THE GOVERNING BOARD OF ANY SCHOOL OiS lk iCT SHALL NOT FORMULATE ANY 
14  CHARGES OF INCOMPETENCY AGAINST A CONTINUING OR PROBATIONARY TEACHER UNLESS 
15  DURING THE PRECEDING TERM,  SEMESTER OR HALF SCHOOL YEAR PRIOR TO THE DATE 
16  OF THE NOTICE TO THE TEACHER OF INTENTION TO DISMISS AND AT LEAST NINETY 
17  DAYS PRIOR TO THE DATE OF THE NOTICE,  THE BOARD OR ITS  AUTHORIZED REPRESEN-
18  TATIVE HAS GIVEN THE TEACHER WRITTEN NOTICE OF INCOMPETENCY,  SPECIFYING 
19  THE NATURE THEREOF WITH SUCH SPECIFIC INSTANCES OF BEHAVIOR AND WITH SUCH 
20  PARTICULARITY AS TO FURNISH THE TEACHER AN OPPORTUNITY TO CORRECT HIS  
21  FAULTS AND OVERCOME THE GROUNDS FOR SUCH CHARGE.  THE WRITTEN NOTICE OF 
22  INTENTION TO DISMISS SHALL INCLUDE A COPY OF ANY EVALUATION PERTINENT TO 
23  THE CHARGES MADE AND FILED WITH THE BOARD.  
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Letter to Judges for Validation Procedures 

u'.'Mr 
T H E  U N I V E R S I T Y  O F  A R I Z O N A  
T U C S O N ,  A R I Z O N A  8 5 7 2 1  

(dat'0 ) 

(name) 
(address) 

Dear : 

In oitler to validate a ;.r If-report instrument which will bo 
used in research cor.dbctc.d by Elizabeth Preece with the 
approval oi the DenartrvnC of Secondary Education, a panel 
of exports is necessary. You have ken suggested as possibly 
being willing to part .lei pavv on this pai'idl. 

The instrument being developed is based on Shorif and Sherif's 
Own Category Procedure. . h ..unimary of t he: theoretical basis 
and the criteria for judging the ite;as of the procedure are 
enclosed. 

You wi.ll be called in a few days. If you are willing to 
serve on the panel of experts, the necessary materials and 
instructions will be delivered to you. 

Your cooperation in helping with the validation process is 
greatly appreciated. 

Richard C. Krebs, Mead 
Department of Secondary Education 

Paul M. Allen 
Professor 

Elizabeth W. Prooce 
Graduate Assistant 

enc. 
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Own Categories Procedure 

Individuals who are highly committed to an atti

tude have a range of rejection (items negative to their 

attitude) approximately twice the size of the range of ac

ceptance (items they accept as representing their attitude). 

The tendency is to classify those items which are ambiguous 

in nature with those that are rejected. Individuals who are 

less committed to an attitude have ranges of acceptance and 

rejection which are approximately equal, and the range of 

items which are classified as ambiguous increases. Thus, 

the Own Categories Procedure provides quantitative data 

about an individual's attitudes and the degree of importance 

it has to him. 

A pool of items for each construct (creativity, de

pendency, conformity, and competency) has been prepared. 

The criteria on which the items will be judged are: 

1. The array must include a large number of items 

which are intermediate, or ambiguous, between 

the extremes of the construct. 

2. The range must be large, including extreme 

positions of the constructs, covering a range 

beyond the usual experience or tradition. 
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Instructions 
Validation of Own Categories Procedure Items 

1. Using the cards, sort the items for each con

struct into three categories: 

a. Those items you most closely identify with 
the construct 

b. Those items you most closely identify as 
being opposite to the construct 

c. Those items which appear to you as ambig
uous relative to the construct 
» 

2. Using the tally sheet, record, for each con

struct, your identification of the items (C = 

construct, N = opposite to the construct, A = 

ambiguous). If any of the items appear to you 

to have no relation to the construct, please 

indicate on the tally sheet by crossing it out. 

3. For each construct, circle on the tally sheet 

the 2 items which represent the extreme posi

tions—the most positive and the most negative--

and so identify them (+, -). 

