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ABSTRACT

ROLE EXPECTATIONS FOR INTERN CONSULTANTS: VIEWS
OF INTERN TEACHERS AND INTERN CONSULTANTS
IN THE MICHIGAN STATE UNIVERSITY
ELEMENTARY INTERN PROGRAM

By

Thomas C. Fitch

This study was desligned to lnvestigate perceptions held
by intern teachers and intern consultants for selected intern
consultant role characteristics. Specifically, the investi-
gation focused upon interns' and consultants' expressed
(1) preference for, and (2) percelved frequency of, selected
Intern consultant tasks. These tasks lncluded classroom
management, conditlions of learning, planning for learning,
evaluation of learning, analyzing teaching behavior, and
supportative behavicr. A second aspect of the study focused
upon interns' and consultants' expressed (1) preference for,
and (2) perceived actual intern consultant method of opera-

tion. This aspect was designed to determine the degree of

(1) theoretical or practical, (2) consultant or intern initia-

tive, and (3) directive or non-directive method of operation
used by the intern consultant in actual practilce.
The sample of this study included one hundred eighty-

seven intern teachers and foriy intern consultants involved
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in the Elementary Intern Program at Michigan State University,

spring term, 1969. The Intern Consultant Inventory, an

instrument developed for this study, was administered to the
subjects at ten off-campus teacher educatlion centers.

Responseé by subjects on this instrument were analyzed by the
Analysis of Variance procedure. Eight hypotheses were posed
and tested by the Scheffe post-hoc comparison technique. The

results are reported below.

Conclusions of the Study

Within the limitations of this study, the following con-
clusions were supported:

1. Intern consultants expressed a higher preference for each
selected consultant task than elementary lntern teachers.

2. Intern consultants expresied a greater frequency of
occurrence for each selected consultant task than ele-
mentary intern teachers. Consultants perceived interns
recelving greater assistance with greater frequency than
interns.

3. Both interns and consultants preferred practicalness 1in
intern consultant method of operation. When interns
experienced problems they desired assistance which
delineated particular procedures that had worked in the
past. Consultants preferred to give practical alterna-
tive solutlons to interns' teaching problems.

4, Consultants perceived their method of operation as

theoretically based while interns percelived consultant
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assistance as practical. Interns preferred and perceived
themselves receiving practical consultative assistance.
Consﬁltants, however, preferred to be practlcal but per-
celved themselves as beiny, theoretical (examining under-
lying educational theory before considering specific
action).

Intérns and consultants preferred a consultant method of
operation that allowed interns to initiate action toward
the solution of problems. Both groups felt that the
intern learns best by actual involvement in the solution
of teaching problems. Interns percelved themselves as
responsible for solving their problems while the consul-
tants' responsiblility was to provide the autonomy for
them to do so.

Interns and consultants perceived consultants as encour-
aging interns to initiate action 1n problem situations.
Both groups preferred and perceived interns as initiating
solutions to intern teaching problems.

Interns and consultants preferred directiveness (consul-
tant prescribing, Iinsisting on specific steps, telling
the intern what to do) in consultant method of operation.
Consultants breferred to\be more directive than interns
preferred consultants to he.

Both interns and consultants perceived the consultant

method of operation as actually indirective (during dis-

., cussion the intern identifles procedures, the consultant
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asks questions). Consultants did not prescribe, insist
and tell interns what to do in actual practice, rather
they'probed by questionins; the orligin, description, and
solution to iIntern's problems.

Interns and consultants wanted consultants to assist
interns with planning. Yet, interns and consultants
perceived interns receiving the least assistance with
planning than any other selected consultant task. Interns
desired help with planning and precelved themselves as not
receiving this assistance wilth great frequency.

The analysis of teaching task was preferred highly but

was perceived to occur with little frequency. Interns
wanted: (1) help in analyzing thelr teaching weaknesses,
(2) to be involved in analyzing demonstration lessons,

(3) consultant evaluations, and (4) written observation
notes left by consultants. Interns were not receiving
this kind of assistance very frequently. Consultants

did not prefer nor did they perceive themselves extending

this assistance to interna.
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CHAPTER I

THE NATURE OF THE INVESTIGATION

Introduction to the Study

Internships as a means of preparing teachers are of
vital interest in teacher education. Teacher internship 1s
analogous to the medical profession internship. An inter-
ship 1s predicated on the assumptions that (1) theory must
be integrated with practice, (2) gradual induction into the
profession over time 1s desirable, (3) internship is one
part of a series of learning experiences, (4) learning should
be based upon actual participation and involvement in the
real professional milieu, and (5) continulng individualized
guldance and supervision by an experlienced practitioner is
essential.

| Concern recently has been expressed by teacher educators
egarding the quality of supervision afforded inductees 1into
the teaching profession. D. D. Darland and Roy Edelfelt
expressed the following observations:

The neophyte.teacher has long been neglected.

Although experienced educators seldom forget
thelr beginning days, weeks, and years of
teaching, they have done little 1n studying the

plight of the beginners. They have done even
less in helping young professionals to get



started properly . . . Induction to teaching must
be dealt with as a pertinent stage in career
development. A new teacher should not be left

to the 1solation of his own classroom, to succeed
or fail dependling on his ability, ingenuity, and
reslilience . . . He should be treated for what

he is --- a beginner --- and given the time and
assistance he needs to develop his own teaching
style.1

Jerome S. Bruner, chairing a symposium devoted exclu-
sively to the manner in which elementary school teachers are
prepared, reported the following in a list of recommendations:

School systems should take a hard look at the

kind of supervislion which they have in thelr
schools and the role of the supervisor should
be re-examined, especilally as 1t relates to the
new teacher.?

Others concerned with initial supervislon raise some
of the following questions: What 1s presently being done to
help the beginning teacher? How productive and effective 1s
it? What should be done that is not being done? What help
and guidance 1n getting started effectively does every
beginning teacher have the right to expect?

In 1959, the College of Education at Michlgan State
University initiated a program of internship for the prepara-

tion of elementary school teachers. In 1964 the Elementary

1National Commission of Teacher Educatlon and Pro-
fessional Standards, The Real World of the Beginning Teacher
(National Education Assoclation: Wwashington, D. C., 1965)

p. vii.

2Jerome S. Bruner, A Symposium on the Training of
Teachers for Elementary Schools, and IDEA Occasional Paper,
(Kettering Foundation, Dayton, Ohio, 1968).




Intern Program (E.I.P.) became a regular part of the College
of Education's elementary education currlculum. To provide
supervision for 1ntern teachers a positlion was created which
freed competent and experienced elementary classroom teachers
to work exclusively with intern teachers on a full—timé
basis. This position was called "intern consultant.'" The
intern consultant was selected Jointly by the public school
districts and the university to supervise interns.

Funding from the Ford Foundation partlially supported
the early development of E.I.P. The flnal report to the
Ford Foundation states:

The intern consultants, selected from the most
able teachers 1in the cooperating school districts,
have developed in-service education of new teachers
far beyond the initial expectations. The low ratio
of Interns to intern consultants (5 to 1) and the
closeness and continulty of thelr relationship has
made it possible for very specific help to be
offered and accepted. Typically, the consultants
have found that at the beginning of the internship
they are able to aid the intern in securing teach-
ing materials, in offering support and advice on
instructional problems, in demonstrating effective
teaching methods, and the 1like. As the intern
becomes more secure, the consultant is able to
raise the intern's horizons, encourage experimenta-
tion and creative solutions of teaching problems,
and prevent routinization. Most importantly, the
consultants have helped bridge the gap between the
college course work and the public school class-
room by helging the intern to relate 'theory' and
'practice.’

This account of the effectiveness of the intern con-

sultant was based upon oral communication with interns and

3Michigan State University College of Educétion,

;gégmentary Intern Program: Another Way of Learning to Teach,"



public school administrators and supplemented by off-campus

directors'
based upon
of a study
undertaken

how intern

hunches and intultions. The conclusion was not
carefully designed research. With the exception
by Corman and Olmsted;u no research has been

to discover, either descriptively or analytically,

consultants relate with intern teachers in the

clinical elementary c¢lassrooms.

Corman and Olmsted suggested that Michigan State Univ-

ersity had

created a qualitatively new and unlique position

in the intern consultant.5 They stated, on the basls of

their analyslis, that the intern consultant position is the

key to exploiting the potential inherent in the internship.

No specific formal guldelines, however, were written for

those initially selected to assume the role. As a result,

there were few pressures to establlsh

firm bureaucratic controls on their practices

adjustment to the position was compli-

cated by the fact that the initial group of
consultants were glven few operational gulde-

lines.

The most commonly repeated admonition

they received was that, 'until we see how things

go, we

can only guess at what the problems and

answers may be, so you will have to play 1t by

ear.'

uBernard R. Corman and Ann G. Olmsted, The_ Internship
in the Preparation of Elementary School Teachers (Bureau

of Education Research, Michigan State University, East
Lansing, Michigan, 1964).

51bi4d.

6

Ibid., p. 65.



Need for the Study

In the absence of written guidelines, the intern con-
sultant role may have evolved beyond the "play it by ear”
posture during the past decade. Clearly a need exists to
study the role expectations for IiIntern consultants in the
Michigan State University Elementary Intern Program because:
(1) In internship experiences, positions are created in
order to provide guidance for interns. Expectations for
behavior become attached to the positions involved, thus
defining roles such as methods lnstructor, student teaching
supervisor, intern consultant, center director, and others.
The role expectations for the intern consultant position have
not been explicitly described. (2) Intern teachers hold a
set of expectations concerning supervisoral behaviors which
is helpful in improving their teaching behaviors. An under-
standing of such expectations could cause certain supervisoral
behaviors to be emphasized while others could be modified
or eliminated. (3) Intern consultants would be explicitly
aware of what interns expect from them. At present they can
only surmise these expectatlions from subtle feedback. This
knowledge could direct theilr efforts as they work with intern
teachers. (4) A study of role relationships may ultimately
contribute to an understanding of which specific consultant
supervisoral behaviors will produce specified and desired

results 1in intern teaching practices. (5) Of the lack of



continued empirical research related to consultant-intern

professional relationships as E.I.P. enters 1lts second

decade.

Importance of this Study

This problem 1s important to study because:

1. an exploratory study of these expectations will
contribute to the baseline information needed
to carry out further evaluative research within
the E.I.P. 1In addition, further program plan-
ning could be based upon varified information,
i.e. intern consultant selection, orientation,
in-service education, evaluation, and the im-
proved asslistance delivered to intern teachers.

2. 1t seems reasonable to expect that some of the
problems of the first year of teachlng are
shared by both interns and first-year teachers.
In too many instances, first-year teachers are
assigned to 1sclation chambers. Supervislion
may be nonexistent, punitive, or solely evalua-
tive for tenure purposes. Understanding interns'
expectations for supervision may hold implica-
tions for the supervision of beginning teachers.

3. the findings of this study may have implications
for teacher education in terms of the quality of

supervision of direct laboratory experiences.



Based on the above-stated need and rationale, a statement of
the purpose of the study follows. The purpose was three

fold.

Purpose of the Study

The purpose of this study was to investlgate three
basic questions:

(1) How do incumbent intern consultants percelve
the role of the Intern Consultant position?

(2) How do intern teachers percelve the role of
the Intern Consultant position?

(3) How are the perceptions of incumbent intern

consultants and intern teachers for the role

of the Intern Consultant position allke, and

how are they different?
These questions were central to an initial description of
the intern consultant's role in the Elementary Intern Pro-
gram. The perceptions of role incumbents, intern consul-
tants, and those most directly affected by the intern con-

sultant position, Iintern teachers, were of primary interest

in this investigation.

Statement of the Problem

Many persons come 1In contact with the intern consultant
position and as a result hold beliefs relative to the role.
These persons include Interns, their principals, superin-
tendents and central office administrative personnel,
university center director, professors and staff of the
university, children in the interns' classrooms and indirectly

their parents. Each of these populations holds certain



beliefs concerning who the intern consultant is, what he does,
and his status. ‘Each vantage point casts new light on the
status of the intern consultant role. However, the major
affected groups, and the ones most concerned with the work

of the intern consultant is the consultant himsélf and the
intern with whom he works. Thils study was concerned with the
role of the lntern consultant as perceived by these two
populations.

What are the perceptions for selected intern consultant
role characteristics upon which both consensus and diver-
gence 1s held by intern teachers and intern consultants in
the Michigan State Uniliversity Elementary Intern Program?

The consultant's role 1s multi-faceted. This investigation
was concerned with general components of the role. Thus,
these components led to the development of the general

hypotheses which follow.

Research liypotheses

This study was designed to test one major proposition:

Intern teachers and intern consultants percelve
differently the role of the intern consultant
iIn the Michigan State University Elementary
Intern Program.

In exploring this proposition, eight hypotheses were
posed and tested.
1. Intern teachers and intern consultants express

different preferences for selected intern
consultant tasks.



2. Intern teachers and intern consultants percelive
a different frequency of occurrence of selected
intern consultant tasks.

3. Intern teachers and intern consultants express
- different preferences for a theoretical approach
in intern consultant method of operation.

4y, Intern teachers and intern consultants percelve
differently the actual theoretical approach 1in
intern consultant method of operation.

5. Intern teachers and intern consultants express
- different preferences for initlating intern
consultant method of operatlon.

6. Intern teachers and intern consultants percelve
differently initiating intern consultant methocd
of operation.

7. Intern teachers and intern consultants express
different preferences for directiveness in
intern consultant method of operation.

8. Intern teachers and intern consultants percelve

differently the actual directiveness in intern con-
sultant method of operation.

Definition of Terms

The following describes the operational definition of

terms used in thls study:

The Elementary Intern Program (hereafter referred

to as E.I.P.) 1s a teacher education program that
prepares elementary and speclal education teachers,
using a full-year internship as the culminating lab-
oratory experience, and which 1is offered by the

College of Education at Michigan State Universi‘cy.7

7This program 1s extensively described in CHAPTER II
of this report.
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The intern teacher (also referred to as intern)

is contracted by and pald by a local school board,
assigned a carefully planned teaching load for a
school year, supervised by an intern consultant,

and 1s a student enrolled at Michigan State Univer-~
sity 1n college courses that parallel hls professlional
experliences.

The intern consultant (also referred to as consul-

tant) 1s assigned to supervise intern teachers on a
full-time basis and regularly weekly visits the
intern in the interns' classrooms. He offers support,
guldance, instruction, demonstration lessons, teaching
l1deas and materials, and other asslstance to the
employed intern teacher. Approximately 85% of the
consultants' time 1s spent 1n working with interns

on an individual basis. Consultants are employed by
the local school district through a cooperative
agreement with Michlgan State University's College of
Education.

A perception is a unique and individual sensory

construct or awareness in the mind of a human beling;
i.e., "1l) how an individual sees himself, 2) how he
sees the situations in which he 1s involved, and

3) the interrelations of these two."8

8Arthur W. Combs, The Professional Education of
Teachers: A Perceptual View of Teacher Preparation (Allyn
and Bacon, Inc., Boston, 1965),p. 12.
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A position 1s the location of an individual or
class of 1ndividuals 1In a system of social relation-
ships.

A role expectation 1s an evaluative standard

applied to an occupant of a position; i.e., what

an individual is expected to do in a given situation.
A role i1s a set of expectations applied to an

occupant of a particular position.

Role consensus exists when similar expectations

are held for an occupant of a positilon.

Role conflict exists when contradictory expecta-

tions are held for an occupant of a position.

Selected intern consultant tasks are those be-

haviors which the intern consultant exhibits while
working directly to improve the instruction afforded
the children In the intern teachers' classrooms.
Specifically they include Classroom Management Tech-
niques, Conditions of Learning, Planning Learning
Experiences, Evaluation of Learning Experiences,
Analyzing Teaching Behavior, and Supportative
Behavior.

Preference for is choosing or selected from alterna-

tilves on the basis of an individual's unique system of

priorities.

Frequency of occurrence is the number of times an

event happens or a behavior 1s exhibited.
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Theoretical orientation 1s the tendency to examine

underlying educational theory before considering
specific action.

Method of operation refers to patterns of asslst-

ing behaviors or habitual responses perceived integral
to the conduct of the intern consultant's role.

Inltiating behavior 1s taking the offensive in a

situation or beginning action to solve a problem.

Directiveness 1s prescribing, insisting on specific

steps to take, or telling someone exactly what to do.

Summary of Procedures

Subjects
The sample of intern teachers included 187 of 191

individuals who were (1) supervised by an elementary intern
consultant, (2) teaching during the 1968-1969 academic year
in a public school elementary classroom in Michigan, and
(3) enrolled in the Elementary Intern Program at one of ten
of f-campus teacher education centers operated by Michigan
State Univer-siey.9 Of all E.I.P. intern teachers who met
the above criteria during the spring of 1969, ninety-eight
percent participated as subjects in this study.

The intern consultant subjJects were (1) engaged full-

time in supervising intern teachers, (2) employed by theilr

9A map of Michigan indicating specific center loca-
tions 1s found in APPENDIX A.
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local cooperating school districts, and (3) affillated with
Michigan State University by agreement with public school

districts. PForty intern consultants, 100 percent, partici-

pated in this study.

Instrumentation

The Intern Consultant Inventory,lo was constructed for

the purpose of thls study to elicit subjects' perceptions of
(1) preference for, and frequency of, selected intern con-
sultant tasks, and (2) preference for, and perceived actual,
Intern consultant method of operation. The instrument con-
sisted of two discrete parts. Part A was desligned to present
a consultant behavior followed by two continua, one for pre-
ference and one for frequency. Subjects responded on answer
sheets indicating thelr perceptions of preference and fre-
quency of occurrence of that cspecific consultant behavior.
Four such consultant behavioral descriptions represented a
selected consultant task. There were six consultant tasks.
Part B was constructed to present problem situatlons typically
encountered by first year teachers. There were five problem
situations. Each siﬁuation was followed by six contlnua.
Three continua for preference and three for percelved actual
intern consultant method of operatlion. Intern teachers

responded to one form of this instrument. The wording was

10rh1s instrument is found in APPENDIX B.
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changed slightly to accomodate intern consultants responses

to a similar form. Both forms are presented in Appendix B.

Data Collection and Analysis

The subjJects indicated theilr individual perceptions
by responding to scaled continua on the Intern Consultant
Inventory and placing thelr responses on anéwer sheets.
Interns~assigned to a consultant were treated as one indi-
vidual observation and thelr mean score compared with the
observation of thelr consultant. The mean scores of paired
interns and their consultant were compared by post-hoc com-
parisons after the Analysis of Varliance indicated significance.

The Analysis of Varliance was employed to test for over-
all significance of the Intern Consultant Inventory. The
5 percent level for acceptance or rejection of the null
hypothesis was selected as being sufficliently rigorous for
the conditions of this study. The statistic used to test
each of the eight hypotheses was the Scheffe post-hoc¢ com-

parison.

Organization of the Study

Following the development of the rationale for and
purposes of the study in Chapter I, the related literature
and research are summarized in Chapter II. Studies examined
include those concerned with: (1) the supervision of be- |
ginning teachers; (2) role theory; (3) 1nternship in teacher

education, and (4) the Elementary Intern Program.
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The reseapch design 1s outlined in Chapter III. The
population of the study, lnstruments, and research procedures
employed. are described. The rationalé for the selection of
statistical procedures and thelr underlying assumptions are
discussed.

Statistical analyses utilized in testling the elght
hypotheses of the study and in evaluating data related to
the problems posed are presented in Chapter IV. Chapter V
i1s the concluding chapter of the report, and includes a
summary of findings and the concluslons drawn from the study.
Implications for teacher education, for the Elémentary‘lntern

Program, and for further research are drawn.



CHAPTER II

REVIEW OF THE LITERATURE AND RELATED RESEARCH

Introduction

Tﬁe review of the literature focused upon four areas,
they were (1) supervision of the beginning teacher, (2)
role theory, (3) internships in teacher education, and
(4) the Elementary Intern Program. This review served
several purposes: (1) 1t served as a conceptual and theo-
retical frame of reference for this study, (2) i1t selec-
tively sampled descriptions of research findlngs related to
this study, and (3) it gulded and substantiates the research

methods employed in this study.

Supervision of Beginning Teachers

Supervislion has been defined by Good as
All efforts of designated school officlals toward
providing leadershlip to teachers and other educa-
tional workers iIn the improvement of instruction;

involves the stimulation and_professional growth
and development of teachers.

Most writers in this fleld concur that supervision 1s a
process. It has as its goal the modification of behavior

toward the improvement of instruction.

lCarter V. Good, (ed.), Dictionary of Education (New
York: MecGraw-Hill, 1945), p. I95,

16
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Allen2 proposes that new klnds of supervision are

needed for the beginning teacher. He Suggests that to the
classroom teacher, the term supervision, has several connota-’
tions, most of them unpleasant: (1) to some it means
"snoopervision," and unwarranted encroachment on teachers'
professional status, (2) to others it 1s threatening, irre-
levant, and unnecessary. The emphasis has been on critical
evaluatién rather than providing direction toward the im-
provement of instruction. Hlis penetrating analysis touches
the root of the problem of providing assistance to beginning

teachers. He states,

The crux of the problem is that we have lsolated
the teacher in his c¢lassroom and thus closed off
the most potent avenues of direction and aid. In
limiting the concept of supervision to evaluation,
we have vitlated its power to bring about real
change and new insight to the teacher.3

Chaltas, et al., concur with Allen's assessment.

They write,

A critical look at the practice (of supervising
beginning teachers) across America reveals that
the situation 1s more bleak than the profession
cares to admit publicly. Great numbers of
200,000 new teachers each year are assigned to
convenient 1isolation chambers. A cursory bit of
observatlon and evaluation 1s all one finds when
tenure appointments must be made. Tragically,
supervision for tenure is too exclusively evaluation.

2Dwight W. Allen, "A New PFace for Supervision,"
Remaking the World of the Career Teacher (Washington, D.C.:
N.C.T.E.P.S. of the National Education Associlation, 1966),
pp. 121-126.

3Ibid., pp. 121-122.
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It is rarely a part of a reallstic professional

growth pattern extending through to retirement.
The transplanted supervisory model from industry wilth its
authoritétively established input-cutput emphasls upon
product, largely lgnores the needs, interests, abillities,
and asplrations of the beginner. It is mechanlistic, de-
humanizing, and falls to yield long term or career returns.

Shaplin®

also agrees with this position. He poilnts
out that supervision, with helpful intent, requires an
enormous amount of time. The novice teacher 1s isolated
from other teachers but has Just as much responslibility as
his more experienced colleagues. He contends that (1)
schools must accept more direct responslibllity for the
training of teachers, (2) present supervisory arrangements
in the schools are lnadequate, especially for beginning
teachers, and the work tends to be done by principals,
supervisors and department heads who are themselves removed
from teaching children, (3) the highly specialized nature
of supervision, and the skills and knowledge required, are

little understood, or disregarded, by the schools. He

suggests that supervislon of beginnling or intern teachers

uJohn G. Chaltas, with Jannene M. Kain and Horton C.
Southworth, "The Supervision of Intern Teachers," Intern-
ships in Teacher Education, the Forty-seventh Yearbook of
the Assoclation for Student Teaching, ed. by Horton C.
Southworth (Washington, D.C. National Education Assocla-
tion, 1968), p. 77-T78.

SJudson T. Shaplin, "Practice 1in Teachihg" in Teacher
Education: A Reappraisal, ed. by Elmer R. