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ABSTRACT

THE NEEDS OF TEACHERS AS ADULT LEARNERS

AS PERCEIVED BY TEACHERS AND SUPERVISORS

IN INSERVICE TEACHER EDUCATION

PROGRAMS IN JORDAN

BY

Yahya Mohammad Affash

This study was conducted to investigate the

perceptions of teachers as adult learners and their

supervisors regarding inservice teacher education programs

in Jordan. A survey method using a questionnaire was

employed to collect the data for this study. A

questionnaire was distributed to a representative sample of

240 teachers and 20 supervisors in the Mafraq City District

in northeast Jordan. Statistical techniques used for data

analysis were descriptive statistics which included the

means, standard deviations, frequencies, percentages and

ranks and Analysis of Variance.

The results of the analysis indicate that:

1. All the six andragogical learning approaches were

perceived as being practiced only sometimes or rarely/never

by teachers.

2. Supervisors perceived all the six andragogical

learning approaches as being practiced sometimes in the

inservice teacher education programs in Jordan.

 

 



 

Yahya Mohammad Affash

3. Teachers strongly agreed that all the six

andragogical learning approaches should be practiced in the

inservice teacher education programs in Jordan. Such a

perception was strongest in the andragogical learning

approach of Teacher-Initiated Inservice Programs.

4. Supervisors strongly agreed that all the six

andragogical learning approaches should be practiced in the

inservice teacher education programs in Jordan. Such a

perception was strongest in the andragogical approach

Teacher-Initiated Inservice Programs, where all 20

supervisors strongly agreed that the factor should be

practiced.

5. While none of the teachers disagreed or strongly

disagreed that teachers should be treated as adult

professionals, none of the teachers strongly agreed that

teachers are indeed being treated as adults and

professionals in the inservice teacher education programs.

6. Statistically significant differences in teachers’

perceptions regarding the extent to which andragogical

approaches were preferred in the inservice teacher

education programs were observed for the andragogical

learning approaches,

(a) I The mean rating for male teachers was

Significantly higher than the mean rating for female

teachers for all the andragogical approaches except



 

a1
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A Teacher-Centered Inservice Programs and Trust in

the Program Purpose.

(b) The mean rating for elementary teachers was

significantly lower than the mean rating for either

intermediate or secondary school teachers for the

andragogical approaches, A Self-Directed Learner,

Teacher-Centered Inservice Programs and Teacher-

Initiated Inservice Programs.
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CHAPTER I

BACKGROUND INFORMATION

Geographically, Jordan is situated between Africa and

Asia. The Hashemite Kingdom of Jordan is bordered on the

North by Syria, by Iraq on the Northeast,to the South and

East by Saudi Arabia and on the West by Israel. Jordan

covers an area of approximately 97,740 square kilometers,

of which approximately 755 square kilometers constitute

water of the Dead Sea.

Although Jordan’s climate varies (like the

Mediterranean in the West and desert like in the East), it

is generally arid. In 1979, Jordan’s population was

estimated to be approximately three million. About 67% of

the population are urban dwellers, 24% live in rural

surroundings and 9% are nomadic Bedouins (Nyrop, 1980).

The present ruler, King Hussein, ascended the throne in

1952. On December 14, 1955, Jordan became a member of the

United Nations. Although Arabic is the official language,

English is widely spoken, particularly in the towns. Islam

is Jordan’s state religion and the majority of Jordanians

are Sunni Moslems. However, Jordan has a number of

Christians, primarily in the towns. The Christians are

l
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divided among several denominations: Greek Orthodox, Greek

Catholic, Roman Catholic and some Protestant sects.

Agriculture still represents an important feature of

Jordan’s economy, engaging approximately one-third of the

working population. About one-fifth of the gross domestic

product is contributed by agriculture. The main crops are

wheat, vegetables, many varieties of. fruit and olives.

Nevertheless, industry’s role in Jordan’s economy is

increasing. Approximately 500 industrial establishments

employ 30,000 individuals and considerable progress has

been made in this sector.

Education has become a great concern in Jordan because

of the role it plays in bringing about change in personal

and social life. Reports from the Ministry of Education

indicate that Jordanian students come from many ethnic

groups and have widely diverse social lives. ‘Though

uncommon to a number of countries, a significant

characteristic of Jordan’s educational system is that it

includes the United Nations Refugee’s Work Agency

Administration (UNRWA). The latter has provided education

to Palestinian refugees since 1948. UNRWA provides its own

educational program and is in harmony with the Jordanian

curriculum. The agency also subsidizes education for some

refugee students in both government and private secondary

institutions and universities. However, the UNRWA system
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is administratively independent of the Jordanian

government. In addition to the government educational

system, Jordan also has private educational institutions

(Nyrop, 1980).

Jordan’s government educational system begins with the

primary cycle, since preschool education is offered only by

the private sector. The system's primary and preparatory

cycles are both compulsory. The cycles of the education

system in Jordan are as follows:

The Primary cycle

In the primary cycle only academic education is

offered. The cycle is subdivided into six grades for

children from ages six to twelve.

The Preparatory Cycle

Although some governmental preparatory schools offer

vocational education, most schools at this level are

devoted to general education. This cycle consists of

grades seven through- nine, with normal age of attendance

being 12 to 14 years.

 





The Secondary Cycle

Non-compulsory education begins with secondary

education. This is subdivided into general and vocational

education. In some instances, general and vocational

schools share the same facilities. These two types of

secondary schools include grades 10 through 12 and the

normal age range for students is 15 to 18 years. In

general academic education, all students attend a common

tenth grade. Eleventh and twelfth grades are divided into

scientific and literary sections. On the basis of the

pupil’s performance in the tenth grade, the student makes a

choice between these two sections for the last two

secondary years.

STATEMENT OF THE PROBLEM

Today’s world is witness to an ever-increasing pace of

change in all of society’s sectors. Education is no

exception. To insure the effectiveness of teacher

participation in the change process, an awareness of their

needs must play a central role in educational planning.

Christensen (1981) -highlights this in the following

statement:

. . . in any rapidly changing society, the schools

are often asked to be a vehicle for assimilating

and transmitting changes. Therefore, to help
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teachers respond to the demands of school, it is

important to examine what teachers’ needs are

(p. 81).

Inservice education has long been recognized as one of

the most effective methods for the continuing development

of professional teaching staff. Educators have realized to

be effective, inservice educational activities should

respond to the real needs of the teachers to be served

(Christensen, 1981; Ingersol, 1976; Schneider and Ingersol,

1978). Jordan offers inservice education programs to

provide its teachers with knowledge and skills, as well as

to help them keep abreast of new educational methods and

techniques. As teachers become better educators, it may

well be that they will be the change agents in the

Jordanian educational system. It is essential carefully to

identify their needs for inservice education and to plan

comprehensive inservice education programs for them.

Like other Jordanian educational institutions, the

In-Service Teacher Training Institute is under the control

of the Ministry of Education. Since its establishment in

1971, the Institute has served to keep Jordanian teachers

abreast of current educational issues. Brimm and Tollett

(1974) indicate that the professional preparation of

teachers is a continuous process and self renewal must

occur if teachers are to remain up to date on the changing

needs of society and their students. Effective inservice
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education should help teachers meet these changing needs.

In a statewide research project in Tennessee, Brimm and

Tollett (1974) found that determining the needs of teachers

within the school system is a necessary prerequisite to the

planning of meaningful inservice education programs. In

the same vein, the President of the National Education

Association (NBA), John Ryor stated:

Given that in the nation learning is a lifelong

process and that our knowledge base is growing in

geometric proportions, it seems to me that quality

in—service education directed toward the needs of

teachers, is an imperative (1974, p. 13).

The purposes of inservice education are multiple. In

addition to school program improvement, another major

objective is personal and professional teacher

development. To meet all of these objectives, teachers

should play a major role in inservice education based on

the assumption that teachers learn best and accomplish more

when they are involved in deciding what and, perhaps, how

they need to learn.

As Green (1977) asserts, teachers’ needs must be part

of the professional development planning process.

. . . if their personal involvement is being

considered, teachers are likely to have greater

personal interest in the program and this would

tend to increase teacher commitment to the program

(p. 46).
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Teachers who participate in inservice education

programs are adults assuming a student’s role. However,

the literature clearly demonstrates that the factors which

contribute to adult learning are, to a great extent,

different from those which contribute to learning by

children and youth. In 1980, Knowles delineated these

differences in his explanation of the concepts of andragogy

and pedagogy. According to Knowles:

As individuals mature, (1) their self-concept

moves from being a dependent personality

toward being a self-directed human being; (2)

they accumulate a growing reservoir of

experience that becomes an increasing rich

resource for learning; (3) their readiness to

learn becomes oriented increasingly to the

developmental tasks of their social roles;

and (4) their time perspective changes from

one of postponed application of knowledge to

immediacy of application and, accordingly,

their orientation toward learning shifts from

one of subject-centeredness to one of

problem-centeredness (pp. 44-45).

Some adult education experts seem to be in consensus

with Knowles that adults are basically different from

children and youth in the way they learn. Hence, it is

logical to assume that teacher education programs could

become more effective if concepts such as these were

considered more carefully.

One possible reason for the past ineffectiveness of

some inservice programs could be that they have not applied

the andragogical learning approach. Educators have long
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recognized the inadequacies of teacher preparation programs

(Brimm and Tollett, 1974; Edelfelt, 1975; Harris, 1969).

In 1980, Yarger and others found that teachers expressed

dissatisfaction with inservice activities being offered to

them because teachers claimed they are ineffective and

unrelated to their immediate work (p. 42). Brimm and

Tollett (1974) found that a majority (73%) of the teachers

surveyed said that too often inservice activities do not

appear relevant to any teacher needs. In the same study,

Brimm and Tollett report that "an overwhelming majority

(93%) of the respondents stated teachers need to be

involved in the development of purposes, activities and

method of evaluation for in-service programs" (p. 524). It

becomes apparent that one of the major deficiencies of

inservice education programs is that they have not taken

into account the needs and expectations of teachers as

adult learners.

In Jordan, many teachers participate annually in

inservice education programs as part of their educational

responsibilities. However, in his study of the Jordanian

inservice education programs, Said (1976) found that

teachers_were dissatisfied with the programs.

Dissatisfaction and dissent was common among

teachers, who contended that the program was

dysfunctional, inflexible and that recruitment

was coercive . . inflexibility of the

curriculum, rigidity in timing and location of the

program and discontinuity of the program which

failed to relate to any further in-service
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activities that could lead to further training and

certification (p. 64).

Khoury (1982) also asserts "the Jordanian in-service

education was unable to satisfy teachers’ needs through its

current in-service training" (p. 123). In addition, the

educational convention held at Amman in 1988, under the

Ministry of Education's auspices and presided over by

Prince Hassan, discussed the subject of teacher

qualifications. One of the major concerns expressed by the

convention was the urgent need for inservice education for

those who are already on the job (Al-dastour, 1989).

The continuing ineffectiveness of the inservice

education programs may be partially due to the failure of

supervisors and program designers to take into

consideration the adult learning needs of teachers.

Factors such as self-concept; levels of teaching

experience; readiness to learn; involvement in training

program planning; and immediacy of application of learning

would seem to be important to consider. Yet these issues

are not evident in the inservice education programs in

Jordan.

PURPOSE OF THE STUDY

The main purpose of this study is to assess the

perceptions of teachers as adult learners and their
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supervisors regarding inservice teacher education programs

in Jordan.

More specifically, the study was to:

describe the purposes and practices of the present

Jordanian inservice education programs.

assess the perceptions of teachers as adult

learners and their supervisors regarding the

extent to which andragogical learning approaches

are being practiced in Jordan’s inservice

education programs.

assess the perceptions of teachers as adult

learners and their supervisors regarding the

extent to which andragogical learning approaches

are preferred in the Jordanian inservice education

programs.

make recommendations for improving Jordan’s

inservice education programs for practicing

teachers, taking into consideration the teachers’

status as adult learners based on the study

results.
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IMPORTANCE OF THE STUDY

This study is important for several reasons. First, it

appears that the needs of teachers as adult learners in

Jordan’s inservice education programs have not been studied

either by the Ministry of Education or by individual

researchers. Since this study will be the first of its

kind (i.e., the first to study Jordan’s inservice education

programs, while focusing on the needs of Jordan’s teachers

as adult learners), it may provide valuable data concerning

the andragogical needs of teachers. This data could be

helpful to the Ministry of Education’s planners and

decision makers responsible for Jordan’s inservice

education programs.

Second, the study’s findings might be of importance to

the supervisors in terms of curriculum planning and

instructional strategies and methodology.

Third, it is hoped the teachers concerned will benefit

by the enhancement of their own motivation and teaching

effectiveness. When this study’s findings are considered

and implemented by the program planners, the teacher may

become more committed to the inservice education programs.
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Finally, through its acceptance and utilization by the

Ministry of Education, this study could ultimately help

increase student achievement in Jordanian public schools.

RESEARCH QUESTIONS

Research Question 1: To what extent are andragogical  
approaches being practiced in the

inservice education programs in

Jordan as perceived by elementary,

intermediate and secondary school

teachers?

Research Question 2: To what extent are andragogical

approaches being practiced in the

inservice education programs in  
Jordan as perceived by supervisors?

B§§§§rgh_gue§tign_;: To what extent are andragogical

approaches preferred in the

inservice education programs in

Jordan as perceived by elementary,

intermediate and secondary school

teachers?

Research Question 4: To. what extent are andragogical

approaches preferred in the





Research Question 5:

Research Question 6:

 

l3

inservice education programs in

Jordan as perceived by supervisors?

To what extent do teachers feel

they are treated as professional

adults in the inservice programs in

Jordan?

What is the relationship of

selected personal and demographic

variables such as gender, age,

school level, level of education

and years of' experience on the

perceptions of all teachers and

supervisors regarding andragogical

learning approaches in the

inservice education programs in

Jordan?

ASSUMPTIONS

This study assumes that:

1- There is a need for improving the effectiveness of

the Jordanian inservice teacher education

programs .
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Teachers in this study will be able to identify

their needs as adult learners in the Jordanian

inservice education programs.

The results of the study will provide the

Jordanian educational authorities with data to

enable them to better understand the needs of

teachers as adult learners.

DELIMITATIONS AND LIMITATIONS OF THE STUDY

The study will apply to Jordanian public school

teachers in the Mafraq District School.

The study will not involve teachers who are

teaching in private or religious schools.

The scarcity of studies available on the needs of

teachers as adult learners in Jordan forces the

researcher to utilize studies conducted in other

countries.

The results‘ of this study will not be generalized

to other countries, for cultural reasons and

because of the highly centralized system of

education in Jordan. However, the results of this

study may be generalized to teachers and
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supervisors in other Jordanian districts which

have the same characteristics.

DEFINITION OF TERMS

For clarity of interpretation, the following terms,

used in this study, are defined as follows.  
Inservice teacher education program: "any professional

activity that a teacher undertakes singly or with other

teachers after receiving his or her initial teaching

certificate and after beginning professional practice"

(Edelfelt & Johnson, 1975, p. 5).

Perception: "refers to the meaning we attach to the

information received through our senses. This meaning  
is constructed partly from objective reality and partly

from the way we organize the information" (Woolfolk,

1987, p. 238).

Note: In this study, perception is an awareness of

what the inservice education programs contribute to

teacher competency.

Andragogy: "The art and science of helping adults

learn" (Knowles, 1984, p. 52).
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Pedagogy: "The art and science of teaching children"

(Knowles, 1984, p. 27).

Teachers: The elementary, intermediate and secondary

school teachers who have participated in Jordan’s

inservice education programs.

Supervisors: Those who observe, assist and evaluate

the teachers and who plan and conduct the inservice

education programs for teachers.

Ministry of Education: The governmental agency which

has the responsibility for public education in Jordan.

This agency also controls the education provided by all

agencies in all institutions in Jordan, with the

exception of universities.

ORGANIZATION OF THE STUDY

This study will consist of five chapters. Chapter One

will provide background information, a statement of the

Problem, the purpose of the study, the importance of the

study," research questions, assumptions, limitations of the

study and definition of terms.

Chapter Two will be a review of the literature. The

literature will be divided into the following sections:
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(a) The adult as learner

(b) Definitions and assumptions of andragogy.

(c) Definition, importance and purpose of the

inservice education programs.

(d) The inservice education programs in Jordan.

Chapter Three will describe the methodology and

procedures utilized in this study, including the

population, selection of the sample, research instrument,

:ranslation of the instrument, pilot testing of the

instrument, data collection and data analysis.

Results of the study will be reported in Chapter Four.

Pinally, major findings, conclusions and recommendations

for further study will be presented in Chapter Five.  





 

CHAPTER II

REVIEW OF RELATED LITERATURE

The literature for this study is divided into four

major topic areas. These provide a format for its

presentation in this chapter as follows: (a) the adult as

learner, (b) definitions and assumptions of andragogy,

(c) definition, importance and purpose of the inservice

education programs and (d) the inservice education programs

in Jordan. Each of these will be addressed in turn in the

following pages.

The Adult as Learner

Research and theory building in adult learning have

taken many directions. Some researchers have investigated

Why adults participate in learning activities; what adults

learn on their own; and how they structure learning. Other

researchers have sought to explain how adult and child

learners differ (Merriam, 1987)-

Essert (1951) implied a distinction between education

for adults and children:

AS an experience of maturing, voluntarily selected

by people, whose major occupation 15 no longer

gOng to school, in which these individuals or

18
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groups plan meaningful tasks and apply sustained

inquiry to them--the major portion of adult

education is engaged in helping people to meet

their individual needs as they are interpreted by

the individual needs (p. 5). .

Through his studies of the adult as a learner, Tough

(1971) has produced a general picture of the process of

adult learning. According to Tough, each year every adult

undertakes at least one or two major learning efforts.

Such efforts are deliberate attempts to gain particular

knowledge, skills or make changes. Most of these learning

projects are planned by the learners themselves (p. 2).

In choosing a learning project, the individual has

specific reasons for his/her choice. For example, the

learner might view the knowledge to be gained as highly

useful and want to possess the knowledge and skill for

his/her personal benefit. Perhaps the learner desires

credit toward a degree or certification in his/her career.

The learner might also wish to increase personal self-

understanding, self-acceptance or change his/her

self-concept. Perhaps the learner may wish to improve

hiS/her perception and understanding of others. Or the

learner might want to increase his/her feelings and develop

hiS/her creativity.l In each case, the individual’s desire

to gain and retain definite knowledge and skill is dominant

(Tough, 1971, p. 3).
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Several key assumptions about adult learners that have

been supported by later research and that constitute the

foundation of modern adult learning theory were identified

by Lindeman (quoted in Knowles, 1984, p. 31).

l - Adults are motivated to learn as

they experience needs and interests

that learning will satisfy;

therefore, these are appropriate

starting points for organizing

adult learning activities.

2 - Adults’ orientation to learning is

life-centered; therefore, the

appropriate units for organizing

adult learning are life situations,

not subjects.

3 - Experience is the richest resource

for adults’ learning; therefore,

the core methodology of adult

education is the analysis of

experience.

4 - Adults have a deep need to be

self-directing; therefore, the role

of the teacher is to engage in a

process of mutual inquiry with them

rather than to transmit his or her

knowledge to them and then evaluate

their conformity to it.

5 - Individual differences among people

increase with age; therefore, adult

education must make optimal

provision for differences in style,

time, place and pace of learnlng.

Adult learners’ motives for participation in education

activities are varied. Houle (1961) utilized in-depth

interviews in developing his famous classification of

learners. Goal-oriented learners use education as a means

Of accomplishing fairly clear-cut objectives such as
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learning to speak before an audience, while

activity-oriented learners are interested more in activity

than in learning skills or subject matter.

Activity-oriented learners may take a course or join a

group to escape loneliness, boredom, an unhappy home life,

etc. In contrast, learning-oriented individuals pursue

learning for its own sake. In this study, the majority of

learners were goal oriented, followed by those who were

learning oriented and activity oriented.

Randall (1980) emphasized that adult learners need

different teaching methodologies than children. He

specified the following differences between adult and child

learners.

1. Adults want to learn--adults don’t

learn just because someone said to;

they must have a desire for the

skill or knowledge.

2. Adults learn only when they feel a

need to learn. They are practical

and want to know that training will

help them now. Each session should

offer something that can be used

immediately.

3. Adults learn by doing. They should

use new information immediately.

4. Adults learn by solving realistic

problems.

5. Adults want guidance, not grades;

adults shy away from grades and

tests--they want to know how they

have progressed (p. 10).
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Generally, methods of teaching adults seem to be.

limited. Since teachers with some eXperience in the formal

education system find it difficult to adapt, adult

education methods used are often those of the school

classroom and may well be inappropriate (Coles, 1977;

Neff & Minkhoff, 1972) .

Knowles (1956) stated:

The teacher must know whether or not his

methods and materials are effective. It

is equally important for the student to

have some way of measuring his progress,

since a sense of achievement is one of

the chief motivations for learning (p.

15) .

Knowles continued' by asking, "How can one identify good

teaching? What are the good characteristics of the good

learning situation?"

First the teacher must know the adult student  understands the objectives or goals of the course. The

teacher should find out what the student wants from the

class and allow the student a part in organizing its

procedures. The teacher’s task is to help the student

perceive the problems of the course and direct activities

toward their solution.

Second, the teacher’s attitude, acceptance and respect

for responsibility will be contagious, creating an
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atmosphere that is pleasant and comfortable to the students

and conducive to learning.

Third, physical discomfort is distracting. Furniture

and other physical equipment should be suitable for adults.

Fourth, the adult student will enjoy and learn more

from the course, if he actively participates in the

classroom discussion. In helping plan the activities for

the class, the student feels some responsibility for its

success and learns as much from this involvement as from

direct instruction. By using the experience of the

students, the generalization being taught can be applied

directly to what they already know.

Fifth, the methods should be varied. Lecture, group

discussion, recitation, demonstration, case studies, team

teaching, filmstrips, field trips, etc., can introduce

variety. However, these methods must be used according to

the subject matter being learned, the type of students

being taught and the course objectives. Inasmuch as

possible, the teacher should be certain that teaching

methods do not offend the social customs and attitudes of

learners.

Sixth, the student is the center of the adult learning

process and the teacher is the key. The teacher’s rela-
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tionship to the student is that of a coordinator or facil-

itator, rather than that of an authority. The teacher acts

as one who can guide the learners to a satisfactory goal.

However, the rate of learning is improved by motiva—

tion. It is the teacher’s duty to use methods as they

apply to particular situations (Coles, 1977; Herm, 1978).

Brundage and Mackeracker (1980) reviewed the literature

dealing with adult learning and developed a comprehensive

list of adult learning principles and their implications

for program planning and facilitating learning. Minix

(1981) summarized the following partial listing of adult

learning principles (pp. 17-18).

1. Adults were constantly changing in

response to internal and external

pressures. Learning was best

facilitated by removing obstacles

which blocked learning rather than

trying to motivate learners. It

was concluded that adult learners

would not remain in programs that

created barriers to their learning.

2. Because adult learners entered

learning experiences with an

established self-concept each

individual must be valued as a

unique worthwhile person. Programs

should be planned which provide

time for individual attention.

3. Because adults had a variety of

experiences which had been

integrated into the self, programs

should provide opportunities for

adult learners to integrate new

learnings.
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The adult learner had a need to be

accepted and valued as a worthwhile

person. Hence, program plans

needed to be flexible so that

responsive feedback might be

provided and at the same time not

provide a threat to learners.

Adults learned more efficiently

when the learnings could be

directly applied to their

experiences. Planned learning

should appear to be relevant to

life experiences.

Previous experiences grew in value

as the adult aged. Planners should

provide enough time and sufficient

opportunity for integration and

reflection.

Adults with positive self-concept

and high esteem showed more

response to learning and were less

threatened. Learning sessions

should provide a non-threatening

climate which was supportive of the

people involved. Planners should

provide opportunities which

clarified learnings, provided

non-judgmental feedback and created

positive interpersonal relations.

Adults learned best when they

valued the role of the learner.

Planners should provide

opportunities for learners to

design and implement their own

learning plans.

Because adults entered learning

programs with personal needs,

feelings, problems, and

expectations, program planners

should create a supportive

environment which permitted

learners to define how they could

fit into the program.

Because adult learners were

problem-centered, the program plan

might be developed around the

actual needs of the learners.
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Minix further stated that a careful reading of the

suggested guidelines led to the conclusion that the

guidelines were compatible with the andragogical theory.

Definitions and Assumptions of Andragogy

The concept of andragogy emerges as a central, guiding

principle when the prescriptive literature of adult

education is considered (Beder & Carren, 1988). Although

the concept was first used in 1883 by Alexander Kapp, a

German (Davenport & Davenport, 1985), and was introduced in

the United States by Lindeman in the 19205 (Brookfield,

1984), it was popularized by Knowles (1970), who defined

andragogy as "the art and science of helping adults

learn." The term "andragogy" is derived from two Greek

root words, gpgp (andra) meaning male and ggpgs (gogy)

meaning leader.

The concept of andragogy stands in contrast to the old

concept of pedagogy. "Pedagogy" is derived from the Greek

words paid meaning "child" and agogus meaning "leader of."

Thus, pedagogy means the art and science of teaching

children (Knowles, 1984, p. 52)-

Knowles (1984) defined the difference between pedagogy

and andragogy as:
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The difference is that the content (pedagogical
model) is concerned with transmitting and skills

whereas the process (andragogical model) is

concerned with providing procedures and resources

for helping learners acquire information and

skills (p. 103).

The procedural differences between andragogy and

pedagogy as identified by Knowles (1984, p. 116), are

summarized in Table 2.01.

According to Knowles (1984), the main purpose of

andragogy is "to develop individuals to be self-directed

learners and to develop, maintain, and enhance the

competencies of self-directed learning" (p. 37). Andragogy

is based on the following assumptions (Knowles, 1984):

1. The need to learn—-adults need to know why

they need to learn something before

undertaking to learn it. Tough (1979) found

that when adults undertake to learn something

on their own, they will invest considerable

energy in probing into the benefits they will

gain from learning it and the negative

consequences of not learning it.

2. The learner’s self-concept--adults have a

self-concept of being responsible for their

own decisions, for their own lives. Once

they have arrived at that self-concept, they

develop a deep psychological need to be seen

by others and treated by others as being

capable of self-direction.

3. The role of the learner’s experience--adult

learners come into an educational process

with a greater volume and more varied quality

of experiences than young learners.

4. Readiness to learn--adults become ready to

learn those things they need to know and be

able to do in order to cope effectively with

their real-life situations.
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Table 2.01.--Comparison of the Assumptions and Designs of Pedagogy and Andragogy
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5. Orientation to 1earning—-in contrast to
children’s and youth’s subject-centered

orientation to learning, adults are

life-centered, task-centered or

problem-centered in their orientation to

learning. Furthermore, they learn new

knowledge, understandings, skills, values,

and attitudes most effectively when they are

presented in the context of application to

real-life situations.

6. Motivation-~while adults are responsive to

some external motivators as better jobs,

promotions, higher salaries, and the like,

the most potent motivators are internal

pressures such as the desire for increased

job satisfaction, self-esteem, quality of

life, etc. (pp. 56—61).

Knowles (1984) discussed seven conditions of learning

that must be satisfied in an andragogical educational

environment. He emphasized that these conditions of

learning fit into his own conception of the role of the

andragogical teacher. These are summarized in Table 2.02

(Knowles, 1984, pp. 83-85).

Minix (1981) proposed that andragogy as an approach to

teacher inservice education appeared to be compatible with

teacher inservice trends. Edelfelt (1975) reported that

teacher inservice education was moving in the direction of

personalizing and individualizing teacher inservice

PrOgrams. He further added that decision-making processes

could be based on cooperation between all the major

interest groups and inservice education should be based on

the needs of students, teachers, and the school program.
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Table 2.02.--Conditions of Learning and Corresponding

Andragogical Principles of Teaching

 

Conditions of Learning Principles of Teaching

The learners feel a need 1. The teacher exposes

to learn students to new

possibilities of self-

fulfillment.

2. The teacher helps each

student clarify his own

aspirations for improved

behavior.

3. The teacher helps each

student diagnose the gap

between his aspiration

and his present level of

performance.

4. The teacher helps the

students identify the

life problems they

experience because of

the gaps in their

personal equipment.

The learning environment is 5. The teacher provides

characterized by physical physical conditions that

comfort, mutual trust and are comfortable (as to

respect, mutual helpfulness, seating, smoking,

freedom of expression, and temperature,

acceptance of differences. ventilation, lighting,

decoration) and

conducive to

interactions

(preferably, no person

sitting behind another

person).

6. The teacher accepts each

student as a person of

worth and respects his

feelings and ideas. 
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Table 2.02 (cont’d.).

 

Conditions of Learning Principles of Teaching

7. The teacher seeks to

build relationships of

mutual trust and

helpfulness among the

students by encouraging

cooperative activities

and refraining from

inducing competitiveness

and judgmentalness.

8. The teacher exposes his

own feelings and

contributes his

resources as a colearner

in the spirit of mutual

inquiry.

The learners perceive the 9. The teacher involves the

goals of a learning students in a mutual

_experience to be their goals. process of formulating

learning objectives in

which the needs of the

students, of the

institution, of the

teacher, of the subject

matter, and of the

society are taken into

account.  
The learners accept a share 10. The teacher shares his

of the responsibility for thinking about options

planning and operating a available in the .

learning experience, and de51gn1ng of learning

therefore have a feeling of experiences and the

commitment toward it. selection of materials

and methods and involves

the students in deciding

among these options

jointly.
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able 2.02 (cont’d.).

 

Conditions of Learning Principles of Teaching

The learners participate 11. The teacher helps the

actively in the learning students to organize

process. themselves (project

groups, learning-

teaching teams,

independent study, etc.

to share responsibility

in the process of mutual

inquiry.

The learning process is 12. The teacher helps the

related to and makes use of students exploit their

the experience of the own resources for learn-

learners. ing through the use of

such techniques as dis-

cussions, role playing,

case methods, etc.

13. The teacher gears the

presentation of his own

resources to the levels

of experience of his

particular students.

14. The teacher helps the

students to apply new

learning to their exper-

ience and, thus to make

the learning more mean—

ingful and integrated.

The learners have a sense of 15. The teacher involves the

progress toward their goals. students in developing

mutually acceptable

criteria and methods for

measuring progress

toward the learning

objectives.

16. The teacher helps the

students develop and

apply procedures for

self-evaluation accord-

ing to these criteria. 
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Bents and Howey (1981) wrote of the need for inservice

:ducators to give more attention to adult development and

LdUlt learning research. It was suggested that the

1ndragogical process needed to be qualified to some

extent. For example, Bents and Howey felt that all

teachers did not possess the same degree of

self-directedness.

Minix (1981) mentioned that andragogy itself appeared

to be an evolving theory. During the initial introduction

of the concept into the United States, it was presented as

a dichotomy with pedagogy. However, by the late 19705, the

dichotomatic nature of andragogy was replaced with a

continuum which ranged from pedagogy to andragogy (Knowles,

1979).

Cross (1981) concluded that:

Whether andragogy can serve as the foundation for

a unifying theory of adult education remains to be

seen. At the very least, it identifies some

characteristics of adult learners that deserve

attention. It has been far more successful than

most theory in gaining the attention of

practitioners (p. 227).
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Definition, Importance and Purpose of Inservice Education

Throughout literature on inservice, many terms are used

frequently and often interchangeably: professional growth,

professional development, teacher renewal and others.

Inservice teacher training has different meanings to

different people. Continuing education courses, sabbatical

leaves, graduate courses, master’s degrees, conferences,

conventions, workshops, television programs and one-shot

lectures all come under the general heading of inservice

training. , However, each may contribute to the continuing

professional growth of a teacher and, thus, fall under the

general concept of professional development and growth

‘(Orrange & Ryn, 1975).

In the Fifty-Sixth Yearbook of the National Society for

the Study of Education, considered by Harris and Bessert

(1969) as a milestone publication on inservice education,

Hass (1957, p. 13) maintained that inservice education

includes all activities engaged in by professional

personnel during their service and designed to contribute

to improvement on the job. In the same vein, Harris and

Bessert (1969, p. 2) declared that inservice education must

include all activities aimed at the improvement of

professional staff members. They defined inservice
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education as planned activities for the instructional

merovement of professional staff members.

A decade later, Harris used the term "inservice

education" to mean:

Any planned program of learning opportunities

afforded staff members of schools, colleges, or

other educational agencies for purposes of

improving the performance of the individual in

already assigned positions (1980, p. 21).

According to Harris, a planned program is specified,

eliminating a wide variety of events, that accidentally or

incidentally contribute to the purpose of inservice

education. In prescribing inservice education as planned

and programmatic, the emphasis is placed on designing

learning experiences, assessing needs, projecting

expectations, budgeting, assigning responsibilities and

evaluation.

In the United Kingdom, the Department of Education and

Science (1970) has defined inservice training as "any

(activities which a teacher undertakes after he had begun to

teach, which is concerned with his professional work"

(Henderson, 1978, p. 11)-

However, for administrative convenience narrower

definitions are often adopted. For example, in 1965, the
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nited States Department of Health, Education and Welfare

escribed inservice training as:

A program of systematized activities promoted or

directed by the school system or approved by the

school system, that contribute to the professional

or occupational growth and competence of staff

members during the time of their service to the

school system (Henderson, 1978, p. 11).

Edelfelt and Johnson (1975) defined inservice education

of teachers as:

Any professional development activities that a

teacher undertakes singly or with other teachers

after receiving her or his initial teaching

certificate and after beginning professional

practice (p. 5).

They used the term "inservice education" synonymously with

‘the terms "staff development," "continuing education" and

"professional development."

Two final definitions of inservice education will

conclude this discussion. The first definition is one

utilized by the State of Michigan’s Department of Education

(1977).

A planned and organized effort to provide teachers

and other educational workers with the knowledge

and skills necessary to facilitate improved

student learning and performance.

Orrange and Van Ryn (1975, p. 47) provide us with the

second definition.
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In—service education is that portion of

professional development that should be publicly

supported and includes a program of systematically

de51gned activities planned to increase the

competencies—-knowledge, skills, and

attitudes--needed by school personnel in the

performance of their assigned responsibilities.

The importance of inservice education has been

recognized since formal education began. Wells (1978, p.

18) noted that the development of inservice education

parallels the development of teacher education.

Tyler (1971) examined the history of inservice

education in America during the past century. He stated

that, because of the lack of certification requirements for

teachers, many teachers did not have an adequate knowledge

of content areas. For this reason, programs of two or

three days’ duration and evening courses were held to

provide inservice education for teachers. Post noted that,

up to 1944, inservice education was viewed as a remedial

process for teachers (1975, p. 26). The primary goal was

to make up deficits in teacher knowledge.

According to both political and educational priorities,

Objectives of inservice provisions vary somewhat from one

country to another. However, there is a general

recognition that educational change necessitates

acquisition of new types of skill and knowledge appropriate

to emerging structures, new forms of school organization,
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new patterns of relationship between teachers, pupil,

parents

range of

and the community and the availability of a wider

teaching and techniques (Tyler, 1978).

According to Tyler (1978), inservice training is:

syste

techn

proje

be d

of t

usefu

Inservice

developme

more impo

Harri

fundament

1.

. increasingly seen as part of the whole

m of communication whereby the ideas and

iques developed in universities’ research

cts and by groups of teachers themselves, can

iffused and disseminated among those members

he teaching force for whom they are most

1 (p. 708).

education is essential for the professional

nt of practitioners in all fields. It is even

rtant for those who are involved with schools.

5 and Bessert (1969, pp. 3-4) stated four

al reasons why inservice education is important.

Preservice preparation of professional staff

members is rarely ideal and may be primarily

an introduction to professional preparation

rather than professional preparation as such.

Social and educational change makes current

professional practices obsolete or relatively

ineffective in a very short period of time.

This applies to methods and techniques,

tools, and substantive knowledge itself.

Coordination and articulation of

instructional practices require changes in

people. Even when such instructional staff

member is functioning at a highly

professional level, employing an. optimum

number of the most effective practices such

as instructional programs, might still be

relatively uncoordinated from subject to

subject and poorly articulated from year to

year.





Along the same line, Hass (1957, pp. 13-14) gave a
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other factors argue for in-service education

activities of rather diverse kinds. Morale

can be stimulated and maintained through

in-service education, and is a contribution

to instruction in itself, even if

instructional improvement of any dynamic kind

doesn’t occur.

number of factors which support the need for inservice

education:

1. The continuing cultural and social changes

which create the need for curriculum change.

2. Pre-service education cannot adequately

prepare members of the public school

professional staff ‘for their

responsibilities.

3. Increase in pupil enrollment.

4. The present and continuing increase in the

number of teachers.

5. The present and continuing shortages of

adequately prepared teachers.

6. The present and continuing need for improved

Howey (1980, quoted in Faloughi, 1980, pp. 55-56)

identified six categories of reasons why there is a need

school leaders.

for inservice education activities for teachers.

1. ‘Transitiona1/--as introductory activities to

allow teachers to move from generalized,

pre-service education to a speCific role.

‘Job specific’--as a response to typically

recurring needs and problems in a particular

situation.

‘System-related’--as
a response to dramatic

changes in society and in the schools.
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Because of these changes, teachers must

reorient or redefine their roles.

‘General professional development’-—as a

means of staying current professionally

without regard to applying the information to

one’s specific situation.

‘Career progression’--as a means of changing

roles or responsibilities.

‘Personal development'--as a process of

understanding and enhancing the individual in

a professional role.

concept of professional development for school

and administrators is a continuing process because

knowledge is a continuing process. This is clearly

articula

As

incr

cont

teac

of

ther

(Smi

Hass

late.

The

prom

prof

ted in the following statement.

long as knowledge about education continues to

ease and new techniques and devices are

rived, there will be something new for the

her to learn regardless of his degree or years

experience. The continuum of preparation can,

efore, cover the teacher’s entire career

th, et a1, 1969, p. 151).

(1957) saw the need to keep the professional up to

major reason for in-service education is to

ote the continuous improvement of the total

essional staff of the school system. All

teachers, administrators and supervisors must

constantly study in order to keep up With advances

subject matter and in the theory and practicein . .

of teaching. Continuous in-service education is

needed to keep the profession abreast of. new

knowledge or to release creative actiVities

(pp. 13-14).
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Moffit (1963) emphasized the importance of inservice

ucation to the educational system.

Proper education of nation’s [sic] teachers should

be the concern of every citizen. It is the

education of teachers that determines the quality

of learning and therefore the quality of the

people of this country--it therefore appears I

conclude that the quality of any school system may

largely be determined by the quality of the

in-service educational -programs involving the

total professional staff (pp. 7-8).

To be effective, inservice education programs

ould be based upon clear, specific objectives.

od, Steven and Russell (1981) identified the

llowing as some objectives of inservice education.

1. Knowledge objectives deal with learning and

using specific content. For example, current

efforts to introduce metrics and nutrition

into the public curriculum demand that many

teachers develop content‘ knowledge in these

subject areas to enable them to teach the

appropriate concept and principles.

2. Strategies or skill objectives pertain to new

procedures for teaching such as how to plan,

manage and evaluate, independent study,

content learning, small group instruction, or

inquiry teaching.  3. Attitudes objectives identify the

commitments, values, and other affective

variables necessary to implement change in

professional behaviour (p. 68).

In discussing the objectives and characteristics of

service education, McCleary and Hentcley (1965) suggested

a following.

1. Improving professional performance.

2. The program should be characterized by an

atmosphere of inquiry.
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3. The program should encompass opportunities

for formal instruction.

4. Although the program should encompass both,

the creative and experimental aspects of goal

seeking should take precedence over the study

of subject matter or the routine preparation

of curriculum guides and aids.

5. The program should not be structured through

administrative edict and should avoid the

implication that it is tied to a plan or

system of salary adjustment.

6. The program should encompass procedure for

evaluation.

7. The program should seek active engagement

with worthwhile problems in an atmosphere of

freedom and psychological safety.

8. The program should make provision for both

individual and group activities (p. 287).

Bishop (1976) maintained that inservice education and

aff development is vital to quality education. To

shop, an important objective of inservice education is to

nvey knowledge or information about new ideas and an

tended change including the rationale, concepts,

jectives and strategies involved. A second objective

ncerns the development of competency, involving a

ntribution of information and related skills.

Tyler (1978) stated that we can easily identify four

nctions of inservice education: 1) remediation; 2)

veloping the competence required to deal with particular

oblems; 3) helping the individual learn what is needed to

tain his/her own professional goals; and 4) furnishing
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1e stimulation of learning opportunities that counteract

)redom and lowered professional performance.

In 1963 Moffit emphasized that continuing education for

aw teachers is another objective of inservice education.

Regardless of the quantity and quality of academic

education received in a college or university, a

teacher new to any given school system needs

inservice education. . . . the beginning teacher

enters into a strange and completely new

situation. For many, it is the first real job the

teacher has had; with the responsibilities

attached thereto, everything is strange.

Commonly, he is unacquainted with the other

teachers, the principal, or the administrative or

supervisory personnel. The students are strange,

and often the community is one about which he has

little knowledge (p. 6).

Edelfelt and Johnson (quoted in Al-Shehri, 1986,

., 38-39) emphasized that the effective inservice

.ucation program considers the teacher as an adult,

ecifically:

1. In-service education programs that place the

teacher in an active role (constructing and

generating materials, ideas, and behavior)

are more likely to accomplish their

objectives than are programs that place the

teacher in a receptive role.

2. Teachers are more likely to benefit from

-inservice programs in which they can choose

goals and .activities for themselves as

contrasted to programs in which the goals and

activities are preplanned.

3. Inservice education programs in which

teachers share and provide mutual assistance

to each other are more likely to accomplish

their objectives than are programs in which

each teacher does separate work.
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4. Inservice education programs having

differentiated training experiences for

different teachers (that is individualized)

are more likely to accomplish their 4

objectives than are programs that have common

activities for all participants.

5. School-based programs in which teachers

participate as helpers to each other and

planners of inservice activities tend to have

greater success in accomplishing their

objectives than do programs which are

conducted by college or other outside

personnel without the assistance of teachers.

Inservice education of teachers has gained a great deal

interest and prestige in recent years. The fact that an

erall shortage of teachers no longer exists in many

untries has encouraged teachers’ organizations to press

r more inservice study opportunities. Inservice training

now an absolute necessity if schools are to develop

eir people, their most important resources. Therefore,

service education should not be piecemeal or haphazard;

t carefully planned over time with particular attention

the instructional needs of the students and the ever

anging social and organizational context of the school

urrello and Orbaugh, 1982).

The Inservice Teacher Education Program in Jordan

This section of Chapter II seeks to provide information'

out the purposes and practices of inservice teacher

ucation in Jordan. It is helpful to understand the

acational context in which the program operates.
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One of the most influential factors in the progress of

a nation is its educational system whose objectives derive

from the beliefs and aspirations of the people and the

society it serves.

The education system of Jordan has its roots embedded

in the Islamic-Arabic cultural pattern and reflects the

hopes of the nation for the future within that pattern.

The philosophy of the educational system is stated in

Educational Law No. 161 (Article No. 3). It is governed by

the Islamic-Arabic value system which places a high

priority on education as a means to develop knowledgeable,

productive and responsible individuals.

By law, the Ministry of Education (MOE) is responsible

for education in the country. The MOE carries out its

responsibilities in consultation with the Jordan Board of

Education (JBE) whose decisions are binding on the Minister

3f Education only in matters pertaining to the formulation

of curricula and the selection of textbooks. However, the

IBE acts as an advisory body in other matters (Article

To. 33). According to the Constitution (Article No. 51),

:he Minister of Education is in charge of the Ministry’s

affairs, for which the Minister is responsible to the Prime

dinister and the Parliament. The MOE is divided into 15

iirectorates, as shown on Figure 2.01. One of the

iirectorates is responsible for ~teacher education and
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Figure 2.01.--Adninistrative Structure of the Jordanian Ministry of Education (HOE)
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certification. Each directorate comprises a number of

divisions and sections which perform their various tasks

according to the prescribed division of labor for each unit

(Ordinance No. 39, 1971).

According to Article No. 3 of Ordinance No. 34 of 1960,

the MOE has the authority to establish a five-member

Teacher Education Committee (TEC) from among the personnel

of the MOE. The TEC is headed by the Undersecretary of the

Ministry and is charged with planning inservice education.

The initial inservice education policies that were

developed by the five-member TEC in 1960 included

provisions and plans for inservice education and made the

Training Division responsible for their execution. In

1971, because of the need for inservice education, the

Certification and Inservice Teacher Training Institute

(CITTI) became the agency solely responsible for the

compensatory inservice teacher education. The CITTI must

also train and certify unqualified compulsory stage

teachers.

Table 2.03 reports the numbers and percentage of

qualified and unqualified teachers in all stages in 1964

when Education Law No. 16 was enacted. In addition the

table gives the same types of figures for 1975,

demonstrating that the MOE is still far short of having

fully and formally qualified teachers in the school system.
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ale 2.03--Comparative Numbers and Percentages of

Qualified and Unqualified Teachers in

All Stages of Jordanian Public Schools

in 1964 and 1975

 

 

 

 

Ungpalified Qualified

J.C.D.*

Less (for

Than Grades B.A. M.A.

Total J.C.D.* % 1—9) (1-12) (1-14)

Total 3768 2859 75.9 743 166 0

54 Male 2460 1830 74.4 510 120 0

Female 1308 1029 78.7 233 46 0

Total 12793 6313 49.4 3506 - 2939 35

75 Male 6809 1889 27.7 2511 2379 30

Female 5984 4424 73.9 995 560 5  
inior College Diploma

arge: Ministpy of Educationl Statistical YearbooksI of

1964-1974 (and Statistics Division Documents, MOE,

1975).

Thus the notions that have prevailed in inservice

Icher education reflect to a very considerable extent the

rposes of inservice education (Training Division Annual

>ort, 1972; Report No. 26481 of the Minister of Education

the Prime Minister, concerning projects and activities

the MOE, Sept. 11, 1973; CITTI Annual Report, 1974).

1e of the major purposes of inservice education are to:
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remedy deficiencies identified by teachers and/or

by school supervisors.

compensate for complete lack of pre-service

training.

assist teachers in implementing new curricula

and/or utilizing new textbooks adopted by the JBE.

assist newly appointed and/or transferred teachers

to cope with their new responsibilities.

refresh and update knowledge and skills.

help teachers adjust to special classroom settings

such as self-contained, multi-grade and

schoolhouse classrooms.

aid teachers in the utilization of radio and/or

television educational programs.

assist teachers in the production and/or

utilization of audio-visual aids and laboratory-

equipment.

enhance qualifications of teachers through

inservice programs leading to higher certificates.

 

 



 

 

prog

spec

peri

basi

teac

teci

(IIVI

(Tr;

deg

sir

ant



 

50

10. "to raise the professional level of the trainees"

(Article No. 6 of Ordinance No. 34, established in

1960).

The most important activities of inservice education

programs are: the remedial and updating, as well as the

special and summer programs which are limited to short

periods, usually from two to six weeks.

Trainees are recommended by supervisors more on the

basis of their personal feelings about the needs of

teachers than through systematic, diagnostic procedures and

techniques. The supervisors are instructed by the TEC to

give first priority to compensatory inservice training

(Training Division Annual Report, 1968).

An upgrading program for teachers holding the B.A.

degree has been in operation at the local universities

since 1973. The curriculum is comprised of 32 credit hours

in professional courses and leads to a Diploma of Education

and a 25% salary increment.

Since 1971, local' inservice programs of one to six

day’s duration have been held in teacher centers in the

school districts. These Iconsist primarily of two-hour

seminars and are led by supervisors and/or specialized

individuals recruited by the CITTI.
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Goad (1984) analyzed the CITTI program in Jordan. He

tates:

In 1971, the proportion of unqualified teachers

was 70% . . . . CITTI was established in the

belief that in-service education was the most

appropriate method for certification of the

largest possible number of teachers in the

shortest possible time and with the least expense

(p. 65).

Further, Goad summarized the goals of CITTI as follows:

1. To qualify teachers serving in government and

private schools by raising their professional

competence to a level comparable to that of

the teacher Training Institute graduates.

2. To qualify directors of government and

private schools in school administration by

means of a one-year course following the

Diploma of a Training Institute or CITTI.

3. To carry out any other tasks entrusted to it

by the Certification and Training Committee

of the Ministry of Education (p. 66).

Methods of teaching are varied in the Institute.

eminars, workshops, assignments and summer courses are

rganized with a particular emphasis on self-directed

earning. Guidance in practical teaching is emphasized

hrough visits by an individual tutor or by a tutor

ccompanied by specialists. During the two years of study

ach student may be. visited in his school on 12 separate

ccasions. Educational guidance is provided by an academic

utor who supervises 50-70 teachers, observing and guiding

hem in practical teaching, especially with the translation
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of theoretical concepts into practical application (Goad,

1984, p. 68).

Thus, significant development occurs in expanding the

inservice education programs for teachers. First, there is

agreement between the Ministry of Education, the Ministry

of Higher Education and the colleges of education in the

local universities to accept each semester a number of

teachers holding the B.A., so these teachers may obtain

either a diploma or master’s degree in education. Second,

in 1988, two higher colleges for the certification of

teachers were established. One was located in Amman and

the other in Irbid. This opens the opportunity to teachers

who hold the associate’s degree to pursue their higher

education and obtain the B.A. in Education. All tuition

and expenses are paid by the government. This procedure is

emphasized by the Ministry of Education because there is a

need to qualify teachers and provide them with knowledge

and skill (Afif, 1989).

Figure 2.02 demonstrates the growth in numbers of

teachers in all stages in public schools.

One of the major concerns expressed by the educational

convention held at Amman in 1988 was the need for inservice

education for teachers on the job. This convention was
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Figure 2.02.--Growth in Number of Teachers in All Stages in

Public Schools

figgggg: Ministry of Education (1988). Education in Jordan,

(p. 16). Amman: Author.

held under the MOE’s auspices. Prince Hassan presided over

it (Al-Dastour, 1989).

The MOE tries to carry out the recommendations of the

convention. Therefore, it has designed the following

plan. First, teachers who hold the B.A. will be qualified

within 10-11 years (1987-1997) by dividing the teachers

into seven groups. Each group consists of 700 teachers who

will earn either a diploma or master’s degree in education
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from the local universities. Second, teachers who hold the

associate's degree are divided into seven groups. They

will be admitted into the Higher College for a certificate

to earn the B.A. Each group consists of 1,700 teachers.

These plans are clarified in the Figures 2.03 and 2.04.

SUMMARY

The review of the literature focused on four major

topics. First, the characteristics of the adult learner

were discussed. Second, definitions and assumptions of

andragogy were examined. Third, the definition, importance

and purpose of the inservice education programs were

reviewed. Finally, the history and practices of the

Jordanian inservice education programs were examined. In

the following chapter, the design and methodology of the

present study will be explained.
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CHAPTER III

STUDY DESIGN AND METHODOLOGY

The primary purpose of this study was to assess the

perceptions of teachers as adult learners and their

supervisors regarding inservice teacher education in the

Mafraq public school districts in Jordan. The methods and

procedures employed in conducting and analyzing the data

are described in this chapter. Included are descriptions

of the type of research, the target population and sample,

selection. Also the data collection instrument is

described in terms of its construction, validity,

translation, pilot testing as well as the data collection

procedures and the methods employed for data analysis.

T e of Research

Turney and Robb (1971) categorized descriptive research

in the following way.

Does the research deal with what it is? If it

does, then it is descriptive research.

Descriptive research is that process that is

concerned with characterizing the future of

situation, objectives, or practices. It allows

one to find out pertinent information about an

existing situation. Descriptive research usually

is thought of as an effort to determine current

57
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practice or status so we may develop guidelines

for future practices (p. 8).

Isaac and Michael (1983) further describe descriptive '

research as an attempt to describe things as they are,

instead of trying to discover a cause and effect

relationship. The authors demonstrate that descriptive

research determines the facts of current situations and

attempts to clarify existing reality. According to Turney

and Robb (1971), descriptive research methods can tell us

about what presently exists. They note that:

One type of descriptive research is survey. The

survey is an attempt to analyze, interpret and

report the status of an institution, group, or

area in order to guide practice in the immediate

future (p. 63).

Survey research seems to be the most appropriate

procedure for exploring the problem being considered in

this study.

Population

The target population for this study consisted of

elementary, intermediate and secondary school teachers and

Supervisors in the Mafraq City School District (MCSD).

Located in northeastern Jordan, Mafraq District is Jordan's

third largest district. Its total population is believed

to exceed 100,000 people. It occupies one—quarter of
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Jordan. According to the Ministry of Municipal and Rural

Affairs (1987-1988), it is considered a center for the

tribes living in the area.

The Mafraq district school system has a total of 253

public schools in all three levels (cf., Table 3.01). Most

of these schools are in the rural areas.

Table 3.01.--Total Number of Schools and Jordanian

Teachers in the Mafraq School District

 

 

 

Male Female

Level of Number of Number of Number of Number of

School Schools Teachers Schools Teachers

Elementary 48 520 59 698

Intermediate 64 419 42 336

Secondary 18 208 22 207

Total 130 1147 123 1241

 

Source: Educational Statistics for Mafraq School District,

1988-1989, Department of Statistics: Educational

Directorate of Mafraq District: Mafraq, Jordan.

Each school has a principal. However, some schools,

depending on the size of the school have one assistant

principal. This is found especially at the secondary

level. According to the above-mentioned statistical

report, there are 20 academic supervisors serv1ng the

teachers of the district. Their offices are in the
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directorate’s headquarters. Of the total number of

supervisors, 18 are male and two are female.

Sample Selection

Selecting an ideal sample of a certain population is

considered a difficult task (Borg & Gall, 1979). However,

two crucial factors identified as very important steps in

sample selection are the: (1) population’s representation

by the selected sample and (2) sample size (Borg & Gall,

1979; Scheaffer, et al, 1979).

To ensure both of these criteria were met, this

researcher used the stratified random sample technique.

Scheaffer, et a1 (1979) define a stratified random sample

as "one obtained by separating the population elements into

nonoverlapping groups, called strata, and then selecting a

random sample from each stratum" (p. 59). The major‘

advantage of stratified sampling is it guarantees

representation of defined groups in the population (Ary,

Jacobs & Razarieh, 1979)-

The sample was drawn from available lists in the main

office of the Mafraq District’s Department of Education.

The population of teachers was stratified by two

variables: gender and school level. Teachers were
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classified into six strata: (1) male elementary teachers,

(2) female elementary teachers, (3) male intermediate

teachers, (4) female intermediate teachers, (5) male

secondary teachers and (6) female secondary teachers.

Accordingly, all teachers in the district were stratified

and classified into six categories as described above. In

each category, three schools from one level were randomly

selected for inclusion in the sample. The total number of

schools selected was 18, divided equally by school level

and gender. Then, every teacher in each of the randomly

selected schools was included in the sample. The total

number of teachers in all 18 schools was 320 males and

females. This total was determined to comprise the sample

of teachers.

Selection of Supervisors

As indicated by the latest statistical report

(1988-1989), the Mafraq District’s Educational Directorate

has a total of 20 supervisors--18 male supervisors and two

female supervisors. Because of the small number, all

school district supervisors were included in the study.
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The Research Instrument

A questionnaire was used to collect the data for this

study. Two sections were used in the primary instrument

for collecting data necessary for this study (cf., Appendix

A).

Section One

In this section of the instrument, a set of seven

questions was designed to collect demographic and personal

data about the respondents. The demographic variables

included:

1. Gender. Two categories were included: male and

female.

2. Age. This variable contained four categories:

(20-29), (30-39), (40-49) and (over 50) years.

3. Present responsibility. This variable contained

two categories: teacher and supervisor.

4. School level. This variable contained three

categories: elementary school, intermediate

school and secondary school.
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5. Experience in teaching. This variable contained

four categories: 1-5, 6-10, 11-15 and over 15

years.

6. Experience in supervision. This variable

contained four categories: 1-5, 6-10, 11-15 and

over 15 years.

7. Highest level of educational achievement

(degree). This variable contained five

categories: high school, teacher training

certificate, B.A., M.A. and other.

Section Two

In this section, . a 25-item questionnaire was

constructed to collect the desired data for the major

purpose' of this study: that is, to assess the perceptions

of teachers as adult learners and their supervisors

regarding inservice teacher education programs in Jordan.

The questionnaire was a slight modification of Minix’s

instrument (1981) (cf., Appendix A). The researcher

requested and received permission from Minix to use his

instrument in the present study (cf., Appendix B).
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Minix’s instrument was developed to: (1) provide

information on teachers' perceptions of andragogical

learning approaches and (2) ascertain the extent to which

andragogical theory and process had been experienced by the

teachers in inservice education programs (Minix, 1981).

The respondents (teachers and supervisors separately)

were requested to respond to 25 items on two Likert-type

scales. The first scale was identified as the extent of

agreement scale. The respondents were requested to respond

to the items in this scale in one of the following five

ways: Strongly Agree (SA), Agree (A), Agree/Disagree

(A/D), Disagree (D) or Strongly Disagree (SD). The second

scale was identified as the frequency of occurrence scale.

The respondents were requested to respond to this scale in

one of the following ways: Always (A), Frequently (F),

Sometimes (S), Rarely (R) or Never (N).

Minix (1981) reported that the reliability of the

instrument, determined by the test-retest method, was .85.

The content validity was judged by submitting the selected

items to experts in the area of andragogy such as Malcolm

Knowles, Wayne James, Herschel Hardly and John Ingalls.

The validity was judged to be satisfactory.

For the purpose of this study, this researcher

determined that nine items were unrelated to the teaching
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activities in Jordan. These nine items were deleted from

Minix’s original questionnaire. The final version of the

instrument used for this investigation consisted of 25

statement items which were randomly arranged on the

questionnaire to avoid creating a response set among

participants. The 25 items in the questionnaire were

grouped into six approaches or clusters according to their

commonality and the author’s logical interpretation.

However, the factor analysis technique was not used in this

process because it was previously utilized on the original

instrument.

Of the 25 statement items, 23 were related to one of

six approaches as follows.

1. The beliefs of a self-directed learner: five

items.

Item 3: I am capable of directing my own

professional development.

Item 4: Inservice programs should provide

options for teachers who do not want to

follow the planned program.

Item 5: Each teacher should be responsible for

his/her professional development.
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Teachers should be allowed to set their

own goals at inservice programs.

I should be permitted to direct my own

learning experiences.

characteristics associated with

teacher-centered inservice programs: seven items.

Item

Item

Item

Item

The best inservice programs should help

me learn new processes for dealing with

my concerns.

Inservice settings should be scheduled

at convenient times for teachers.

Solving problems that are of interest to

the classroom teacher should be

emphasized at inservice meetings.

Teachers should group themselves

according to their interests and needs

at inservice meetings.
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Inservice presenters should show

teachers that the teachers’ abilities

and experiences are valued and

respected.

Inservice presenters should take time to

develop a friendly and cooperative

atmosphere.

Cooperation among teachers at inservice

settings is an important aid to

learning.

teachers’ self-knowledge: four items

Inservice programs should help teachers

learn about themselves.

Theories presented at inservice programs

should be directly related to the

teachers’ personal experiences.

Self-evaluation should be an integral

part of inservice programs.

 1k





Item 22:
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Teachers should be encouraged to examine

their own feelings, attitudes and

behaviors in inservice programs.

Trust in the program purpose: three items.

Item 6:

Item 7:

Item 9:

A feeling of trust should exist between

inservice planners and teachers.

Teachers should be helped by inservice

programs to free themselves of patterns

of thought that block their growth.

Inservice programs should have a clear

purpose.

Small group work: two items.

Item 12:

Item 20:

I prefer working with small groups of

teachers, to listening to lectures.

Small groups should be created to solve

problems at inservice programs.
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6. The teachers’ desire to have teacher-initiated

inservice programs: two items.

Item 1: Teachers should be permitted to design

their own inservice programs.

Item 2: The experiences of the teachers taking

part in an inservice program should be

utilized as sources of information.

Two of the items which were not part of the andragogy

scale were designed to ascertain the extent to which

teachers felt they were treated as professionals and

adults.

Item 10: Teachers should be treated as adults at

inservice programs.

Item 11: Teachers should be treated as

professionals at inservice programs.

Respondents to the questionnaire were asked to indicate

the degree of needs for inservice teacher education

PrOgrams in the specified areas on a Likert—type scale of

five points (1-5). I The responses for the extent of

agreement scale were given the following values: Strongly
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agree=1, Agree=2, Agree/Disagree=3, Disagree=4and Strongly

Disagree=5. The data for the frequency of occurrence scale

were rated 'as follows: Always=1, Frequently=2,

Sometimes=3, Seldom=4 and Never=5. 0n the questionnaire,

the teachers were instructed to respond according to their

perceptions of their own personal-professional needs while

the supervisors were asked to respond according to their

perceptions of inservice education needs among teachers.

Questionnaipe Validity

Mosher and Kalton (1972) defined validity as ". . . the

ability of the survey instrument to measure what it sets

out to measure" (p. 356). Furthermore, they believe that a

researcher and/or a team of workers in a particular area

with enough knowledge can judge the validity of the

research instrument. They stated: "the assessment of

content validity is essentially a matter of judgement; the

judgement may be made by the surveyor or, better, by a team

of judges engaged for the purpose (p. 356).

The researcher conducted a study of the face/content

validity of the English version of the questionnaire at

Michigan State University. In terms of the overall content

validity and clarity of the items, the questionnaire was

provided for review to four Jordanian and Saudi Arabian

graduate (Ph.D.) students at Michigan State University’s
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College of Education. For the same purpose, a research

consultant at Michigan State University’s College of

Education reviewed the questionnaire. Based on their

suggestions and comments, the words in some items were

modified to adapt to the culture of Jordanian teachers and

supervisors.

Translation of the Questionnaire

The researcher initially translated the questionnaire

from English into Arabic, the respondents’ native

language. The back translation method was used to

translate the questionnaire. ‘Two native speakers of Arabic

with excellent command of English independently translated

the instrument into Arabic and then into English again.

The translated instrument in Arabic was reviewed by the

instructor of Arabic language in Michigan State

University’s Department of Linguistics and Germanic,

Slavic, Asian and African Languages (cf., Appendix B).

This procedure was employed to ensure the instrument was

compatible in Arabic and English.

Pilot Testing of the Instrument

Fox (1969) identified the purposes of a pilot test as:

(1) testing of the collection instrument for revisions and
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(2) providing data to estimate the instrument’s

reliability.

The instrument was administered to a sample group of 25

Arab doctoral students at Michigan State University. This

pilot test sample was not part of the study’s sample.

However, they were essentially similar in culture to the

sample in Jordan. This test was conducted to determine if

the questionnaire items were yielding the kind of

information needed. No important differences in the

interpretations of the meaning of items were reported.

Based on the data from direct responses to the instrument,

as well as written and verbal comments by the respondents,

it was determined that the items were interpreted as

intended. This established reasonable validity regarding

the construction of the items. On the basis of pilot test

results, some minor revisions in wording and in item

arrangement were made to the instrument. After these minor

revisions were made, the researcher gave three doctoral

students at Michigan State University the revised Arabic

questionnaire and requested them to identify confusing or

difficult items. The results of the responses indicated

that the questionnaire items were clear. The average

length of time it took to complete the questionnaire was

15-25 minutes.
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Data Collection Procedures

The researcher’s doctoral committee approved the

proposal of this study in May, 1989. The University

Committee on Research Involving Human Subjects (UCRIHS) was

provided with two copies of the proposal and asked to

review the material and grant approval to conduct the

study. That approval was granted (cf., Appendix B). Data

for this study were collected during May and June, 1989.

A packet containing the survey instrument and a cover

letter with all the information to obtain the needed

information was mailed to the Assistant Director of the

Mafraq District Department of Education. The researcher's

academic advisor sent an explanatory letter to the

Jordanian Minister of Education to obtain permission to

conduct the study (cf., Appendix B). With the approval of

the Minister of Education, a directive from the Ministry of

Education was forwarded to the Mafraq District Director of

the Department of Education to conduct the study in the

public school. (A copy of the Ministry of Education’s

directive is in Appendix B).

The Director of the Department of Education issued

letters to the principals of the stratified random sample

schools included in the study to allow teachers to

participate in the study (cf., Appendix B). After the
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teachers completed the questionnaire, each principal

brought back the questionnaires to the main office of the

Department of Education. The supervisors were contacted

directly by the Assistant Director of the Department of

Education in their offices at the Department of Education.

They were asked to bring the questionnaires to the Office

of the Assistant Director.

The total number of distributed questionnaires was 320

-copies, divided between the potential two groups of

respondents in the following manner: 300 questionnaires to

teachers, 125 questionnaires to elementary school teachers,

95 questionnaires to intermediate school teachers, 80

questionnaires to secondary school teachers and 20

questionnaires to supervisors.

All questionnaires were accompanied by a cover letter.

The cover letter explained the purpose of the research,

urged the participants to respond to all items as

'accurately and truthfully as possible and assured the

anonymity of respondents.

Furthermore, the letter informed the participants/

respondents that their participation was on a voluntary

basis and that their return of the completed questionnaire

would be considered consent to participate.
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Each of the questionnaire’s two sections was introduced

by instructions to each of the two groups of respondents

explaining how responses to each item should be recorded.

The overall percentage of usable returned forms was

81.25%. Table 3.02 indicates the number of questionnaires

distributed to the sample and number of completed

responses.

Table 3.02.--Number of Questionnaires Distributed to the

Sample and Number of Completed Responses

 

 

Number of Number of Percentage of

Role Group . Sample Responses Responses

Teachers 300 240 80.00%

Supervisors 20 20 100.00

Total 320 260 81.25%

 

Descriptive Data

One purpose of this study was to describe the history

and practices of the present Jordanian inservice education

programs. Data for this purpose was collected from

Jordanian and international agencies such as the Ministries

of Education, Higher Education and Planning, as well as the

United Nations Educational Scientific and Cultural

Organization (UNESCO). Although all of these agencies and
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institutions were contacted, information on the subject was

scarce. Only a few written documents (records and papers

concerning the 'historical development of -inservice

education programs and practices) were obtained.

Therefore, although the descriptive section in

Chapter II of this study was based on the available

literature, most of it was based on correspondence between

the researcher and the Jordanian Ministry of Education and

the Mafraq District Department of Education.

Treatment and Analysis of the Data

The Statistical Package for the Social Sciences

(SPSS-X) available in the MSU IBM Mainframe computer was

used in the computation and analysis of data for this

study. The analysis of data from the questionnaire

incorporated the use of simple descriptive statistics in

the form of counts, percentages and ranks. In addition to

descriptive statistics, a one-way Analysis of Variance

(ANOVA) was used to determine whether or not there exists

Significant differences in teachers’ perceptions regarding

the andragogical learning approaches between and among

certain demographic variable levels.

research questions 1, 2, 3, 4 and 6

Data analysis for

was based on the aggregate mean ratings for the teachers’
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and supervisors’ perceptions on the six andragogical

learning approaches. The mean ratings were based on the

responses to the five-point, ordinal Likert-type scale

items which ranged from (1) Always to (5) Never for the

actual practice and (1) Strongly agree to (5) Strongly

disagree for the expected practice. Analysis of research

question 5 utilized the teachers’ responses to the two

items which provided the teachers’ perceptions on whether

or not teachers should be treated as adults and

professionals at the inservice teacher education programs.

Statistical tools used in the presentation and analysis of

data for each of the six research questions are given

below.

Question 1: To what extent are andragogical

approaches being practiced in the

inservice education programs in Jordan as

perceived by elementary, intermediate and

secondary school teachers?

On a five-point ordinal Likert—type scale ranging from

(1) Always to (5) Never, means and standard deviations for

the six andragogical learning approaches were computed for

the elementary, intermediate and secondary school

teachers. The extent to which the andragogical learning

approaches are being practiced in the inservice teacher
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education programs as perceived by teachers was evaluated

using the interpretation of the mean ratings given by,

1.00 - 1.99: Always

2.00 - 2.99: Frequently

3.00 - 3.99: Sometimes

4.00 - 5.00: Rarely or Never

Question 2: To what extent are andragogical

approaches being practiced in the

inservice education programs in Jordan as

perceived by supervisors?

Means and standard deviations for the supervisors’

responses on the five-point ordinal Likert-type scale were

computed. Based on the aggregate mean ratings for each of

the six andragogical learning approaches, ranks were also

determined. The extent to which the andragogical learning

approaches are being practiced in the inservice teacher

education programs as perceived by supervisors was

evaluated using the interpretation of the mean ratings as

given in research question 1.

Question 3: To what extent are andragogical

approaches preferred in the inservice

education programs in Jordan as
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perceived by elementary, intermediate and

secondary school teachers?

On a five-point ordinal Likert-type scale ranging from

(1) Strongly agree to (5) Strongly disagree, means and

standard deviations for the six andragogical learning

approaches were computed for the elementary, intermediate

and secondary school teachers. The extent to which the

andragogical learning approaches are preferred in the

inservice teacher education programs as perceived by

teachers was evaluated using the interpretation of the mean

ratings given by,

1.00 - 1.99: Highly preferred (strongly agree)

2.00 - 2.99: Preferred (agree)

3.00 - 3.99: Neutral (agree/disagree)

4.00 - 5.00: Not preferred (disagree/strongly disagree)

Question 4: To what extent are andragogical

approaches preferred in the inservice

education programs in Jordan as perceived

by supervisors?

Means and standard deviations for the supervisors'

responses on the five-point ordinal Likert-type scale were

computed. Based on the aggregate mean ratings for each of

the six andragogical learning approaches, ranks were also
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determined. The extent to which the andragogical learning

approaches are preferred in the inservice teacher education

programs as perceived by supervisors was evaluated using

the interpretations of the mean ratings as given in

research question 3.

Question 5: To what extent do teachers feel they are

treated as professional adults in the

inservice programs in Jordan?

Two items (1) Teachers should be treated as adults at

the inservice teacher education programs and (2) Teachers

should be treated as professionals at the inservice teacher

education programs were used in addressing research

question 5. For the expected and actual treatment, a

Likert-type scale ranging from (1) Strongly agree to

(5) Strongly disagree for the expected treatment and

(1) Always to (5) Never for the actual treatment were

utilized. Frequencies and percentages were computed for

each response level. The extent to which teachers are

treated as adults and professionals together with the

expected treatment were evaluated using the frequencies and

percentages.

Questipp_§: What is the relationship of selected

personal and demographic variables such

as gender, age, school level, level of
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education and years of experience on the

perceptions of all teachers and

supervisors regarding andragogical

learning approaches in the inservice

education programs in Jordan?

Based on the aggregate mean responses for the teachers’

perceptions on the extent to which andragogical learning

,approaches are preferred in the inservice teacher education

programs,‘ a one-way Analysis of Variance (ANOVA) was

utilized to determine whether or not there exist

significant differences in teachers’ perceptions among and

between levels of these demographic variables. Due to the

small number of supervisors in the study, no statistical

tests were performed to determine whether or not

statistically significant differences exist between and

among these demographic variable levels. However, means

and standard deviations were used to indicate whether

differences exist in supervisors’ perceptions between and

among these demographic variable levels.

SUMMARY

The methods and procedures used in conducting and

analyzing the data were explained in this chapter. The

target population of the study, the research instrument and

its validity, translation and pilot testing were
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described. Data collection procedures and statistical

analysis methods were also described. The results of the

data analysis performed in this study will be reported in

Chapter IV.
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CHAPTER IV

PRESENTATION AND ANALYSIS OF DATA

lutrgdugtien

The primary purpose of this study was to assess the

perceptions of teachers as adult learners and their

supervisors regarding inservice teacher education programs

in Jordan. The study was conducted to provide tentative

answers for the research questions presented in Chapter I.

In this chapter, findings related to these questions are

presented in five sections. The first section describes

the respondents who participated in the study in terms of

their distribution among the demographic variables:

gender, age, school level (elementary, intermediate or

secondary) in which teachers work, years of teaching

(supervisory) experience and level of education. The

second section reports findings regarding respondents’

perceptions concerning andragogical approaches being

practiced in the inservice education programs. The third

section reports findings regarding respondents’ perceptions

concerning andragogical approaches preferred in the

inservice education programs. The fourth section reports

findings regarding respondents’ perceptions concerning

83
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treatment of teachers as professionals and adults in the

inservice teacher education programs. Findings for the

relationship between respondents’ perceptions regarding

andragogical approaches and certain demographic variables

will be presented in section five.

Analysis of Respondent’s Information for

Teachers and Supervisors

A total of 260 educators were involved in this study of

which 240 (or 92%) were teachers while 20 (or 8%) were

supervisors. Of the 240 teachers who participated in this

study, 146 (or 61%) were males and 94 (or 49%) were

females. 0n the other hand, of the 20 supervisors involved

in this study, 18 (or 90%) were males while 2 (or 10%) were

females.

The majority of the teachers who participated in this

study were between the ages of 30 and 39 years while most

of the supervisors were between the ages of 40 and 49

years. Table 4.01 shows the distribution of teachers by

age groups and gender. Table 4.01 indicates that of the

_ 239 total teachers who indicated their age, 154 (or 64.1%)

were 39 years or younger and 85 (or 35.9%) were 40 years or

older. Among the teachers who were involved in this study,

145 (or 60.7%) were males and 94 (or 39.3%) were females.
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Table 4.01.--Distribution of Teachers by

Age Group and Gender

 

 

 

Female Male _ Total

Age Group No. % No. % No. %

20 - 29 27 61.4 17 38.6 44 18.3

30 - 39 51 46.4 59 53.6 110 45.8

40 - 49 14 18.9 60 81.1 74 30.8

50 and over 2 18.2 9 81.8 11 5.1

Total 94 39.3 145 60.7 239 100.0

 

Table 4.02 shows the distribution of supervisors by age

group and gender. From this table, it is clear that while

the majority of the teachers are below 40 years old, the

majority of the supervisors are above 40 Years old. It

seems that female teachers are younger than male teachers.

Out of 20 supervisors who were involved in this study, 14

(or 70%) were 40 or more years old while six (or 30%) were

Table 4.02.--Distribution of Supervisors by

Age Group and Gender

 

 

Female Male Total

Age Group No. % No. % No. %

20 - 29 1 -100.0 — - 1 5.0

30 - 39 1 20.0 4 80.0 5 25.0

40 - 49 - - 11 100.0 11 55.0

50 and over - — 3 100.0 3 15.0

 

Total 2 10.0 18 90.0 20 100.0
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no .more than 40 years old. Like the teachers, the majority

of the respondents among the supervisors were male. 0f the

20 total supervisors only 2 (or 10%) were females, while 18

(or 90%) were males.

The level of teaching experience among the respondents

ranges from one year to over 15 years. Table 4.03 shows

the distribution of teachers by number of years in teaching

experience and school level. From Table 4.03, it is clear

that the majority of the respondents have been in the

teaching profession for six to 15 years, while only'zo (or

8.4%) have been in the profession for over 15 years. Of

the 240 teachers who participated in this study, 100 (or

41.7%) were elementary school teachers, 80 (or 33.7%)

Table 4.03.--Distribution of Teachers by

School Level and Teaching Experience

 

 

 

 

Elementary Intermediate Secondary

Schools Schools Schools All ,

Experience

in Years N % N % N % N %

1- 5 19 43.2 11 25.0 14 31.8 44 18.5

6-10 38 40.4 26 27.7 30 31.9 94 39.5

11-15 38 47.5 32 40.0 10 12.5 80 33.6

Over 15 4 20.0 11 55.0 5 25.0 20 8.4

No Response 1 50.0 - - ,1 50.0 2

Total 100 41.7 80 33.7 60 25.6 240 100.0
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were intermediate school teachers and 60 (or 25.6%) were

secondary school teachers. Overall, 138 (or 58%) of the

teachers indicated that they have been in the profession

for no more than 10 years while 80 (or 33.6%) have been in

the profession for 11 to 15 years and 20 (or 8.4%) have

been teaching for over 15 years.

Respondents were asked to indicate their highest level

of formal education. Table 4.04 presents the distribution

of teachers by the highest level of education attained.

From Table 4.04 it is shown that out of 240 teachers, 137

(or 57.1%) indicated that they did not attain the

bachelor’s degree, although 129 of them were trained

Table 4.04.—-Distribution of Teachers by

Highest Education Level Attained

 

 

 

Level of Education Number Percentage

High School 8 3.3

Trained Teachers 129 53.8

Bachelor of Arts Degree 100 41.7

Master’s Degree 3 1.2

Total ' 240 100.0

 

teachers. Among 103 (or 42.9%) who had the bachelor’s or a

higher degree, 100 (or 41.7%) had the bachelor’s degree,

while three (or 1.2%) had master’s degrees.
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Table 4.05 presents the distribution of supervisors by

education level and years of supervisory experience.

Table 4.05.--Distribution of Supervisors by

Education Level and Years of

Supervisory Experience

 

 

 

 

Bachelor’s Master’s

Degree Degree All

Experience .

in Years N % N % N %

6—10 5 62.5 3 37.5 8 42.1

11-15 5 71.4 2 28.6 7 36.8

Over 15 1 25.0 3 75.0 4 21.1

No Response - - 1 100.0 1 5.0

Total 11 55.0 9 45.0 20 100.0

 

From Table 4.05, it is shown that, of the total of 20

supervisors who participated in this study, 11 (or 55%) had

the bachelor’s degree, while 9 (or 45%) had master’s

degrees. The level of experience for the supervisors

ranges from six to over 15 years with 15 (or 78.9%) who

have been in the profession for between six and 15 years.

Only -four (or 21.1%) of the supervisors had more than 15

years of supervisory experience.
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Presentation of Research Findings

The research findings in relation to the six research

questions are presented in the remaining part of this

chapter. Each research question will be restated followed

by a presentation of the research findings in connection

with the research question.

Teachers’ Perceptions Concerning Andragogical

Approaches Being Practiced in the

Inservice Education Programs

Research Question 1: To what extent are andragogical

approaches being practiced in the

inservice education programs in

Jordan as perceived by-elementary,

intermediate and secondary school

teachers?

Respondents were asked to rate the extent to which they

perceive the andragogical approaches as being practiced in

the teachers’ inservice education programs in Jordan. On a

five-point Likert—type scale, ranging from (1) Always to

(5) Never, means and standard deviations for the six

andragogical learning approaches were computed for the

elementary, intermediate and secondary school teachers.

(For the number and percentage of responses to each item

level, see Appendix C.) Data analysis for Research

Question 1 was then based on these aggregate mean ratings

0f the teachers' perceptions on each ‘of the six
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andragogical learning approaches. Separate mean ratings

were also computed for teachers at each of the three school

levels. The mean score for all andragogical approaches was

on a continuum, ranging from the minimum 1.00 to the

maximum 4.119. The fact that no mean near 5.00 was

observed implies that most respondents did not select the

"never" category. As a result, the following four

categories of the mean ratings were adopted throughout the

research:

1.00 - 1.99 : Always

2.00 — 2.99 : Frequently

3.00 - 3.99 : Sometimes

4.00 - 5.00 Rarely or Never

Table 4.06 shows the means and standard deviations for

the six andragogical learning approaches for each of the

three levels of school teachers. As shown in Table 4.06,

the means for the six andragogical learning approaches

range from 3.634 to 4.074. The andragogical approaches

Of: A Self-Directed Learner (mean=3.979), Improving

Teachers! Self-Knowledge (mean-3.982), Trust in the

Program Purpose (mean=3.979) and Teacher-Initiated

Inservice Programs (mean=3.634) were perceived as being

practiced sometimes. However, the andragogical learning

approaches of Teacher-Centered
Inservice Programs

(mean=4.048) and Small Group Work (mean=4.074) were

perceived as rarely or never practiced in the teachers'

inservice education programs.
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Although there was a general agreement among all

teachers at ‘ all levels that andragogical learning

approaches are not practiced frequently in the Jordanian

teachers’ inservice education programs, elementary school

teachers perceive all of the approaches as being practiced

sometimes with the exception of Teacher-Centered

Inservice Programs (mean=4.019) which they perceived as

being rarely or never practiced in the teachers’ inservice

education programs. On the other hand, intermediate school

teachers perceived all of the approaches as being rarely or

never practiced with the exception of Teacher- Initiated

Inservice Programs (mean=3.556) which was perceived. as

practiced sometimes. However, there was general agreement

between intermediate and secondary school teachers on the

four andragogical approaches: A Self- Directed Learner

(mean=4.066, 4.030), Teacher-Centered Inservice

Programs (mean=4.119, 4.005), Trust in the Program

Purpose (mean=4.008, 4.011) and Small Group Work

(mean=4.114, 4.223) which they perceived as being rarely or

never practiced. The only andragogical approach on which

all the three groups of teachers agreed was

Teacher-Initiated Inservice Programs (mean=3.515,

3.556, 3.941) which was perceived as being practiced

sometimes.
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Supervisors’ Perceptions Concerning

Andragogical Approaches Being Practiced in the

Inservice Education Programs

Research Question 2: To what extent are andragogical

approaches being practiced in the

inservice education programs in

Jordan as perceived ‘by

supervisors?

Supervisors were asked to rate the extent to which they

perceive andragogical approaches are being practiced in the

inservice education programs in Jordan. As with the

teachers, means and standard deviations for the

supervisors’ responses on a five-point Likert-type scale

were computed. (For the number and percentage of

respondents’ responses to each item level, see Appendix C.)

Table 4.07 shows the aggregate means, standard

deviations and ranks for the six andragogical learning

approaches as perceived by supervisors.

Unlike the teachers’ responses, none of the six

andragogical learning approaches were perceived by

supervisors as rarely or never practiced in the inservice

teacher education programs. The mean rating for these

approaches ranged from 3.25 to 3.60. Though the mean

rating for the supervisors was generally lower than that of

the teachers, supervisors like teachers did not perceive

any of the andragogical learning approaches to be practiced

always or frequently. The highest ranked andragogical
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learning approach was Trust in the Program Purpose

(mean=3.25, rank=1) followed by Teacher-Initiated

Inservice Programs (mean=3.300, rank=2) while the least

ranked andragogical learning approach was

Teacher-Centered Inservice Programs (mean=3.60, rank=6)

and Small Group Work (mean=3.526, rank=5). The

andragogical learning approach, A Self-Directed Learner

Table 4.07.--Number, Means, Standard Deviation and Ranks

for the Supervisors’ Perceptions on the

Practice of Andragogical Approaches

 

 

 

Andragogical Approach N Mean S.D. Rank

A self-directed learner 19 3.461 0.535 3

Teacher-centered

inservice programs 20 3.600 0.604 6

Improving teachers’

self-knowledge 20 3.488 0.599 4

Trust in the program

purpose 20 3.250 0.506 1

Small group work 19 3.526 0.634 5

Teacher-initiated

inservice programs 20 3.300 0.657 2

All ' 3.437 0.540

 

Note: The mean ratings were interpreted as follows:
 

1.00 - 1.99 : Always

2.00 - 2.99 : Frequently

3.00 - 3.99 : Sometimes

4.00 - 5.00 Rarely or never
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(mean=3.46l) and Improving Teacher Self-Knowledge

(mean=3.488) were ranked 3 and 4 respectively.

Teachers’ Perceptions Concerning Andragogical

Approaches as Being Preferred in the

Inservice Education Programs

Research Question 3: To what extent are andragogical

approaches ‘ preferred in the

inservice education programs in

Jordan as perceived by elementary,

intermediate and secondary school

teachers?

Respondents were asked to rate their perceptions

according to how andragogical learning approaches should be

practiced. In a Likert-type scale, (1) strongly agree,

(2) agree, (3) agree/disagree, (4) disagree, (5) strongly

disagree, the mean responses were computed on all the six

andragogical learning approaches. (For the number and

percentage of respondents to each item level, see Appendix

C.) These measures being an ordinal Likert-type scale, a

high mean rating near 5.00 will indicate that the approach

is not preferred and should not be practiced while a low

mean rating near 1.00 will indicate that the andragogical

approach is highly preferred and should be practiced.

Specifically, the mean ratings for Research Question 3 were

interpreted as follows:
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1.00 - 1.99 : highly preferred (strongly agree)

2.00 - 2.99 : preferred (agree)

3.00 - 3.99 : neutral (agree/disagree)

4.00 - 5.00 : not preferred (disagree/strongly

disagree)

Table 4.08 shows the mean ratings and standard devia-

tions for elementary, intermediate and secondary school

teachers for the six andragogical learning approaches.

From Table 4.08, it is clear that all six andragogical

learning approaches were rated as being highly preferred by

elementary, intermediate and secondary school teachers.

Overall, the mean ratings for the six andragogical

approaches ranged from 1.179 to 1.689. The highest ranked

(or most preferred) andragogical learning approaches were

Teacher-Initiated Inservice Programs‘ (mean=1.179)

followed by Small Group Work (mean=1.599) while the

least ranked though still preferred were Improving

Teacher Self-Knowledge (mean=1.689) and

Teacher-Centered Inservice Programs (mean=1.645). The

andragogical learning approach which was perceived to be

highly preferred, by all elementary, intermediate and

secondary school teachers was Teacher-Initiated Inservice

Programs (mean=1.070, 1.138, 1.417). Overall, all the

andragogical learning approaches were perceived as highly

preferred with an aggregate mean of 1.556. However, the

overall mean among elementary school teachers was the
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lowest (1.516) followed by the intermediate school teachers

(mean=1.535) and the mean for the secondary school teachers

was the highest (mean=1.652).

Supervisor’s Perceptions Concerning Andragogical

Approaches as Being Preferred in the

Inservice Education Programs

Research Question 4:

Supervisors were

regarding the extent

approaches should be

education programs. In

To what extent are 'andragogical

approaches preferred in the

inservice education programs in

Jordan as perceived by supervisors?

asked to rate their perceptions

to which the andragogical learning

practiced in the inservice teacher

an ordinal Likert-type scale,

(1) Most preferred (strongly agree)

(2) Preferred (agree)

(3) Neutral (agree/disagree) .

(4) Not preferred (disagree/strongly disagree)

means and standard deviations were computed on all the six

andragogical learning approaches. (For the number and

percentage of respondents to each item level, see Appendix

C.) The mean ratings were interpreted as in Research

Question 3. Table 4.09 shows the means, standard

deviations and ranks of the six andragogical learning

approaches as perceived by supervisors.
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Table 4.09.--Number, Means, Standard Deviation and Ranks

for the Supervisors’ Perceptions on the

Preference of Andragogical Approaches

 

 

 

Andragogical Approach N Mean S.D. Rank

A self-directed learner 20 1.500 0.340 4

Teacher-centered

inservice programs 20 1.557 0.258 5

Improving teachers’

self-knowledge 20 1.775 0.343 6

Trust in the program

purpose 20 1.483 0.315 3

Small group work 20 1.475 0.302 2

Teacher-initiated

inservice programs 20 1.000 0.000 1

All 1.465 0.260

 

Note: The mean ratings were interpreted as follows:
 

Most preferred (strongly agree)

Preferred (agree)

Neutral (agree/disagree) .

Not preferred (disagree/strongly disagree)

1.00 - 1.99

2.00 - 2.99

3.00 - 3.99

4.00 - 5.00

As shown in Table 4.09, as with the teachers, the

supervisors considered Teacher-Initiated Inservice

Program (mean=1.000) to be highly preferred and, thus,

should be practiced. Mean ratings and ranks for the other

andragogical learning approaches are as follows: Small

Group work (mean=1.475, rank=2), Trust in the Program

Purpose (mean=1.483, rank=3) and Self-Directed

Learner (mean=1.500, rank=4), Teacher-Centered
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Inservice Programs (mean=1.557, rank=5) and Improving

Teachers’ Self-Knowledge (mean=1.775, rank=6).

Respondents’ Perceptions Concerning

Treatment of Teachers as Professionals and Adults

Research Question 5: To what extent do teachers feel

they are treated as professional

adults in the inservice programs in

Jordan?

Teachers were asked to rate their perceptions on the

items: (a) Teachers should be treated {as adults at

inservice programs and (b) Teachers should be treated as

professionals at inservice programs. For the expected

practice, a Likert-type scale ranging from (1) Strongly

agree to (5) Strongly disagree, frequencies and percentages

were computed for each level of response. Similarly, for

the actual practice, a Likert-type scale ranging from

(1) Always to (5) Never, frequencies and percentages were

computed for each level of response.

Table 4.10 shows the frequencies and percentage for

each of the response levels on whether teachers are (or

should be) treated as adults at inservice teacher education

programs.

As shown in Table 4.10, there is a general feeling

among the teachers that they are not treated as they expect
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in the inservice teacher education programs. The data

presented in Table 4.10 indicated that of the 240 teachers

who participated in the study, 214 (or 89.5%) agree or

strongly agree that teachers should be treated as adults in

the inservice teacher education programs while only 12 (or

5%) agree that they are indeed treated as adults in

inservice teacher education programs. On the other hand,

while none of the teachers disagreed or strongly disagreed

that teachers should be treated as adults, 182 (or 75.8%)

indicated that they are rarely or never treated as adults

in the inservice teacher education programs.

Like the treatment of teachers as adults in the

inservice teacher education programs, teachers who

participated in this study generally feel that they are not

treated as professionals in the inservice teacher education

programs. As shown in Table 4.10, out of 240 who

participated in the study, 210 (or 87.9%) agree or strongly

agree that they should be treated as professionals, while

186 (or 77.5%) feel that they are rarely or never treated

as professionals in the inservice teacher education

programs. Therefore, on average, the data presented in

this study indicated that teachers expect to be treated as

adults (mean=1.770) and professionals (mean=1.803) and yet,

they perceive that they are rarely treated as adults

(mean=3.875) and rarely or never treated as professionals

(mean=4.017).
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Table 4.11 also shows the perceptions of teachers

concerning how they expected and whether they are treated

as adults and professionals in the inservice teacher

education programs by school levels. As shown in Table

4.11, the expected and actual treatment teachers are given

as adults and professionals in the inservice teacher

education programs do not vary with school levels. All

teachers at all levels expect to be treated as adults and

professionals and they feel they are rarely or never

treated as adults or professionals.

Relationship of Respondents’ Perceptions Concerning

Andragogical Approaches and Demographic Variables

Research Question 6.1: What is the relationship of gender

on the teachers' perceptions

regarding andragogical learning

approaches in the inservice

education programs in Jordan?

A one-way analysis of variance (ANOVA) was used to

determine whether or not there exists significant

differences in teachers’ perceptions regarding andragogical

learning approaches between male and female teachers.

Table 4.12 shows the means, standard deviations, the

observed F-value and its corresponding significant level

for the six learning approaches.
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Table 4.11.--Means and Standard Deviations of Teachers' Perceptions on Whether

They Are Treated as Adults and Professionals at Inservice Education

 

 
 

 

 

 

Programs

Expected Practice Actual Practice

School

Treatment Level N Mean S.D. N Mean S.D.

As Adults ES 100 1.790 0.608 100 3.790 0.715

IS 80 1.737 0.590 80 3.875 0.663

SS 60 1.780 0.696 60 4.017 0.854

All 240 1.770 240 3.900

As Professionals ES 100 1.880 0.640 100 3.870 0.717

IS 80 1.688 0.608 80 4.000 0.675

SS 60' -1.831 0.647 60 4.117 0.865

All 240 1.800 240 3.996

As Adults and ES 100 1.835 0.560 100 3.880 0.640

Professionals IS 80 1.713 0.538 80 3.936 0.570

58 59 1.805 0.573 60 4.067 0.692

All 339 1.787 0.556 240 3.946 0.633

 

ES: Elementary School

IS: Intermediate School

SS: Secondary School

The mean ratings are interpreted as follows:

 

 

Mean Actual Practice Expected Practice

1.00 - 1.99 Always A. Strongly agree

2.00 - 2.99 Frequently , Agree

3.00 - 3.99 Sometimes Agree/disagree

4.00 - 5.00 Rarely/never Disagree/strongly disagree
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As shown in Table 4.12, there .were statistically

significant differences at the 0.05 level in the

perceptions of ’male and female teachers regarding 'the

andragogical learning approaches: A Self-Directed

Learner (F=4.525, p < 0.05), Improving Teachers'

Self-Knowledge (F=4.437, p < 0.05), Small Group Work

(F=8.774, p < 0.05) and Teacher-Initiated Inservice

Programs (F=7.500, p, < 0.05). For all these four

andragogical learning approaches the mean for female

teachers was significantly lower than the mean for males,

which indicated that female teachers feel more strongly

about these andragogical learning approaches than male

teachers.

Research Question 6.2: What is the relationship of age on

the teachers' perceptions

regarding andragogical learning

approaches in the inservice

education programs in Jordan?

A one-way analysis of variance (ANOVA) was used to

determine whether or not there exists significant

differences in teachers’ perceptions regarding andragogical

learning approaches among the age groups 20-29, 30-39 and

40 years and over.- Table 4.13 shows the means, standard

deviations, the observed F-value and its corresponding

significance level for the six andragogical learning

approaches.
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Table 4.13 shows that there were statistically

significant differences at 0.05 level in the perceptions of

teachers who were 20-29, 30-39 and over 39 years old, in ‘

the andragogical learning approach, a Self-Directed

Learner, (F=5.788, p < 0.05), and Small Group Work,

(F=3.381, p < 0.05). For the andragogical learning

approach, A Self-Directed Learner, the younger teachers-

(20-29 years old) felt more strongly about this

andragogical learning approach than the older teachers

(30-39 and 40 years and over). For the andragogical

learning approach, Small Group Work, the average

perception in all the age groups was significantly

different with the younger teachers (20-29) having the

strongest feelings (mean=1.477), followed by the middle age

group (30-39) whose mean was 1.578 and the older age group

(40 years and over) with a mean of 1.685.

Research Question 6.3: What is the relationship of school

level on the teachers' perceptions

regarding andragogical learning

approaches in the inservice

education programs in Jordan?

A one-way analysis of variance (ANOVA) was used to

determine whether -or not there exists significant

differences in teachers’ perceptions regarding andragogical

learning approaches among the school levels: elementary,

intermediate and secondary. Table 4.14 shows the analysis

Of variance results for the differences in perceptions of
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andragogical approaches among the teachers at different

school levels.

From Table 4.14, it is shown that there were

statistically significant differences at the 0.05 level in

the teachers’ perceptions regarding the following

andragogical learning approaches: A Self-Directed

Learner (F=5.667, p < 0.05), Teacher-Centered Inservice

Programs (F=3.057, p < 0.05) and Teacher-Initiated

Inservice Programs (F=25.304, p < 0.05). In both the

andragogical learning approaches, A Self-Directed

Learner and Teacher-Initiated Inservice Programs,

significant differences were found to exist between

elementary and secondary school teachers where the mean of

the approaches was observed to be significantly higher

among secondary school teachers than among the elementary

school teachers.

In Teacher-Initiated Inservice Programs, there was

no statistically significant differences between the

perception of the elementary school teachers (mean=1.070)

and the intermediate school teachers (mean=1.138).

Similarly, in the andragogical approach, A Self-Directed

Learner, there were significant differences between

elementary school teachers (mean=1.542) and intermediate

school teachers (mean=1.600), though both intermediate and

elementary school teachers differed significantly from
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secondary school teachers (mean=1.756). However, no

statistically significant differences were observed among

teachers. in different school levels regarding the

andragogical learning approaches,Improving Teachers'

Self-Knowledge (F=3.057, p > 0.05), Trust in Program

Purpose (F=1.011, p > 0.05) and Small Group Work

(F=2.970, p > 0.05).

Research Question 6.4: What 'is the relationship of years

of teaching experience on the

teachers' perceptions regarding

andragogical learning approaches

in the inservice ’ education

programs in Jordan?

A one-way analysis of variance (ANOVA) was used to

determine whether or not there exist significant

differences in teachers’ perceptions regarding andragogical

learning approaches among the teachers with varying

teaching experience (1-5 years, 6-10 years, 11-15 years and

15 years and over). Out of 238 teachers who reported their

level of experience, 44 have been in the profession for

less than five years, 94 have been in the profession

between six and 10 years, 80 for 11-15 years and 20 for

over 15 years. Table 4.15 presents the means, standard

deviations and the observed F-value and corresponding

significance level for the six andragogical learning

approaches.
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From the results shown in Table 4.15, no statistically

significant differences at the 0.05 level were observed in

any of the andragogical learning approaches among teachers

of varying levels of teaching experience. Thus, the data

presented in this study indicated that the level of

teaching experience has no influence on the teachers’

perceptions regarding the andragogical learning approaches

in the inservice teacher education programs in Jordan.

Research Question 6.5: What is the relationship of the

teachers' level of education on

their perceptions regarding

andragogical learning approaches

in the inservice education

programs in Jordan?

A one-way analysis_ of variance (ANOVA) was used to

determine whether or not there exists significant

differences in teachers’ perceptions regarding andragogical

learning approaches among the teachers with different

levels of education (high school, professional trained and

those with the bachelor’s degree or higher). Among the 240

teachers who participated in this study, eight had high

school certificates only, 129 were professionally trained

teachers, 100 had bachelor’s degrees and three had master’s

degrees. Table 14.16 presents the means, standard

deviations, observed F-value and corresponding significance

level for each of the six andragogical learning approaches
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as perceived by high school, professionally-trained and

graduate teachers.

As shown in Table 4.16, statistically significant

differences at the 0.05 level were observed for the

andragogical learning approaches, A Self-Directed

Learner (F=4.366,- p < 0.05) and Teacher-Initiated

Inservice Programs (F=8.126, p < 0.05). For the

andragogical learning approaches, A Self-Directed

Learner, the mean among the high school teachers was

significantly higher than, that of professionally-trained

teachers. However, the mean for the teachers holding

bachelor’s and master's degrees was not statistically

significant from that of professionally-trained teachers.

For the andragogical learning approach, Teacher-Initiated  Inservice Programs, the mean perceptions among teachers

with the bachelor’s or master’s degrees was significantly

higher than that of teachers with high school certificates

or those who had been professionally trained. In each

case, the perceptions regarding these andragogical

approaches were generally weaker among the more

highly-educated teachers than among the teachers with only

high school certificates and, to some extent, the

professionally-trained teachers. No statistically

significant differences were observed at the 0.05 level for

the andragogical learning approaches, Teacher-centered

Inservice ' Programs (F=0.543, p > 0.05),
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Improving Teachers' Self-Knowledge (F=0.416, p > 0.05),

Trust in Program Purpose (F=0.287, p > 0.05) and

Small Group Work (F=2.534, p > 0.05).

Research Question 6.6: What is the relationship of gender"

on the supervisors' perceptions

regarding andragogical learning

approaches in the inservice

education programs in Jordan?

Means and standard deviations were computed for male and

female supervisors’ regarding their perceptions concerning

the andragogical approaches. Table 4.17 presents the means

Table 4.17.--Means and Standard Deviations for the

Supervisors on the Preference of the

Andragogical Approaches by Gender

 

 

 

  Male Female

Andragogical Approach Mean S.D. Mean S.D.

A self-directed learner 1.489 0.293 1.600 0.849

Teacher-centered

inservice programs 1.540 0.266 1.714 0.000

Improving teachers'

self-knowledge
1.778 0.320 1.750 0.707

Trust in the rogram

purpose
P

1.500 0.308 1.333 0.471

Small group work 1.472 0.320 1.500 0.000

Teacher-initiated

1.000 0.000 1.000 0.000

inservice programs
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and standard deviations for the six andragogical learning

approaches as perceived by male and female supervisors.

From Table 4.17, the mean perception of supervisors

regarding the extent to which the six andragogical learning

approaches should be practiced ranged from 1.000 to 1.778.

The lowest mean rating was observed for the andragogical

learning approach, Teacher-Initiated Inservice Programs

mean=1.000) by both male and female supervisors. This was

followed by Trust in Program Purpose (mean=1.333) by

female supervisors and Small Group Work (mean=1.472) by

male supervisors. The highest mean rating was observed for

andragogical learning approaches, Improving Teachers'

Self-Knowledge (mean=1.778, 1.750) by both male and

female supervisors. The mean rating for the other

andragogical learning approaches for male and female

supervisors were, A Self-Directed Learner, (mean=1.489,

1.600) and Teacher-Centered
Inservice Programs,

(mean=1.540, 1.714).

Research Question 6.7: What is the relationship of age on

the supervisors'
perceptions

regarding andragogical
learning

approaches in the inserV1ce

education programs in Jordan?

Means and hstandard deviations
were computed for the

supervisors’
perceptions

regarding the six andragogical

learning approaches according to the following age groups:
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20-29, 30-39 and over 39 years. Table 4.18 presents the

mean ratings and‘ standard deviations for each of the six

 

 

 

 

 

andragogical learning approaches as perceived by

supervisors in the three age groups.

Table 4.18.-4Means and Standard Deviations for the

Supervisors on the Preference of the

Andragogical Approaches by Age

Age Groups in Years

20-29 30-39 40 and over

Andragogical .

Approach Mean IS.D. Mean S.D. Mean S.D.

A self-directed

learner
1.000 - 1.640 0.385 1.486 0.311

Teacher-centered

inservice

programs
1.714 - 1.543 0.186 1.551 0.290

Improving

teachers’

self-knowledge
1.250 - 1.850 0.224 1.786 0.365

Trust in the

program purpose 1.000 - 1.667 0.408 1.452 0.248

Small group work 1.500 - 1.300 0.274 1.536 0.308

Teacher-initiated

inservice

programs
1.000 - 1.000 0.000 1.000 0.000

Table 4.18 shows that the mean ratings ranged from the

lowest

presented in Table 4 .18 indicates

1.000 to the highest 1.850. In general, data

that the mean rating
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among the 30-39 year old supervisors was higher than the

mean ratings for the older (40 years and over)

supervisors. Due to the low number of responses for the

20-29 year old group, the mean ratings for this age group

was not taken into account in the interpretation of the

results for Research Question 6.6.

Research Question 6.8: What is the relationship of years

- of supervisory experience on the

supervisors' perceptions regarding

andragogical learning approaches in

the inservice education programs in

Jordan?

Two levels of experience (six to 10 years and 10 years

and over) were considered in addressing Research Question

6.8. Means and standard deviations were computed for each

of the supervisory experience levels for the supervisors’

perceptions
regarding the andragogical

learning

approaches.
Table 4.19 shows the means and standard

deviations for each of the six andragogical
learning

approaches as perceived by the supervisors.

From Table 4.19, it is shown that the mean ratings

ranged from 1.00 to 1.844 with the lowest mean observed for

the andragogical
learning approach, Teacher-Initiat

ed

Inservice Programs (mean=1.00),
by supervisors

of each

experience
level. The mean rating for the andragogical

learning approach, Improving Teachers' Self-Knowled
ge
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Table 4.19.--Means and Standard Deviations for the

Supervisors on the Preference of the

Andragogical Approaches by Years of

Supervisory Experience

 

Years of Supervisory Experience

 

 

 

 

6 — 10 11 and over

Andragogical Approach Mean S.D. Mean S.D.

A self-directed learner 1.525 0.400 1.473 0.326

Teacher-centered

inservice programs 1.518 0.228 1.571 0.293

Improving teachers'

self-knowledge 1.844 0.326 1.705 0.368

Trust in the program

purpose 1.459 0.434 1.485 0.229

Small group work 1.438 0.177 1.455 0.350

Teacher-initiated

inservice programs 1.000 0.000 1.000 0.000

(mean=1.844, 1.707), was the highest observed for

supervisors of each experience level.

Research Question 6.9:

The highest level

who were involved in

or the master’s degree.

What is the relationship of the

level of education on the

supervisors' perceptions regarding

andragogical learning approaches in

the inservice education programs in

Jordan?

of education attained by supervisors

this study was either the bachelor’s

For the six andragogical learning
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approaches considered in this study, means and standard

deviations were computed for the supervisors who had

attained both the bachelor’s and the master’s degree.

Table 4.20 presents the means and standard deviations for

each of the andragogical learning approaches by the

supervisors’ highest education level.

'From Table 4.20, the mean ratings for the six

andragogical learning approaches ranged from 1.00 to

1.778. The andragogical learning approach, Teacher-

Table 4.20.--Means and Standard Deviations for the

Supervisors on the Preference of the

Andragogical Approaches by Level of

Education

 

Level of Education

 

 

 

 

Bachelor’s Master’s

Andragogical Approach Mean S.D. Mean S.D.

A self-directed learner 1.455 0.370 1.556 0.313

Teacher-centered

inservice programs 1.507 0.281 1.619 0.226

Improving teachers'

self-knowledge
1.773 0.395 1.778 0.292

Trust in the program

Purpose
1.424 0.262 1.556 0.373

Small group work 1.455 0.270 1.500 0.354

Teacher-initiated

inservice programs 1.000 0.000 1.000 0.000
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Initiated Inservice Programs (mean=1.00), had the

lowestmean both for supervisors -whose highest education

level was the bachelor’s as well as the master’s degree.

The mean rating for the andragogical approach, Improving

Teachers' ' Self-Knowledge (mean=1.773, 1.778) was rated

highest for both groups of supervisors, indicating a low

perception among supervisors regarding this andragogical

approach. The mean ratings for the other andragogical

learning approaches was as follows:

Small Group Work (mean=1.455, 1.500)

'Trust in the Program Purpose (mean=1.424, 1.556) and

Teacher-Centered Inservice Program (mean=1.507, 1.619).

Summary

The results of the data analysis were presented in

tabular and narrative form in this chapter. A summary of

the study, major findings, conclusions, based on the study

findings, and recommendations for further research are

included in Chapter V.

 

 





CHAPTER V

SUMMARY, FINDINGS, CONCLUSIONS AND RECOMMENDATIONS

Summapy

This study assessed the perceptions of teachers as

adult learners and their supervisors regarding inservice

teacher education programs in Jordan. To achieve this

perspective, the study was designed to explore the extent

to which certain andragogical learning approaches are being

practiced in Jordan’s inservice education programs as

perceived by teachers and their supervisors. The study

also investigated the perception of teachers and their

supervisors regarding the extent to which these selected

andragogical learning approaches gppplg__pg practiced in

Jordan’s teacher education programs. Specifically, the

study was designed to address the following research

questions:

1. To what extent are andragogical learning approaches

being practiced in the inservice education programs in

Jordan as perceived by elementary, intermediate and

secondary school teachers?

123

 





 

124

2. To what extent are andragogical learning approaches

being practiced in the inservice education programs in

Jordan as perceived by supervisors?

3. To what extent are andragogical learning approaches

preferred in the inservice education programs in Jordan as

perceived by elementary, intermediate and secondary school

teachers?

4. To what extent are andragogical learning approaches

preferred in the inservice education programs in Jordan as

perceived by supervisors?

5. To what extent do teachers feel they are being

treated as professionals and adults in the inservice

education programs in Jordan?

6. What is the relationship of gender, age, level of

education, school level and years of experience on the

perceptions of teachers and supervisors regarding the

preference of andragogical learning approaches in the

inservice education programs in Jordan?
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Study Population and Sample

The target population for this study was comprised of

elementary, intermediate and secondary school teachers and

supervisors in the Mafraq City District in Northeast

Jordan. The Mafraq district school system has a total of

253 public schools in all three levels (elementary,

intermediate and secondary) with 1241 teachers and 20

supervisors. Of the 1241 teachers, 698 were elementary,

336 intermediate and 207 secondary school teachers. The

sample consisted of 100 elementary, 80 intermediate and 60

secondary school teachers. Due to the small number of

supervisors, all 20 school district supervisors were

included in the study.

Methodology

The survey instrument used was a questionnaire designed

for both teachers and supervisors. The questionnaire

consisted of 23 statement items related to the following

six andragogical approaches:

1. Beliefs of a self-directed learner

2. Characteristics associated with teacher-centered

inservice education programs

3. Improving teachers' self-knowledge

4. Trust in the program purpose
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5. Small group work

6. Teacher's desire to have teacher-initiated

inservice education programs.

In addition to the 23 statement items related to the

andragogical approaches, the instrument also consisted of

two items designed to ascertain the extent to which

teachers felt they were treated as professionals and adults

in the inservice teacher education programs. Several items

designed to gather information about the respondents’

demographic information were also included in the

questionnaire.

Simple descriptive statistics which included means,

standard deviation, frequencies, percentages and ranks were

utilized in addressing some of the research questions. A

one-way analysis of variance (ANOVA) was used to determine

whether or not there exists significant differences in

teachers’ perceptions regarding the andragogical learning

approaches between and among different levels of

demographic variables. The statistical package for the

social sciences (SPSS-X) available in the MSU IBM mainframe

computers was used in the computation and analysis of this

research.
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Characteristics of Respondents

A total of 260 respondents participated in this study.

Of the 260 respondents, 240 (or 92%) were teachers while 20

(or 8%) were supervisors. Of the total 240 teachers who

participated in this study, 146 (or 61%) were male while 94

(or 39%) were female teachers. One the other hand, of the

20 supervisors who participated in this study, 18 (or 90%)

were males and only 2 (or 10%) were female. While the

majority of teachers (64%) were younger than 40 years, most

of the supervisors (70%) were 40 years or over. The levels

of experience_ of teachers ranged from one to over 15

years. Of the total 240 teachers, 44 (or 18.5%) had been

in the profession for one to five years, 94 (or 39.5%) six

to 10 years, 80 (or 33.6%) 11 to 15 years and 20 (or 8.4%)

over 15 years. The school levels were fairly represented

with 100 (or 41%) elementary, 80 (or 33.7%) intermediate

and 60 (or 25.6%) secondary school level teachers. In

terms of the highest educational level attained by teachers

and supervisors, there were four levels for teachers and

two levels for supervisors. Of the total 240 teachers who

indicated‘ their highest educational level, eight (or 3.3%)

had a high school ~level education, 129 (or 53.8%) were

trained teachers, 100 (or 41.7%) had the bachelor of arts

degree and three (or 1.2%) had a master’s degree. 0n the

other hand, of the 20 supervisors, 11 (or 55%) had the
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bachelor of arts degree, while nine (or 45%) had a master’s

degree.

Summapy of Findings

Major findings in relation to the research questions

are discussed in this section.

Research Question 1: To what extent are andragogical

approaches being practiced in the

inservice education programs in

Jordan as perceived by elementary,

intermediate and secondary school

teachers?

Major findings. Overall, all the six andragogical

approaches were perceived as being practiced sometimes or

rarely/never by teachers. Of all six andragogical learning

approaches, two were perceived as rarely or never practiced

while four were perceived as being practiced sometimes.

The andragogical approaches, Teacher-Centered Inservice

Education Programs and Small Group Work, were

perceived as being rarely or never practiced in the

inservice teacher education programs. The remaining four

andragogical approaches:' A Self-Directed Learner,

Improving Teachers' Self-Knowledge, Trust in the Program

Purpose and Teacher-Initiated Inservice Programs were

perceived as being practiced sometimes. Based on the

agrregate means, none of the andragogical learning
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approaches were perceived as being practiced frequently or

always.

There were slight variations in the teachers’

perceptions regarding the extent to which andragogical

approaches were being practiced among elementary,

intermediate and secondary school teachers. Elementary

school teachers perceived all the andragogical approaches

as being practiced sometimes except Teacher-Centered

Inservice Programs which they perceived as rarely or

never practiced. Intermediate school teachers perceived

all andragogical approaches as rarely or never practiced

except Teacher-Initiated Inservice Programs which they

perceived as being practiced sometimes. On the other hand,

secondary school teachers perceived all the andragogical

approaches as rarely or never practiced except Improving

Teachers’ Self-Knowledge and Teacher-Initiated

Inservice Programs which they perceived as being

practiced sometimes. However, teachers at all three levels

agreed that the andragogical approach, Teacher-centered

Inservice Program, was being rarely or never practiced

and the andragogical approach, Teacher-Initiated

Inservice Programs, as being practiced sometimes.

Summapy. Though there was slight variation among

elementary, intermediate and secondary school teachers in

perceptions regarding the extent to which andragogical
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approaches are being practiced, the data showed that the

teachers’ general perception was that the andragogical

approaches were not being practiced sufficiently in the

inservice teacher education programs in Jordan.

Research Question 2: To what extent are andragogical

approaches being practiced in the

inservice education programs in

Jordan as perceived by supervisors?

Major findings. Unlike the teachers, their supervisors

perceived all of the andragogical learning approaches as

being practiced sometimes. None of the andragogical

approaches was perceived as rarely or never practiced at

inservice teacher education programs. Like the teachers,

however, the supervisors did not perceive any of the six

andragogical approaches to be practiced frequently or

always. It is important to note that the andragogical

approach, Teacher-Initiated Inservice Programs, had the

second lowest mean among supervisors and the lowest mean

among teachers. On the other hand, the andragogical

approach, Teacher-Centered
Inservice Program, had the

highest mean among supervisors and the second highest mean

among teachers.

Summapy. Although supervisors did not perceive any of

the andragogical approaches as rarely or never practiced in

the inservice teacher education programs, there was

 

 





131

clear agreement with teachers that none of the andragogical

approaches were being practiced frequently or always at

inservice teacher education programs in Jordan.

Research Question 3: To what extent are andragogical

approaches preferred in the

inservice education programs in

Jordan as perceived by elementary,

intermediate and secondary school

teachers?

Major findings. According to the perception of the

teachers as demonstrated by the aggregate means and

standard deviations, all the six andragogical learning

approaches should be practiced in the inservice teacher

education programs in Jordan. On average, teachers

strongly agree that all the six andragogical learning

approaches should be practiced at the inservice teacher

education programs in Jordan. Such perceptions were

strongest in the andragogical approach, Teacher-Initiated

Inservice Programs, which had the lowest mean among

elementary (mean=1.070), intermediate (mean=1.138) and

secondary (mean=1.417) school teachers. Teacher-Centered

Inservice Programs (mean=1.679) had the highest mean

among elementary school teachers while Improving

Teachers'
Self-Knowledge

(mean=1.680)
and A

Self-Directed
Learner (mean=1.756) had the highest mean

among intermediate
and secondary school teachers

respectively.

  





 

_ 132

Summapy. ' Despite a slight variation among elementary,

intermediate and secondary school teachers in perceptions

regarding the preference of andragogical learning

approaches, it was quite evident from the aggregate means

that all of the six andragogical learning approaches are

highly preferred by teachers in the inservice education

programs in Jordan. Teachers at all school levels

generally strongly agree that all the andragogical

approaches should be practiced in the inservice education

programs in Jordan.

Research Question 4: To what extent are andragogical

approaches preferred in the

inservice education programs in

Jordan as perceived by supervisors?

Major findings. Like teachers, supervisors perceived

all the six andragogical learning approaches to be

preferred at inservice teacher education programs. All 20

supervisors strongly agreed that the andragogical learning

approach, Teacher-Initiated Inservice Programs,

remained the most preferred approach among supervisors and

teachers at all school levels. It was also interesting to

note that the andragogical learning approach, Improving

Teachers' Self-Knowledge, had the highest mean rating

among both supervisors (mean=1.775) and intermediate school

teachers (mean=1.680). Overall, the aggregate mean ratings

regarding the preference of all six

 
 





 

133

andragogical learning approaches as perceived by

supervisors was 1.465 with a standard deviation of 0.260

implying a strong agreement among supervisors that all the

six andragogical approaches should be practiced in the

inservice teacher education programs in Jordan.

Summapy. Like teachers, supervisors strongly agree

that all the six andragogical approaches are important and

should be practiced at the inservice teacher education

programs in Jordan. The issue seemed to be most crucial

for the andragogical approach, Teacher-Initiated

Inservice Education Programs, which all supervisors and

most teachers perceive to be highly preferred in the

inservice teacher education programs.

Research Question 5: To what extent do teachers feel

* they are treated as professionals

and adults in the inservice

programs in Jordan?

Major findings. Based on the counts and percentages of

the teacher responses, the data demonstrated that, while

none of the teachers disagree or strongly disagree that

teachers should be treated as adults and professionals in

the inservice education programs, none of the teachers

strongly agreed that they are being treated as adults and

professionals in the inservice teacher education programs.

Based on the five-point Likert-type scale used in this
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study, a high mean (near 5.00) will indicate a complete

non-treatment of teachers as adults or professionals and a

low mean (near 1.00) would indicate a complete treatment of

teachers as adults or professionals. The mean rating for

the expected treatment was 1.803 while the actual treatment

was 4.017 for the treatment as professionals. On the other

hand, the mean rating for the expected treatment as adults

was 1.770, while the corresponding mean rating for the

actual treatment was 3.875. This apparent dissatisfaction

in the way teachers are being treated in the inservice

teacher education programs was consistent among teachers at

all school levels (elementary, intermediate and secondary).

Summapy. The study demonstrated that teachers perceive

that they are not treated according to their expectations

in the inservice teacher education programs. The actual

treatment of teachers as both adults and professionals was

found to be below teachers’ expectations regardless of

their school level.

Research Question 6: What is the relationship of

selected personal and demographic

variables such as gender, age,

school level, level of education

and years of experience and the

perceptions of all teachers .and

supervisors regarding andragogical

learning approaches in the

inservice education programs in

Jordan?
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Major findings. Statistically significant differences

in teachers’ perceptions regarding the extent to which

andragogical approaches were preferred in the inservice

teacher education programs were observed between male and

female teachers. The mean rating among male teachers was

significantly higher than female teachers at 0.05 level for

the andragogical approaches, A Self-Directed Learner,

Improving Teacher Self-Knowledge, Small Group Work and

Teacher-Initiated Inservice Program. For these four

andragogical approaches, the data indicated that female

teachers prefer these approaches more than male teachers.

Though statistical tests were not performed on the gender

differences among supervisors regarding the preference of

these andragogical approaches, means and standard

deviations seem to indicate that no differences in

perception exist between male and female supervisors.

Statistically significant differences in teachers’

perceptions regarding the extent to which andragogical

approaches were preferred in the' inservice teacher

education programs were also observed between young (20-29

years old) and older (30-39 or 40 years and over)

teachers. The mean ratings for the younger teachers was

significantly lower than the mean rating for the older

teachers for the andragogical approaches, A Self-Directed

Learner and Small Group Work. Therefore, the data
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suggests that younger teachers prefer these andragogical

approaches more than older teachers. However, there were

no statistically significant differences in teacher’

perceptions of the preference of these andragogical

approaches between the age groups 30-39 and 40 years and

over. Due to an insufficient sample in the 20-29 age

category among supervisors, no comparisons in perception

were done to compare the age groups. However, the mean

ratings among 30-39 years and 40 years and over supervisors

did not seem to indicate any differences in their

perceptions.

With regard to the effect of school level on the

teachers perceptions on the preference. of andragogical

approaches, there were statistically significant

differences in the perceptions of elementary and

intermediate or secondary school teachers in the

andragogical approach, A Self-Directed Learner. No

statistically significant differences were observed

regarding the perceptions of this approach between

intermediate and secondary school teachers. Similarly,

statistically significant differences were observed between

intermediate and secondary or elementary school teachers

regarding the andragogical approaches, Teacher-Centered

Inservice Program and Teacher-Initiated
Inservice

Program. In Teacher-Initiated
Inservice Programs,

the mean rating of elementary and intermediate school
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teachers was significantly lower than the mean rating of

secondary school teachers. No statistically significant

differences in teachers’ perceptions regarding the

preference of andragogical approaches were observed for

teachers with different levels of experience. However, the

mean rating for the perceptions regarding the preference of

the andragogical approach, Improving Teachers'

Self-Knowledge, among supervisors seemed higher than the

mean rating among teachers of all levels of experience.

This finding suggests that supervisors do not prefer the

approach, Improving Teachers’ Self-Knowledge, as

strongly as teachers do.

The level of education seems to play a role in the

perceptions of teachers regarding the preference of the

andragogical approaches, A Self-Directed Learner, and

Teacher-Initiated
Inservice Programs. Indeed,

statistically significant differences in teachers’

perceptions regarding the preference of these andragogical

approaches were observed‘ between high school, trained and

teachers with the bachelor of arts degree. For the

approach, A Self-Directed Learner, the- mean ratings

among high school and teachers with the bachelor’s degree

were . significantly higher than the mean rating among

trained teachers.
For the andragogical approach,

Teacher-Initiated
Inservice Programs, the mean ratings

among high school and trained teachers were significantly
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lower than the mean ratings among teachers with the

bachelor of arts degree. Though no statistical tests were

performed to investigate whether or not there exist

significant differences in the supervisors perceptions

regarding the preference of andragogical approaches, the

mean ratings of supervisors’ perceptions seemed to suggest

that supervisors with the bachelor of arts degree prefer

all the andragogical approaches more than supervisors with

the master’s degree except on the andragogical approach,

Teacher-Initiated Inservice Programs, which all

supervisors perceive to be highly preferred.

Summapy. Though the overall mean ratings for the

teachers’ and supervisors’ .perceptions regarding the

preference of the six andragogical approaches were

generally lower, suggesting a strong preference for these

approaches, the study also showed variations in perceptions

according to the respondents’ demographic characteristics.

Younger and female teachers, together with elementary

school teachers, perceived the andragogical approaches of

A Self-Directed Learner, Improving Teachers'

Self-Knowledge, Small Group Work “and Teacher-Initiated

Inservice Programs to be more preferred than male, older,

intermediate and secondary school teachers. On the other

hand, supervisors perceived the andragogical approach,

Teacher-Initiated Inservice Programs, more than any

other andragogical approach. - Contrary to expectations,
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less educated teachers did not perceive the andragogical

approach, Improving Teachers' Self-Knowledge, to be

more preferred than the more educated teachers.

Overall Summapy

Though the purpose of this study was not to examine

whether or not there exists significant differences between

the perceptions of the preference and actual practice of

andragogical approaches in the inservice teacher education

programs in Jordan, the significance of these differences

was obvious. The T-test results for the differences

between the Actual Practice (presence or absence) and the

Expected Practice (preference) of the six andragogical

approaches are shown in Appendix D. From these results, it

is quite evident that, while the perceived preference of

the andragogical approaches average near 1.00 indicating

strong agreement that they should be practiced, the

perceived presence of these approaches averaged near

4.00--indicating that the approaches are rarely or never

actually practiced. Similar results were observed for the

perceptions of supervisors.

_C_9_r_1_c_l_11_s_i.ea§.

1. Despite the fact that both teachers and their

supervisors recognize the importance of practicing the
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andragogical approaches in the inservice teacher education

programs in Jordan, the andragogical learning approaches

are not being practiced frequently enough. Therefore,

there is a clear deficiency between the need and the

practice of all the andragogical learning approaches

utilized in teacher inservice programs in Jordan.

2. Planning for inservice teacher education programs

should take into consideration the real needs of teachers

as defined by thorough asSessments and analysis. Ample

consideration should be given to the active involvement of

teachers as adult learners in defining the existing

problems and identifying current needs they have. Teachers

should also be given an opportunity to participate and be

involved in the organization and execution of inservice

teacher education programs.

3. Inservice education programs might be better able

to be responsive ‘to ‘teachers through a more Teacher-

Initiated Inservice approach. The data showed that the

teachers and supervisors were in strong agreement with the

Teacher-Initiated Inservice Program approach than with

any of the other approaches. Therefore, inservice

education planners might help teachers overcome

organizational and personal barriers which constrain their

self-initiated efforts.
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4. It was clear from the data collected in this study

'that teachers wished to be treated as professionals and

adults. Therefore, teachers’ attitudes toward inservice

education programs might be improved if teachers were

treated as professionals and adults.

5. Inservice education planners should provide as many

options as possible from which teachers may choose, in

order to select their own learning experiences.

6. Based on the findings of this study, it seemed as

if the independent variables (genderh age, school level

taught, years of learning experience, years of supervisory

experience, level of education) would probably offer little

help in identifying the andragogically-oriented teacher.

Consequently, it is recommended that inservice planners not

rely on these demographic variables as predictors of

teacher andragogical orientations measured by the

instruments utilized.

W

1. The Ministry of Education should undergo immediate

efforts to close the gap between what teachers and

supervisors wish to accomplish through inservice education

programs in their schools and what is really being

accomplished. Although the Ministry of Education has
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already made commendable efforts to improve the quality of

education in Jordan, such as the recent changes in

curricula, it is“ essential that inservice education for

teachers be well planned and well organized, incorporating

andragogical learning approaches.

2. Planning for inservice teacher education programs

should take into account rural, as well as urban, teachers.

3. At present, supervisors are the only form of

inservice assistance available to teachers in the country

on a regular basis. Unfortunately, supervisors usually go

to the classroom as evaluators of a teacher’s performance

and detectors of mistakes. In many cases, their mission

ends by completing an evaluative report about the teacher’s

performance. Therefore, classroom supervision needs to

undergo a major overhaul, in which a sense of collaboration

between the supervisor and the teacher, mutual

understanding and fruitful discussion and agreement upon

possible solutions to existing problems should be

emphasized.

4. Incentives .should be emphasized. It is true that

the question of commitment to continued professional

development goes deeper than the question of released time

or financial reimbursement. However, incentives remain the

best alternative‘ for compulsory participation in inservice
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education programs. In Jordan, for some- teachers, or

perhaps many, incentives may be the mainspring for further

learning. Therefore, to obtain the maximum positive

results out of further inservice training programs for

teachers, incentives should be provided. These might take

the form of promotions, recognition and merit salary

increases.

5. The Ministry of Education should encourage

supervisors to allow teachers, as adult learners, to

participate actively in the learning process in inservice

education programs, recognizing that these learners have a

rich background of experience that is a valuable learning

resource .

6. It seemed that inservice education programs might

help teachers become more self-directed learners, if

self-directed learning processes were incorporated into

inservice education programs.

7. More attention should be given to defining the

purpose of inservice teacher education programs and then

clearly conveying .the purpose to the participants.

Hopefully, this should improve teacher understanding and

strengthen commitment to inservice education programs.
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8. The avoidance of too much didactic lecture type

presentations by inservice presenters might help teachers

to gain more from their inservice experience. Small group

work, seminars, workshops and group discussions should be

developed to guide teachers in self-directed learning.

9. Teachers should be given an opportunity to become

involved in diagnosing their own needs for learning in

inservice education programs.

10. Through college instructors and university

professors, Jordanian universities and colleges of

education should play major roles in conducting on-campus

and in-school inservice activities for teachers.

Recommendations for Further Research

Based on the findings of this study, further research

is recommended in the following areas:

1. This study was conducted within the boundaries of

the northeast district of Jordan. Therefore, the need

remains for a replication of this study on a nationwide

basis, where teachers as adult learners and supervisors in

all educational districts in the country would be involved

in identifying inservice education program needs for

teachers.
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2. Further studies should also seek the perceptions of

educational administrators such as school principals,

superintendents, assistant superintendents, with regard to

their perceptions of the needs of teachers as adult

learners and practices of the inservice education programs

in the country and the role they can play in such a

process.

3. Further studies should utilize the procedure of

in-depth interviews and not rely solely on the procedure of

questionnaire administration as the only source of

information for data collection.

4. Research is also needed to determine the best and

most effective ways by which inservice education programs

in Jordan could be administered, especially for school

teachers in remote and rural areas where inservice

education activities have never been provided.

5. Successful inservice education practices in the

neighboring Arab or non-Arab countries should be thoroughly

studied.

 





APPENDICES

  





APPENDIX A

QUESTIONNAIRE

  





146

Questionnaire Cover Letter

(English Version)

May 15, 1989

Dear Teacher:

As you surely know, inservice education of teachers is a

process by which teachers could be improved. However,

inservice program activities can only be best if they are

geared to the needs of teachers as adult learners as

perceived by teachers themselves and by those who are

directly involved with the work of teachers, namely, the

supervisors.

Your participation 'in completing this survey is strictly

voluntary. You may decide not to participate at all, or

not answer certain questions without any penalty. The

survey will take about 15 minutes to complete. Do pg;

write your name anywhere on the document.

You will notice that the first part of the questionnaire

asks for information about you. The second part includes

25 statements which represent varieties of andragogical

learning approaches in inservice education programs. In

any event, you will not be personally identified. Your

answer will be strictly confidential.

Your patience and cooperation are greatly appreciated.

Yours sincerely,

Yahya M. Affash

Ph.D. Candidate

Michigan State University
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Part I

Demo a h'c and Pa son Data

Please answer all questions. Indicate your answer by using (1’) in the

appropriate place.

1. Gender:

1. Male

2. Female.

2. What is your age?

20 - 29 years

30 - 39 years

40 - 49 years

Over 50 years¢
~
u
a
n
>
r
e

 

3. What is your present responsibility?

1. Teacher

2. Supervisor.

4. In what school level do you work now?

1 Elementary School

2. Intermediate School

3 Secondary School.

5. How many years of teaching experience do you have?

1 - 5 years

6 - 10 years

11 - 15 years

Over 15 yearsF
‘
U
J
B
J
P
‘

 

6. How many years of supervision experience do you have?

1 - 5 years

6 - 10 years

11 - 15 years

Over 15 years

  

w
a
H

 

7. What is your highest level of educational achievement?

High School

Teacher Training (2 years)

Bachelor's Degree

Master‘s Degree

Other (please specify)

U
‘
w
a
H

|
|
|
|
|
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(l) (2)

 

Inservice Education

was

Extent of

Agreement

Frequency of

Occurrence

 

SA A A/D SD

 

1. Teachers should be

permitted to design their

own inservice programs.

 

2. The experiences of the

teachers taking part in an

inservice program should

be utilized as sources of

igfiozmgtion.

3.

 

I am capable of directing

my own professional

development.

 

a.

S.

Inservice programs should

provide options for

teachers who do not want

to follow the planned

ro
 

Each teacher should be

responsible for his/her

professional development.

 

A feeling of trust should

exist between inservice

planners and teachers.

 

Teachers should be helped

by inservice programs to

free themselves of patterns

of thought that block their

growth.
 

Teachers should be allowed

to set their own goals at

inservice programs.

 

Inservice programs should

have a clear purpose.           
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nse e du at o

m

Extent of

Agreement

Frequency of

Occurrence

 

SA A A/D SD F S R

 

10. Teachers should be treated

as mature adults at '

inservice programs.

 

11. Teachers should be treated

as professionals at

inservice programs.

 

12. I prefer working with

small groups of teachers

to listening to lectures.

 

13. Inservice programs should

help teachers learn about

themselves.

 

14. Theories presented at

inservice programs should

be directly related to the

teachers' personal

experiengeg. 

15. I should be permitted to

direct my own learning

experiences.

 

16. Self-evaluation should be

an integral part of

inservice programs.

 

17. The "best" inservice

programs should help me

learn new processes for

dealing with my concerns.

 

18. Inservice settings should

be scheduled at convenient

times for teachers.           
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Extent of

Agreement

Frequency of

Occurrence

 

SA A A/D SD

 

19. Solving problems that are

of interest to the

classroom teacher should

be emphasized at inservice

meetings.
 

20. Small groups should be

created to solve problems

at inservice programs.

 

21. Teachers should group

themselves according to

their interests and needs

at inservice meetings.

 

22. Teachers should be

encouraged to examine

their own feelings,

attitudes and behavior

M 

23. Inservice presenters

should show teachers

that the teachers’

abilities and experience

MW
 

24. Inservice presenters

should take time to

develop a friendly and

cooperative atmosphere.

 

25. Cooperation among

teachers at inservice

settings is an important

aid to learning.           
 

   





HmN

A:

I.t... ..lvvt.: .LL. Tl.

Perla... (E. \ SIP-L. ”hive.

 
..... .1Ill....v..... a. tick... (.10.... mac... 0.. Sr... LIL. 0..

attic“... Linn... mic... orrrk eta or. EV... . ELL. \ TFL.

EC... fa arts»... \. anti»... 0.....fo 1.1L mu... m» tit. fit...

The In... «bf...» chi. r..tr... .8... out. Ech 5...... rho 0435......

. 366...... other...

[e fivfittuormhvu. Eve... Irv... rt Emery. e..  
tn... LP... Lu ck Ff“. ca . F“. as. ch Irv... ...F.. It»...

rll..L.. alt... turbo“ F... tub! fluctuate... .1... Eco...

. .Fuhlu.

 
orlfifs... $lisccsLL rut. minted”. 6...... ER...

$1.3...“ .crroacbd ire; tutuLYE. .ov...r...c.r1vt.

urn-Iv.— ctdt. envoy... mt... mt Educ." (v. mu... 05kt... o.crl....

Quiz. ck ....r.. it Cara tr... r.v.. och... Ir... a. can"... rev...

cl: act... 0.. 1...... T t3... all. it... Etrv. 0C h...» i.

.rt 9...... is: Eur ofitL. .k

shut." s... Ch

oler.

t [b- Erie-I'm





Hmu

2..

Lb”. uchTL.

A all-IDL,.9. Euro...- v

. {If Flick ILL. farm. r.l..r.rl A\ v f2.» Nb.» grunt]:

 stall .l... .11.:

"AolL.vclrr:t..

[.3I.....l.

[.3t....l..

[.SIM..I..

Amber... filo..lm

"LtL.l4

ablchfusla Ill cutest.

"r11.elsh\cth.mt.i.et.chL.tm

intent». eret.t.

rllutphu. [bklhla

{burn-2 .ILDMLEIA.

“It—$4» EFF: 0.9.3....ho

.

 

0...»...MI:

o..........io. ..

05...... RI... ..

AmquFEVIM

"Wail. [1.1 (or: 0.9L... opal.—

0......n.mt..t.

0..Y.IA .olovla

0...»... 31......

.mutrtfi...o.tm

“1L_leurt_l<

lifter... fcq ricer»... ..l.c.r.. “crust.

.Qlldttskl... arr! orJLu strrela

QquLerhlx Sorta...

Lllahlwrblm

E... eevlakva Err...» filo

  





Hub

A...

«1E. nvlmL.

m...» are». m1. 1.3.: ILL... fistula 36...... paint... match... mt...

. CE.

rllr... .C... mt. 1.1.93 he»... a... $1.0rmhvm. 3...... C...“

If"... «true... r. at... ca r..............,... .7... c... can. at. at». out... me

:Lllu Mt_1htL_L.vv (1...... at. mourn-L. LawsE_w1mb .. madam-”L. TukPuEb

muict.c..b..n.r. mute... ctr... {A .18. mt. kL. t m...... ert ........l...

. . . FL... EFL.

..E.... m....... m.......L. out... meetrln. @531... (Cu. out... 13.1.1:

.65.... a... REIT: .1... as... .1... at... it. 1...}...

.Cruv: m........ m.....P.. out... me... 1.... .. .Wr... do». out... migrate.

...c........ mt... m............ out... me... 9...; a .m...... cc». out... mists...

,9er.. a. m........ m.......L. out... medial»... 3......mr... at». out... millet.

.A TIA

a 4 n a q a . u LE5

  

but. .2..." EC»... $ceabtmL.tde.LCL1oE. ......t1_.

  

I
.I
‘

a

I
r
J

(
.
_
n
f

’

5
.
4
1
}

'
. 5
.
.

$
4
.
»
:

‘

|
J
4
L
_
.

L
a
t

t
i
l

,
.
_
.
.

L
_
_
.
.
‘
.
I
.
t

a
t
.
.
.
“

@
J
L
J

L
L
J

    
 

..I.t.q ofrr...\o...L..L.

oma... o.........LlocMuon.tE.               

a. tr. Errtleuvht. mic... can... 0.. .11. .u». 3.1.... flair

PE. Liston-N: fle.Lu..CL_t1L-uo_.0r.u £75. Ekonlkb Lie» .uhemknu

.cFL.r.Ln¢.cvfu.31cL.cchutheq (v... ........L LtrLrv

 





Hum

  

   

  

 
 

 
 

2.

:41
3a:

0...»... LCM“ EC»... .30 mud“... r................... Linn... 1......

j 0 f- liJ r_,y_fI—‘ru

._.. .1 ...T n...»
n O J...

*4 . I I“ J7: HM.“

.. I4..— .I... ._ .

.r. . .. ...

fig
0 . a

.I.

1|Ll|llll

0E.\01DLL.E}04 JITK'.

m]...fl:..40nk. «1...... 15......

0.44. 0...... .P..E..Eb..1..trr..

.mIL 0E. \rfulfbe. 0.3.9'4

Lea ftp-L. “5.03.

0...... 0...... .of.L..L.._...r..u.

0.... 0......11.mvt£uuck%5mhua

 
 

.rllpu. LiDL. m57.1.... Eat.

3.... Eur... MC... 0. 1...... Ch...

mIIILmrrt..o..Lh.oat..

0.44. 0...... ......0PL.m....1..

  
 

 

010. {IE\ 7......“I0

 
 

0 M .. .. . 0 m .. 4 . . «1.1.... 5:01.60. .ul.

\ouLLLL. 91E. Laugh. ill.

a m .. 4. o m .. 4. .ml...1.L_ firmly“ 0E.

 
 

 
Lip... 03—“... CL.» .11 tn Ea l<

[FL 0.. For... ..l....... «Run...

“Fru— qrh (GE-it— \ Odin—Ir)...

all...“ mu... .4015... Ft... 0..

0...... 0.44.
.mtu...w¢.r..              

 



 

 



 

Hmm

T...

 

 

I
.
:
_
.
J

c
o
n
-
.
3
!

L
_
_
.
.
.
.
‘
|
.
s

 

  
 

 
 

 
 

  

 
 

  

     

M 4. 4 .

o M 4. 4 .

o m 4. 4 4

o m 4 4 4

o m 4. 4 .

o m 4. 4 .   

EC... at» Flat. 1gb...“ Lint. 4.4%:

fl V0 VJ fl 5'

u r r U U

«TMHH p

“Law-4 5E. \E}I>

111L145 I]. vhf-r: 1.1.1.5..

o M 4 4 . .rfaPt.

[t £59304 11...: 0......

on44. .cduPEmtfiLEC

oECYLLr: Lurk 04 «II?

o m 4 4 . . Er: .52 $38."... $50.:

orLuLCcuLLL...TEL“ o4 «In:

1.8.1 r018." 0.1.39“

o m 4 4 . . for: .ru4audt_ gaunt.

{ml—Ln. NutolfbwL turn“ 04 L554 I:

CL.» “LID-rt. \GJIDLIDL. (.1. .(Jul...

OMflaa .0_L|.Fybt0bn.lfi0q

«Jr. tor: .rr..4 Lint. unfit;

ck orL...L_ \oaLLt: p11... 04

o M 4 4 .LEFT 1.3:} {and o4     
  

 
 





 

Hmv

4:

 

 

EFL. :8... Frank. 43E... (furr: Li.

 *
‘h

 

c
.
8
3
4
3

!

4
|

.

L
_
_
4
.
.
‘
I
.
a

'
J

   

 

I
_
,
f

H
5
!

1

5
.
5
:
}

3
_
_
_
q
u
i
_

-
-
-
_
.
—
—
—

A

t

O

.
0
4
4
1
.
.
.

d
o
u
r

 

 

_
_
I
.
.
\
_
,
f

1...). W... 75:... WP... 0ft. I;

0% 1 IE. .Efl L1H.

0.1 if... a? f 8.6

OM14. .E.0E&L_\01LLLL_

 

 

.|.r...rL.Lana...» maximi};

o M 4 4 . . thy... .E4rr..u4|..L. 4.1.3,"...

 

 

61.» our 04 {.1 wait. Ruhr: I:

Flat. carp: @131. Ctr.

o m 4. 4 4 . IE. .rhua

‘

 

 

for: :154 $505 1C... LE4 12

FL 1h. .9... £1.er EL. my

oM44. .muffuu4msusfuttap.»

  
 

 

.[4 (Tug. 1C... ofrrvw. I;

o[.».. a... pub 04 (I FF:

0mfi4. .0EFPL_\QH.LIPDL_T..VG

 
 

       
mt. ELL. 9. er £1.04 «In;

Full... 0%. \ Calf—LII: 1.1M.

Linn... QC... mu. {_Lt. any}...

0 M 4 4 . . tut. .E4 flint.     
  





 

out... LC»...

Hmm

 

 

é
»
:

3

L
_
.
'
.

“
I
a

l
.
s
.
.
f

 

 

 

 
 

 
 

 

 

  

       

:3

I a 3

EC»... .3... «Run... ILL-CC ’.......P..... 4.6...

m m n mam,

w n. H u.

{In 0:95.?» 05(th $14.

rlquhu. gurus... LY... Cab.

ER .36“... gaunt. at... c..

o M 4 4 . . th,...

0% 0E_\0I:IDIE_ CLh r.I.v..-..I4.

TluriwLCLb .Fu... ruin

o M 4 4 . 91.5.0131 ILFCC

0E. \OJIDLI-DI: Gib-nu (31'44

leuurruvuuwt. 3...... ck

ml...... .....r Thin... 1C5"?

._ L4 Finn... 9.50....

o 4 4 4 . . for...

gaunt. 1C... cur caught. $5144

.11.. 04 (Pr... ..l..u4 £941.

TLC...» e4 «EL. Biff...

. .wIIL tank... 6...? 1.3....»

o M 4 4 . .msCLL.     
  

 



 

 



 

“bury-.2 L-LM.“

 

1
4
.
,
7

$
4
3
.
:

2

l
_
_
.
.
.
‘
I
.
a

 

 

      
 

Hmm

C:

 

  

I a 3

£71.: rd.“ flint. (3.5...“ Lint. 4.4.1:

.U‘ 5' fl U I.

v iv

& | My u

a

u A

‘4. ‘

 

t5.1.&€retl.ckl4m

o... C.» _(Luma 04 (hr: .64

\ Gulf—lull: TObE.b (it.

 

0E.\..1IPPIDL: _ 04... Gear-IL: _ I «o

Linn... fifful ....L 046E.

Ti. as... FF: Eh. «Raul:

. ILSHI: r1.      
 

8.13.1...

 





160

Questionnaire Cover Letter

(English Version)

May 15, 1989

Dear Supervisor:

As you surely know, inservice education of teachers is a

process by which teachers could be improved. However,

inservice program activities can only be best if they are

geared to the needs of teachers as adult learners as

perceived by teachers themselves and by those who are

directly involved with the work of teachers, namely, the

supervisors.

 

Your participation in completing this survey is strictly

voluntary. You may decide not to participate at all, or

not answer certain questions without any penalty. The

survey will take about 15 minutes to complete. Do 39;

write your name anywhere on the document.

You will notice that the first part of the questionnaire

asks for information about you. The second part includes

25 statements which represent varieties of andragogical

learning approaches in inservice education programs. In

any event, you will not be personally identified. Your

answer will be strictly confidential.

 
 Your patience and cooperation are greatly appreciated.

Yours sincerely,

Yahya M. Affash

Ph.D. Candidate .

Michigan State Univer51ty
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Part I

L§o and Personal Data

Please answer all questions. Indicate your answer by using (,’) in the

appropriate place.

1. Gender:

1. Male

2. Female.

2. What is your age?

20 - 29 years

30 - 39 years

40 - 49 years

Over 50 yearsM
M

3. What is your present responsibility?

1. Teacher

2. Supervisor.

 

A. In what school level do you work now?

1. Elementary School

21 Intermediate School

3. Secondary School.

5. How many years of teaching experience do you have?

1 - 5 years

6 - 10 years

11 - 15 years

Over 15 yearsF
w
N
H

 

6. How many years of supervision experience do you have?

1 - 5 years

6 - 10 years

11 - 15 years

Over 15 years

P
u
N
H

our highest level of educational achievement?

\
I § 0
)

n H (
a

*
4

High School

Teacher Training (2 years)

Bachelor's Degree

Master’s Degree

Other (please specify)

U
'
I
F
U
N
H
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e e U.

m

Extent of

Agreement.

Frequency of

Occurrence

 

SA A A/D D SD

 

Teachers should be

permitted to design their

own inservice programs.

 

3.

The experiences of the

teachers taking part in an

inservice program should

be utilized as sources of

_iafimation . 

I am capable of directing

my own professional

development.

 

pgogzam.

S.

Inservice programs should

provide options for

teachers who do not want

to follow the planned

 

Each teacher should be

responsible for his/her

professional development.

 

A feeling of trust should

exist between inservice

planners and teachers.

 

Teachers should be helped

by inservice programs to

free themselves of patterns

of thought that block their

growth.
 

Teachers should be allowed

to set their own goals at

inservice programs.

  Inservice programs should

have a clear purpose.           
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Extent of

Agreement

Frequency of

Occurrence

 

SA A A/D D SD

 

10. Teachers should be treated

as mature adults at '

inservice programs.

 

11. Teachers should be treated

as professionals at

inservice programs.

 

12. I prefer working with

small groups of teachers

to listening to lectures.

 

13. Inservice programs should

help teachers learn about

themselves.

 

la.

15.

Theories presented at

inservice programs should

be directly related to the

teachers' personal

ex e ' n e . 

I should be permitted to

direct my own learning

experiences.

 

l6. Self-evaluation
should be

an integral part of

inservice programs.

 

17. The "best" inservice

programs should help me

learn new processes for

dealing with my concerns.

  18. Inservice settings should

be scheduled at convenient

times for teachers.           
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Extent of

Agreement

Frequency of

Occurrence

 

SA AA/D D SD

 

19. Solving problems that are

of interest to the

classroom teacher should

be emphasized at inservice

mgegings . .
 

20. Small groups should be

created to solve problems

at inservice programs.'

 

21. Teachers should group

themselves according to

their interests and needs

at inservice meetings.

 

22. Teachers should be

encouraged to examine

their own feelings,

attitudes and behavior

W 

23. Inservice presenters

should show teachers

that the teachers'

abilities and experience

3;; vglggg gnd rggpggged.
 

24. Inservice presenters

should take time to

develop a friendly and

cooperative atmosphere.

 

25. Cooperation among

teachers at inservice

settings is an important

aid to learning.            
 

u
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MRKHGANWHKTEUNnmkflTY

 

EVENING COLLEGE 0 KELOGGm
EAST LANSING 0 MICHIGAN «124-[022

May 3, 1989

Minister of Education

Jordan-Amman

Dear Sir:

I am writing to you on behalf of Mr. Yahya Affash, who

is at present a doctoral student from Jordan under my

direction, in the College of Education, Department of

Educational Administration at Michigan State University.

Mr. Affash has proposed a doctoral research study on:

"The Needs of Teachers as Adult Learners as

Perceived by Teachers and Supervisors in In-

Service Teacher Education Programs in Jordan."

He plans to do his research in the next few months,

and in order to complete his study, needs to have your

approval and help in gathering data from public school

teachers and supervisors in the Mafrag District.

His Doctoral Committee feels that his study will contribute

significantly in advancing educational knowledge in the

fields of Adult and Teacher Education, and will also

provide valuable information for your Ministry of

Education.

Your approval and help in the research study will be very

much appreciated. If further information is needed, we

will be pleased to comply.

Sincerely,

Co's“

Dr. Charles A. McKee .

Professor and Committee Chairman .

Department of Educational Administration

College of Education

18 Kellogg Center

CAM:dt

MSU is an Affirmw've Action/Equal Opportunity Institution
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MICHIGAN STATE UNIVERSITY

 

01mmcomON RESEARCH momma usr umsma . mono»: . ant-nu

HUMAN sumac-ts wan-rs}

206 mm HALL

(511) 355-9730

May 19, 1989 ‘ # 89-257

 
Yahya M. Affash

1512 #E Spartan Village

E. Lansing, Michigan 48823

Dear Mr. Affash:

Re: The Needs of Teachers as Adult Learners as Perceived by Teachers and

Supervisors in In-service Teacher Education Programs in Jordan 89-257

The above project is exempt from full UCRIHS review. I have reviewed the proposed

researchfrotocol and find that the rights and welfare of human subjects appear to be

protecte . You have approval to conduct the research.

You are reminded that UCRIHS approval is valid for one calendar year. If you plan to

continue this project beyond one year, lease make provisions for obtaining appropriate

UCRIHS approval one month pnor to ay 19, 1990.

 
Any changes in procedures involvin human subjects must be reviewed by the UCRIHS

prior to initiation of the change. U RIHS must also be notified promptly of any

problems (unexpected side effects, complaints, etc.) involving human subjects during the

course of the work.

Thank you for bringing this pro'ect to our attention. Ifwe can be of any future help,

please do not hesitate to let us ow.

 

 

cc: Dr. McKee

MSU it an A/fimtiw Action/Equal Opportunity Institution
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CUMBERLAND TRACE ELEMENTARY

830 Cumberland Trace Road

Bowling Green. Kentucky 42101

Telephone 502/781-1356

'“EflQJLmflmR Dmmmtismnx

“mm" March 6, 1989 9......

Mr. Yahya M. Affash

1512 #E Spartan Village

E. Lansing, MI 48823

Dear Mr. Affash:

Please find enclosed a copy of the survey instrument I

developed to collect data on teachers' views on inservice

education. I am very much interested in your research and

would appreciate feedback on your findings. In addition, I

would like to have a copy of the translated instrument for my

files.

You have my permission to translate the instrument and to

use it in your research. I am pleased that you have confidence

in the quality of my work.

Good luck on your project and if I can be of additional

help please feel free to call.

Sincerely,

.47.... (fl 7(«7é

Dennis 0. Minix, Ed.D.

Accredited by: Southern Association o/Sclloolr and College:

Accraditd by: Kemky StateW42an

Recipient of Kentucky State Foundnabn Flag ofExcellence
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MICHIGAN STATE UNIVERSITY

COLLEGE OF ARTS AND (£11m EAST LANSING 0 KICI'IIGAN 0 «lad-1027

DEPARTMENT O! LINGUISTICS AND GERIANIC.

SLAVIC. ASIAN AND AFRICAN LANGUAGI

A-GIS WELLS HALL

May S, 1989

To Whom It May Concern:

I hereby certify that Mr. Yahyn.M. Affash has translated

into Arabic the cover letter and the questionnaire used

as a tool in his research for his doctoral dissertation

entitled, "The Needs of Teachers as Adult Learners as

Perceived by Teachers and Supervisors in In-Service Teacher

Education Programs in Jordan". The translation is accurate,

reliable and faithful to the English original in both

format and content.

I do wish him the best of luck.

Sincerely. .

. . - 4 ( 3 ( - _
/ i . -‘ ' ‘ ‘ 'K L .. c \. . j 1 Dam of Linguistics and

Khalil Al-Sughayer
Africa?ica'nsgi:‘aligcésA8ian andArabic Instructor
Michigan State Universit
Wells Ha"

y

50! Lansing, m ‘8824-1m7

Telephone: 517/3534?“
Tub: 650-377-514. la

Cabh: usunrmo ELSG

MSUitaWe.Action/Equal Opportunity
Institutio-
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APPENDIX C

OBSERVED FREQUENCY DISTRIBUTION TABLES
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Table C.01.--Observed Frequency Distribution Regarding

Inserv1ce Needs of Teachers for the 25 Items

by All Teachers (Extent of Agreement)

 

Degree of

  

 

Importance 1 2 3 4 5

Item

Cluster

Item Number SA A A/D D SD

1 N 226 11 3 - - F6

% 94.2 4.6 1.2 - -

2 N 176 59 5 - - F6

% 73.3 24.6 2.1 - -

3 N 129 95 3 - - F1

% 54.0 39.7 6.3 - —

4 N 92 127 21 - - F1

% 38.3 52.9 8.8 - -

5 N 101 113 26 - - F1

% 42.1 47.1 10.8 - -

6 N 84 132 24 - - F4

% 35.0 55.0 10.0 - -

7 N 102 112 26 - - F4

% 42.5 46.7 10.8 - -

8 N 106 107 27 - - F1

% 44.2 44.6 11.2 - -

9 N 150 81 8 - - F4

% 62.8 33.9 3.3 - -

10 N 80 134 25 - - Profess

% 33.5 56.1 10.5 - - Adults

11 N 76 134 3 - - Profess

% 31.8 56.1 12.1 - - Adults

12 N 85 121 32 1 - F5

% 35.5 50.6 13.4 . -

13 N 102 101 36 - - F3

% 42.7 42.3 15.1 - -

14 N 102 117 20 - - F3

% 42.7 49.0 8.4 - -

15 N 135 94 11 - - F1

% 56.2 39.2 4.6 - -

16 N 87 137 16 - - F3

% 36.2 57.1' 6.7 - -

 





Table C.01. (cont’d.).
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Degree of

  

 

Importance 1 2 3 5

Item

Cluster

Item Number SA A A/D SD

17 N 71 142 27 - F2

% 29.6 59.2 11.2 -

18 N 121 97 22 - F2

% 50.4 40.4 9.2 -

19 N 142 86 11 - F2

% 59.4 36.0 4.6 -

20 N 96 125 18 - F5

% 40.2 52.3 7.5 -

21 N 84 137 18 - F2

% 35.1 57.3 7.5 —

22 N 98 116 24 - F3

% 41.2 48.7 10.1 -

23 N 119 107 13 - F2

% 49.8 44.8 5.4 -

24 N 97 109 33 - F2

% 40.6 45.6 13.8 -

25 N 109 108 22 - F2

% 45.6 45.2 9.2 -

 

 
SA - Strongly Agree

A - Agree

A/D - Agree/Disagree

D - Disagree

SD - Strongly Disagree  
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Table C.02.--0bserved Frequency Distribution Regarding

Inserv1ce Needs of Teachers for the 25 Items

by All Supervisors (Extent of Agreement)

 

Degree of

 
 

 

Importance 1 2 3 ' 4 5

Item

Cluster

Item Number SA A A/D D SD

1 N 20 - - - - F6

% 100.0 - - - -

2 N 20 - - - - F6

% 100.0 — — - —

3 N 12 8 - - - F1

% 60.0 40.0 - - -

4 N 9 11 - - - F1

% 45.0 55.0 - — -

5 N 7 10 3 - - F1

% 35.0 50.0 15.0 - - ,

6 N 7 12 1 - - F4

% 35.0 60.0 5.0 - -

7 N 7 12 1 - - F4

% 35.0 60.0 5.0 - -

8 N 9 9 2 - - F1

% 45.0 45.0 10.0 - —

9 N 19 1 - - - F4

% 95.0 5.0 - - -

10 N 13 7 — - - Profess

% 65.0 35.0 - - - Adults

11 N 8 11 1 - - Profess

% 40.0 55.0 5.0 - - Adults

12 N 2 13 2 - - F5

% 25.0 65.0 10.0 - —

13 N 4 14 2 - - F3

% 20.0 70.0 10.0 - -

14 N 4 13 3 - - F3

% 20.0 65.0 15.0 - -

15 N 18 2 - - - F1

%. 90.0 10.0 - - -

16 N 13 6 1 - - F3

% 65.0- 30.0 5.0 - —

 

 





Table C.02. (cont’d.).
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Degree of

 
 

 

 

Importance 1 2 3 5

Item

Cluster

Item Number SA A A/D SD

17 N 10 8 2 - F2

% 50.0 40.0 10.0 -

18 N 9 9 2 - F2

% 45.0 45.0 10.0 -

19 N 16 4 - - F2

% 80.0 20.0 - -

20 N 9 11 - - F5

% 45.0 55.0 - -

21 N 4 15 1 - F2

% 20.0 75.0 5.0 -

22 N 4 15 1 - F3

% 20.0 75.0 5.0 -

23 N 8 9 - 3 - F2

% 40.0 45.0 15.0 -

24 N 11 9 - - F2

% 55.0 45.0 - -

25 N 12 - 8 - - F2

% 60.0 40.0 - -

SA - Strongly Agree

A - Agree

A/D - Agree/Disagree

D - Disagree

SD - Strongly Disagree  
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Table C.03.--0bserved Frequency Distribution Regarding

Inserv1ce Needs of Teachers for the 25 Items

by All Teachers (Actual Practice)

 

Degree of

  

 

Importance 2 3 4 5

Item

Cluster

Item Number F S R N

1 N 14 112 100 14 F6

% 5.8 46.7 41.7 5.8

2 N 9 57 148 25 F6

% 3.8 23.8 61.9 10.5

3 N 4 46 126 62 F1

% 1.7 19.3 52.9 26.1

4 N 8 30 130 72 F1

% 3.3 12.5 54.2 30.0

5 N 7 35 104 94 F1

% 2.9 14.6 43.3 39.2

6 N 5 33 107 95 F4

% 2.1 13.7 44.6 39.6

7 N ' 5 41 119 75 F4

% 2.1 17.1 49.6 31.3

8 N 5 35 128 72 F1

% 2.1 14.6 53.3 30.0

9 N 12 92 111 25 F4

% 5.0 38.3 46.2 10.4

10 N 12 46 142 40 Profess

% 5.0 19.2 59.2 16.7 Adults

11 N 5 49' 123 63 Profess

% 2.1 20.4 51.2 26.2 Adults

12 N 12 31 126 70 F5

% 5.0 13.0 52.7 29.3

13 N 12 34 131 63 F3

% 5.0 14.2 54.6 26.2

14 N 8 58 116 58 F3

% 3.3 24.2 48.3 24.2

15 N 14 97 102 27 F1

% 5.8 40.4 42.5 11.2

16 N 9 49 139 43 F3

% 3.7 20.4 57.9 17.9
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Table C.03. (cont'd.).

 

Degree of

 
 

 

 

Importance 1 2 3 4 5

Item

. Cluster

Item Number A F S R N

17 N - 6 35 147 52 F2

% - 2.5 14.6 61.2 21.7

18 N - 4 41 126 69 F2

% - 1.7 17.1 52.5 28.7

19 N - 7 50 122 60 F2

% - 2.9 20.9 51.0 25.1

20 N - 7 36 118 78 F5

% - 2.9 15.1 49.4 32.6

21 N - 6 30 101 102 F2

% - 2.5 12.6 42.3 42.7

22 N - 8 37 122 72 F3

% - 3.3 15.5 51.0 30.1

23 N - 13 53 133 40 F2

% - 5.4 22.2 55.6 16.7

24 N - 5 46 120 69 F2

% - 2.1 19.2 50.0 28.7

25 N - 6 34 127 73 F2

% - 2.5 14.2 52.9 30.4

A - Always

F - Frequently

S - Sometimes

R - Rarely

N - Never  
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Table C.O4.--Observed Frequency Distribution Regarding

Inserv1ce Needs of Teachers for the 25 Items

by Supervisors (Actual Practice)

 

Degree of

 
 

 

Importance 1 2 3 4 5

Item

Cluster

Item Number A F S R N

1 N - 3 11 6 - F6

% - 15.0 55.0 30.0 -

2 N - 2 8 9 1 F6

% - 10.0 40.0 45.0 5.0

3 N - 3 5 6 5 F1

% - 15.8 26.3 31.6 26.3

4 N - 2 6 7 5 F1

% - 10.0 30.0 35.0 25.0

5 N - 2 6 9 3 F1

% - 10.0 30.0 45.0 15.0

6 N - - 10 8 2 F4

% - - 50.0 40.0 10.0

7 N - 2 9 8 1 F4

% - 10.0 45.0 40.0 5.0

8 N - 2 7 11 - F1

% - 10.0 35.0 55.0 -

9 N - 6 13 1 - F4

% - 30.0 65.0 5.0 -

10 N - 2 11 6 l Profess

% - 10.0 55.0 30.0 5.0 Adults

11 N - 3 5 11 1 Profess

% - 15.0 25.0 55.0 5.0 Adults

12 N - 1 4 11 4 F5

% - 5.0 20.0 55.0 20.0

13 N - 1 6 12 1 F3

% - 5.0 30.0 60.0 5.0

14 N - 4 7 7 2 F3

% - 20.0 35.0 35.0 10.0

15 N - 4 13 2 1 F1

% - 20.0 65.0 10.0 5.0

16 N - 2 10 7 1 F3

% — - 10.0 50.0 35.0 5.0

 





Table C.04. (cont’d.).
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Degree of

 
 

 

 

Importance 1 2 3 4 5

Item

Cluster

Item Number A F s R N

17 N - 1 8 7 4 F2

% - 5.0 40.0 35.0 20.0

18 N - 1 8 7 4 F2

% - 5.0 40.0 35.0 20.0

19 N 1 3 9 5 2 F2

% 5.0 15.0 45.0 25.0 10.0

20 N - 2 10 6 2 F5

% - 10.0 50.0 30.0 10.0

21 N - - 10 6 4 F2

% - - 50.0 30.0 20.0

22 N - 2 9 4 5 F3

% - 10.0 45.0 20.0 25.0

23 N - 3 6 7 ' 4 F2

% - 15.0 30.0 35.0 20.0

24 N - - 10 8 2 F2

% - - 50.0 40.0 10.0

25 N - 2 4 12 2 F2

% - 10.0 20.0 60.0 10.0

A - Always

F - Frequently

S - Sometimes_

R - Rarely

N - Never
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Table D.01.--Total Instrument Percentages and Mean

Scores of Extent of Agreement and Frequency

of Occurrence for Andragogical Items

 

 

Extent of Agreement Frequency of Occurrence

Strongly Agree 50.90% Always 0.10%

Agree 40.90% Frequently 6.60%

Agree/Disagree 6.40% Sometimes 32.60%

Disagree 0.02% Rarely 44.70%

Strongly Disagree 0.00% Never 18.80%

Mean = 1.57 Mean = 3.51
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Table D.02.-oPercentages and Mean Scores for Extent of Agreement and Frequency of Occurrence

for Self-Directed Items (Approach 1) by Teachers and Supervisors

 

 

 

   

E§CEQC O: Agreegeng e ue C 0 cu r nce

Group Role

5A1 AZ A/DZ 0: s02 E A1 F1 52 a: N2 '§

Teachers 49.96 44.58 8.02 0.0 0.0 1.61 0.00 3.16 20.28 49.24 27.30 3.98

Supervisors 55.00 40.00 5.00 0.0 0.0 1.50 0.00 13.16 37.26 35.32 14.26 3.46

 

SA

A/D

SD

Strongly Agree

Agree

Agree/Disagree

Disagree

Strongly Disagree 2
9
0
0
m
m
» Always

Frequently

Sometimes

Rarely

Never
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Table D.03.--Percentages and Mean Scores for Extent of Agreement and Frequency

of Occurrence for Approach 2 by Teachers and Supervisors

 

 

 

    

'W 0 cu e

Group Role

SA: A: A/Dz 0: s0: § AZ F: s: R2 NZ ;

Teachers 44.36 46.94 8.70 0.0 0.0 1.65 0.00 2.80 40.26 52.20 38.49 3.04

Supervisors 50.00 44.29 5.70 0.0 0.0 1.56 0.71 7.14 39.29 37.14 15.71 3.60

SA - Strongly Agree A - Always

A - Agree F - Frequently

A/D - Agree/Disagree S - Sometimes

D - Disagree R - Rarely

SD - Strongly Disagree N - Never
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Table D.04.-oPercentages and Mean Scores for Extent of Agreement and Frequency

of Occurrence for Approach 3 by Teachers and Supervisors

 

 

 

   
 

EEESDS.2£.AZI§£Q§D£ EIESBEDEI.2§.Q£22£I£E£§

Group Role

SAZ AZ A/DZ 0: so: E A1 F2 52 R1 NZ 3

Teachers 40.70 28.16 10.8 0.0 0.0 1.69 0.00 3.81 18.58 52.95 24.60 3.98

Supervisors 31.25 60.00 8.75 0.0 0.0 1.78 0.00 11.25 40.00 37.50 11.25 3.49

SA - Strongly Agree A - Always

A - Agree F - Frequently

A/D - Agree/Disagree S - Sometimes

D - Disagree R - Rarely

SD - Strongly Disagree N - Never
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Table D.05.--Percentages and Mean Scores for Extent of Agreement and Frequency

of Occurrence for Approach 4 by Teachers and Supervisors

 

 

 

   

ECO ee u C 0 ’cu e e

Group Role

sax ex A/DZ 0: s02 E 3.: F2 sz 0.: N2 3?

Teachers 46.77 45.20 8.03 0.0 0.0 1.61 0.00 3.06 23.03 46.77 27.10 3.98

Supervisors 55.00 41.70 3.30 0.0 0.0 1.48 0.00 13.30 53.30 28.30 5.00 3.25

 

SA

A/D

SD

Strongly Agree

Agree

Agree/Disagree

Disagree

Strongly Disagree 2
2
1
m
m
»

Always

Frequently

Sometimes

Rarely

Never

 

 
 

 





210

Table D.06.-~Percentages and Mean Scores for Extent of Agreement and Frequency

of Occurrence for Approach 5 by Teachers and Supervisors

 

 

 

   
 

W n o 0 cu e

Group Role

sax 22 Am: 0: 30: § 3.: F2 52 R2 nx E

Teachers 37.85 51.45 10.45 0.2 0.0 1.60 0.00 3.95 14.05 51.05 30.95 4.07

Supervisors 35.00 60.00 5.00 0.0 0.0 1.48 0.00 7.50 35.00 42.50 15.00 3.33

SA - Strongly Agree A - Always

A - Agree F - Frequently

A/D - Agree/Disagree S - Sometimes

D - Disagree R - Rarely

SD - Strongly Disagree N - Never
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Table D.07.--Percentages and Mean Scores for Extent of Agreement and Frequency

of Occurrence for Approach 6 by Teachers and Supervisors

 

 

 

   
 

Strongly Disagree

W W

Group Role

SA: A2 up: 0: so: 2 A2 1?: s: a: N: I

Teachers 83.75 14.60 1.65 0.0 0.0 1.18 0.00 4.80 35.25 51.80 8.15 3.63

Supervisors 83.75 14.00 1.60 0.0 0.0 1.00 0.00 4.80 35.25 51.80 8.15 3.30

SA - Strongly Agree A - Always

A - Agree F - Frequently

A/D - Agree/Disagree S - Sometimes

D - Disagree R - Rarely

SD - N - Never
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Table D.08.-~T-Test Results Comparing Teachers'

Perceptions for Frequency of Occurrence and

Extent of Agreement

 

 

 

 
 

Frequency of Extent of.

Occurrence Agreement

Level of

Approach Approach T-Test Significance

# i N i N

l Beliefs of a

self-directed .

learner 3.980 237 1.614 237. -55.86 0.000*

'2' Characteristics

associated with

teacher-centered

inservice programs 4.047 238 1.645 238 ~60.17 0.000*

3 Improving

teachers'

self-knowledge 3.992 237 1.689 237 -51.93 0.000*

4 Trust in the

program purpose 3.986 239 1.611 239 -54.96 0.000*

5 Small group work 4.074 236 1.593 236 -51.31 0.000*

6 Teachers' desire

to have teacher-

initiated

inservice programs 3.634 239 1.174 239 -55.73 0.000*       
 

*Significant at the .05 level





APPENDIX E

MEANS AND STANDARD DEVIATIONS FOR

ALL 25 ITEMS OF ANDRAGOGICAL APPROACHES
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Table E.01.--Mean Scores and Standard Deviations for All

25 Items (Extent of Agreement) by Teachers

and Supervisors

 

 

 

      
 

Teachers Supervisors

Item - Item _

No. X S.D. No. X S.D.

1 1.071 .302 2 1.000 .000

2 1.287 .498 1 1.000 .000

9 1.405 .556 9 1.050 .224

19 1.452 .584 15 1.100 .308

15 1.483 .586 19 1.200 .410

3 1.523 .614 10 1.350 .489

23 1.556 .598 25 1.400 .503

18 1.587 .654 16 1.400 .598

25 1.636 .645 3 1.400 .503

14 1.657 .628 24 1.450 .510

8 1.671 .669 20 1.550 .510

20 1.674 .610 4 1.550 .510

7 1.683 .659 17 1.600 .681

5 1.688 .658 18 1.650 .671

22 1.689 .646 11 1.650 .587

16 1.704 .586 8 1.650 .671

4 1.704 .620 7 1.700 .571

21 1.724 .593 6 1.700 .571

13 1.724 .709 23 1.750 .716

24 1.732 .689 5 1.800 .696

6 1.750 .624 22 1.850 .489

10 1.770 .623 21 1.850 .489

12 1.787 .680 12 1.850 .587

11 1.803 .634 13 1.900 .553

17 1.817_ .613 14 1.950 .605

Note:

1.00 1.99 - Strongly Agree

2.00 2.99 - Agree

3.00 3.99 - Agree/Disagree

4.00 5.00 - Disagree/Strongly Disagree
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Table E.02.--Mean Scores and Standard Deviations for All

25 Items (Actual Practice) by Teachers

and Supervisors

 

 

 

      
 

Teachers Supervisors

Item _ Item _

No. X S.D. No. X S.D.

1 3.475 .696 15 3.000 .725

15 3.592 .765 1 3.150 .671

9 3.621 .739 19 3.200 .725

2 3.791 .672 10 3.300 .733

23 3.837 .763 16 3.350 .745

10 3.875 .738 14 3.350 .933

16 3.900 .721 20 3.400 .821

14 3.933 .784 7 3.400 .754

19 3.983 .761 8 3.450 .686

11 4.017 .743 2 3.450 .759

17 4.021 .681 11 3.500 .827

13 4.021 .779 24 3.600 .681

3 4.034 .729 23 3.600 .995

24 4.054 .750 22 3.600 .995

12 4.063 .789 6 3.600 .681

22 4.079 .766 13 3.650 .671

18 4.083 .721 5 3.650 .875

7 4.100 .748 3 3.684 .856

4 4.108 .741 25 3.700 .801

25 4.112 .732 ' 21 3.700 .801

8 4.112 .720 18 3.700 .865

20 4.117 .763 17 3.700 .865

5 4.188 .788 9 3.750 .550

6 4.217 .556 4 3.750 .967

21 4.251 .770 12 3.900 .788

Note:

1.00 - 1.99 Always

2.00 - 2.99 Frequently

3.00 - 3.99 Sometimes

4.00 - 5.00 Rarely/Never

 

  





Table E.03.--Rank Order for All Items by Elementary, Intermediate
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and Secondary School Teachers (Actual Practice)

 

 

 

         
 

Elementary Teachers Intermediate Teachers Secondary Teachers

Item _ Item _ Item _

No. X S.D. No. X S.D. No. X S.D.

15 3.330 .697 1 3.362 .661 14 3.550 .769

1 3.340 .607 15 3.588 .704 23 3.567 .789

9 3.440 .729 9 3.625 .663 15 3.800 .817

2 3.690 .563 2 3.750 .626 9 3.817 .766

16 3.710 .640 10 3.875 .663 22 3.833 .733

10 3.790 .715 16 3.887 .584 1 3.850 .755

3 3.869 .723 17 3.950 .745 8 3.850 .732

23 3.870 .761 11 4.000 .675 18 3.850 .732

11 3.870 .717 19 4.000 .751 25 3.883 .813

19 3.880 .742 23 4.000 .698 13 3.900 .817

24 3.890 .835 14 ' 4.000 .796 7 3.983 .676

20 4.030 .703 12 4.025 .871 2 4.017 .841

17 4.050 .672 13 4.063 .847 10 4.017 .825

13 4.060 .694 3 4.075 .612 17 4.067 .607

22 4.070 .820 4 4.125 .718 24 4.067 .733

4 4.080 .732 24 4.125 .644 12 4.085 .877

12 4.080 .662 20 4.152 .735 16 4.100 .933

25 4.090 .780 7 4.175 .725 11 4.117 .865

7 4.110 .803 8 4.188 .765 4 4.133 .791

14 4.110 .709 18 4.200 - .698 5 4.133 .812

5 4.120 .832 22 4.203 .705 6 4.133 .833

21 4.120 .756 . 6 4.225 .711 19 4.133 .791

18 4.130 .720 25 4.237 .579 20 4.217 .885

8 4.210 .640 5 4.313 .704 3 4.254 .801

6 4.260 .747 21 4.329 .729 21 4.367 .823

Note:

1.00 1.99 Always

2.00 2.99 Frequently

3.00 3.99 Sometimes

4.00 5.00 Rarely/Never
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Table E.04.--Rank Order for All Items by Elementary, Intermediate

and Secondary School Teachers (Extent of Agreement)

 

 

 

 

        

 

 
 

Elementary Teachers Intermediate Teachers Secondary Teachers

Item _ Item _ Item _

No. X S.DI No. X S.D. No. X S.D.

1 1.010 .100 1 1.000 .000 1 1.267 .548

2 1.130 .338 2 1.275 .449 9 1.390 .558

3 1.430 .498 19 1.278 .451 18 1.483 .596

9 1.430 .573 15 1.375 .513 19 1.517 .596

23 1.450 .539 9 1.387 .539 2 1.567 .647

15 1.480 .577 3 1.500 .616 8 1.583 .619

4 1.550 .539 24 1.512 .551 15 1.633 .663

14 1.550 .575 . 25 1.512 .656 . 7 1.667 .629

19 1.550 .642 18 1.587 .630 22 '1.678 .681

5 1.580 .638 4 1.588 .608 21 1.683 .596

7 1.640 .687 13 1.588 .739 23 1.683 .676

18 1.650 .702 23 1.595 .589 24 1.695 .676

6 1.660 .602 20 1.608 .587 3 1.712 .744

25 1,660 .639 22 1.646 .621 14 1.729 .611

8 1.670 .637 16 1.650 .576 20 1.733 .634

16 1.690 .563 11 1.688 .608 12 1.763 .678

20 1.690 .615 5 1.700 .644 25 1.763 .625

21 1.690 .581 17 1.725 .573 10 1.780 .696

13 1.710 .686 8 1.737 .742 6 1.783 .613

22 1.730 .649 10 1.737 .590 13 1.797 .714

10 1.790 .608 12 1.737 .670 16 1.800 .632

17 1.820 .657 14 1.737 .689 11 1.831 .647

24 1.830 .742 7 1.750 .646 17 1.833 .578

12 1.840 .692 21 1.797 .607 5 1.850 .685

11 1.880 .640 6 1.837 .645 4 1.983 .676

Note:

1.00 1.99 Strongly Agree

2.00 2.99 Agree

3.00 3.99 . Agree/Disagree

4.00 5.00 Disagree/Strongly Disagree
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