The material will be picked up when you have completed the 

process. If you have any questions or when you are finished, 

please call Elizabeth Preece at 884-2988 or 884-1344 during 

the day and at 7 92-315 8 in the evening. 
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Validation of Own Categories Procedure Items 
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c:t. fcr.P. SIIDSNCY C0NF0';XITY CPHPSTSNCY 

i. causative 1. affiliate •• 1. acquiescent *• . 1. able •• 

2. conformer 2. ally • 2. adaptable * 2. acceptable " 

3. dreamy * 3. apart 3. a^rreab]e # 3. adequate * 

u. duplicator *•* ii. assistant I t .  arbitrary • asset 

5. cchoic 5. autonomous 5. capricious 5. capable *% 

6. emulator * * * 6. belont;i;io ** 6 • complainant •* 6. discontented • 

7. ontcrprlsinG 7. cog # 7. consistent 7. effective "* 

0. fanciful 8. colleacue * 8. contrary 8. efficient 

9. fertile 9. co-worker * 9- conventional 9. emancipated 

10. flexible 10. dominant 10. dissenter *"* 10. expert 

It. Genuine * 11. faithful 11. dic.'j.idpn t 11. failure **• 

12. hackneyed 12. follower " 12. divergent *"* 12. happy-co-lucky ' 

13. idealist * 13. helpor 13. eccentric * 13. helpless ••• 

l'l. imaginative *• Hi. humble * 111. erratic *** lit. inadequate ,"11 

15. icitator *** 15. important 15. exceptional * 15. incapable *** 

16. impersonator * 10. independent *** 16. habitual ** 16. inept 

17. inccptor " 17. leader *** 17. invariable ** 17. inexperienced * 

18. inventive " 18. minion 18. irregulnr *** 18. inferior 

19. literal **' 19. obscure 19. irresolute * 19. ingenious * 

20. mimic * 20. partner 20. malleable * 20. knowledgeable *' 

21. notional * 21. prestigious 21. methodi cal 21. mature * 

22. novel 22. protege ' *' 22. orderly * 22. proficient " 

23. original *" 23. reliable * 23. orthodox ** 23. quali fied 

2'i. plaGariot "** 21|. reputable * 21,. pariah # 2',. self-sufficient 

25. prolific * 25. responsible * 25. predictable "* 25. skillful " 

26. quixotic * 26. self- 26. reconcilcr * 26. spontaneous * 
controlled * 

27. reflective * 27. self-reliant * "27. peculated 27. stifled * 

28. reproducer *"* 23. separate **" 28. repetitive 28. successful 

29. resourceful ** 29. 1 * • * sovereign 29. riGid * 29. superior * 

30. ri£id • 30. stable * 30. steady * 30. unfit *** 

31. romantic * 31. 6teady * 31. systematic 31. venturesome 

32. stereotype 32. subordinate* * 32. traditional 32. versatile 

33. theoretical * 33. supporter " 33. ur.convcn 33. 
« 

vigorour 
tional *** 

3i». visionary •* 3i|. trustworthy " 3ii. unusual 3'i. vulnerable 
35. whimsical * 35. underline "" 55. 

•  1 - ,  *  variable 35. weak 
•--Thoso items selected for the final army, 

##--Thoce items in tho final array close to the construct# 
•##—Those items In tho final array distant from tho construct. 
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T H E  U N I V E R S I T Y  O F  A R I Z O N A  

T U C S O N ,  A R I Z O N A  8 5 7 2 1  

roi I I C.I O) riM CATlON 
DLI'AKIMIM Of MCONIlAKY I.DLTATION 

January 8, 1975 

As you may know, there are nearly 70 educators participating in 
the pilot study of '"J he Feedback System for the Improvement of 
Professional Perform nee" in Tucson District &1. Rather than 
attempt inn gather data on fill of the participants, a random 
sample of 25 people has been selected. You have been chosen as 
one of these 25. 

An interview lasting approximately 2 hours will be scheduled with 
each of the participants selected for the sample. These inter
views will be conducted during the weeks of January 27 and Febru
ary 3, 1975. You will be contacted during the next few days to 
ascertain if you are willing to be included in the sample and, if 
you are, to arranpo a time for th<=» interview. Further inform-
tion as to what topics wiJl be included in the interview will 
also he given to you at this time. 

Thank you for your cooperation. 

Sinccrcly, 

Elizabeth W. Preece 
Graduate Assistant, Department of 
Secondary Education 

Dr. Richard C. Krebs 
Head, Department of 
Secondary Education 

Dr. Paul M. Allen 
Professor, Department of 
Secondary Education 
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Educator Evaluation Program 

I. General statement of area of concern 

II. Listing of specific changes desired (if appropriate) 

III. Plans-methods-techniques to produce changes 

IV. Help and resources needed 

V. Time schedule 

VI. Feedback agents and instruments for data gathering 

VII. Plan for analyses of data 



169 

Tucson School District #1 Goals 
Which Served as 

Parameters for Concerns 

PARENT PURPOSES //I 

"SCHOOL SHOULD BE FULFILLING, 
THOUGHT—PROVOKING, AS WELL AS 
INSTRUCTIVE." 

Coro l l a ry  S ta t emen t s :  

13— 

DISTRICT-WIDE GOALS #1 

A.  "S tuden t s  shou ld  f ind  fu l f i l l 
ment  a s  they  a re  ab le  to  fo rm 
o r  adop t  goa l s  t ha t  they  can  
a t t a in  wi th in  t he i r  expec ta t ions . "  

B .  "S tuden t s  shou ld  deve lop  
cu r ios i ty  a s  they  a re  ab le  to  
f ind  d i scon t inu i t i e s  in  wha t  
t hey  had  a s sumed  to  be  c l ea r  
and  a s  a  r e su l t  l oca te  new 
a reas  o f  i n t e re s t  to  them."  

C .  "S tuden t s  shou ld  f ee l  knowledgeab le  
when  they  can  r e t r i eve  f rom 
wi th in  t he i r  own s to res  o f  
in fo rma t ion  ideas  t ha t  a re  
appropr i a t e  t o  g iven  s i tua t ions . "  
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PARENT PURPOSES //2 

CHILDREN SHOULD ACQUIRE 
SF.I.F~DI$CIPLII;E, SELF-
RESPECT, INDEPENDENCE, 
AND PRIDE OF ACCOMPLISHMENT. 

Coro l l a ry  S ta t emen t s :  

•3  ̂

DISTRICT-WIDE GOALS ,72 

A.  "S tuden t s  shou ld  be  ab le  t o  
deve lop  so l f -d i sc ip l ine  by :  

( a )  hab i tua l ly  e s t ab l i sh ing  
shor t - r ange  ob jec t ives  
and  mee t ing  them;  

(b )  ma in ta in ing  a  pa t t e rn  in  
which  they  a re  comfor t ab le  
where in  they  can  change  
se l ec ted  componen t s  and  
s t i l l  know-where  t he  bas i c  
f r amework  i s ;  

( c )  r ecogn iz ing  and  be ing  
r e spons ib le  fo r  the  
consequences  o f  t he i r  
own ac t ions . "  

B .  "S tuden t s  shou ld  be  ab le  to  
deve lop  se l f - r e spec t  and  
independence  by :  

( a )  coming  t o  see  the  mean ing  
o f  pe r sona l  and  cu l tu ra l  
i n t eg r i ty  a s  cons i s t en t ly  
ma in ta in ing  pe r sona l  
pu rposes  i n  the  f ace  o f  
adve r s i ty ;  

(b )  knowing  how t o  avo id  be ing  
swayed  by  supe r f i c i a l  
a rgument ;  r ecogn iz ing  the  
expe r t ' s  dec i s ion  a s  
sepa ra t e  f rom pe r sona l  
op in ion ;  

( c )  coming  to  see  the  way  
some  goa l s  a re  subsumed  
under  longer  r ange  
purposes ,  and  r ea l i z ing  
the  need  t o  pur sue  these  
goa l s  in  an  o rgan ized  
pa t t e rn . "  

C .  "S tuden t s  shou ld  be  ab le  to  
deve lop  p r ide  o f  accompl i shmen t  
by :  

( a )  ach iev ing  success  wi th in  
t he i r  own e thn ic  o r  
cu l tu ra l  he r i t age  a s  we l l  
a s  wi th in  the  open  
communi ty ;  

(b )  be ing  ab le  to  look  in  
r e t rospec t  a t  the  r a the r  
comple te  way  a  t a sk  has  
been  accompl i shed ;  

( c )  knowing  t ha t  they  have  
jo ined  a  ' communi ty  o f  
knowers '  t o  which  
p res t ige  i s  g iven . "  



PARENT PURPOSES //3 

TO LIVE CREATIVELY AND 
ENTHUSIASTICALLY BECAUSE 
THEY KNOW HOW TO LEARN.' 

Coro l l a ry  S ta t emen t s :  

DISTRICT-WIDE GOALS #3 

A.  " In  o rde r  t o  1 ive  c rea t ive ly ,  
s tuden t s  shou ld  be  ab le  to  
make  dnZib t fuLtc  t he  way  i n  
which  they  go  beyond  the  
knowledge  they  have  a t  any  
g iven  moment  i n  any  g iven  
sub jec t  ma t t e r . "  

B .  "S tuden t s  shou ld  become  
en thus ia s t i c  when  they  
mddai l i j  see  op t ions  o r  new 
goa l s  emerg ing  f rom wha t  
t hey  a l r eady  know."  

C .  "S tuden t s  shou ld  be  ab le  to  
l ea rn  how t o  l ea rn  by  
r ecogn iz ing  the  means  by  wh ich  
e f f ec t ive  dec i s ions  can  be  
made  so  tha t  they  may  be  ab le  
to  use  the  p rocess  i n  a l l  
a reas  o f  t he i r  l i ves . "  
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PARENT PURPOSES i'A 

CHILDREN SHOULD BE ABLE TO 
REASON AND INTERPRET 
CRITICALLY, 

Coro l l a ry  S ta t emen t s :  

DISTRICT-WIDE 60ALS fA 

"S tuden t s  shou ld  be  ab le  t o  
reason  and  in t e rp re t  c r i t i ca l ly  
which  impl i e s  the  ab i l i t y  to :  

( a )  s e l ec t  and  ga the r ,  
c l a s s i fy  and  u t i l i ze  
in fo rma t ion ;  

(b )  under s t and  a l t e rna t ive  
modes  o f  exp lana t ion ;  

(c) connec t  i deas  in  a  
sequence  wi th  a  pu rpose . "  



PARENT PURPOSES U5 

"TO KNOW HOW TO SOLVE PROBLEMS 
WHICH HAY ARISE IN A RAPIDLY 
CHANGING WORLD,  

Coro l l a ry  S ta t emen t s :  

DISTRICT-WIDE GOALS fi5 

"S tuden t s  shou ld :  

( a )  know how to  so lve  
p rob lems  f rom a  wide  
va r i e ty  o f  p rob lem-
so lv ing  t echn iques ;  

(b) be  ab le  to  an t i c ipa te  
some  o f  the  mos t  impor tan t  
changes  t ha t  a re  l i ke ly  to  
a f f ec t  them now and  in  the  
nea r  fu tu re . "  
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PARENT PURPOSES #6 

"TO BE AWARE OF THE WORLD AND 
THEMSELVES, 

Coro l l a ry  S ta t emen t s :  

DISTRICT-WIDE GOALS //6 

"S tuden t s  shou ld  come  t o  see  
the  wor ld  f rom the  v iewpoin t s  
o f  a  g rea t  many  d i f f e ren t  
sub jec t  ma t t e r s :  

( a )  come  t o  compare  t he  goa l s  
o f  peop le  i n  d i f f e ren t  
f i e lds  o f  endeavor  wi th  
t he i r  own pe r sona l  goa l s ,  
t he i r  in fo rma t ion  wi th  
the  in fo rma t ion  o f  
spec ia l i s t s .  

(b )  come  t o  know abou t  
themse lves  a s  o the r s  
see  them."  



PARENT PURPOSES //7 

"TO GIVE TO THEIR COMMUNITY 
WHAT THEY ARE ABLE."  

Coro l l a ry  S ta t emen t s :  

DISTRICT-WIDE GOALS //7 

"S tuden t s  shou ld  be  ab le  to  
g ive  the i_ r  conmi in i ty  f i nanc ia l ,  
pe r sona l ,  and  soc ia l  suppor t  
by  under s t and ing  the  va lues  o f  
t he  communi ty  and  ways  t o  
con t r ibu te  to  i t . "  

PARENT PURPOSES //3 

"TO EARN FROM THEIR COMMUNITY 
WHAT THEY REQUIRE,"  

Coro l l a ry  S ta t emen t s :  

DISTRICT-WIDE GOALS //8 

"S tuden t s  shou ld  be  ab le  t o  
iden t i fy  wha t  t hey  can  and  
shou ld  r equ i re  f rom the  
communi ty  i n  t e rms  o f  goods  
and  se rv ices  and  be  ab le  to  
f ind  e f f ec t ive  ways  t o  a t t a in  
these  r equ i remen t s . "  



PARENT PURPOSES //9 

"CHILDREN SHOULD BE ABLE TO 
READ COMPREHENSIVELY, 

Coro l l a ry  S ta t emen t s :  

DISTRICT-WIDE GOALS #9 

"S tuden t s  shou ld  be  ab le  to  
J IOM comprehens ive ly  which  
impl i e s  ab i l i t y  to  no t  on ly  
r ead  wide ly  bu t  t o :  

( a )  i den t i fy  d i f f e ren t  k inds  
o f  symbol s ;  

(b )  r e l a t e  and  i n t e rp re t  
symbol s  i n  va r ious  
combina t ions ;  

( c )  d i sce rn  the  d i f f e ren t  
purposes  and  des igns  
o f  t hose  us ing  the  
symbols  a s  pa r t  o f  
under s t and ing  wha t  t hey  
r ead . "  



PARENT PURPOSES //.10 

"CHILDREN SHOULD BE ABLE TO 
COMMUNICATE EFFECTIVELY. 

Coro l l a ry  S ta t emen t s :  

3^  

DISTRICT-WIDE GOALS #10 

" In  o rde r  t o  communica te  
e f f ec t ive ly ,  s tuden t s  shou ld  
be  ab le  t o :  

( a )  deve lop  bas i c  con .muni -
ca t ions  sk i l l s  appropr i a t e  
t o  d i f f e ren t  s i tua t ions ;  

(b )  i den t i fy  d i f f e ren t  f r ame
works  and  k inds  o f  
communica t ion  nccessa ry  
t o  each  f r amework ;  

(c) de.ej.dc. on  a  s ty l e  o f  
communica t ion  which  
se rves  them mos t  
e f f ec t ive ly  fo r  t he i r  
purposes  wi th in  t he i r  
communi ty . "  
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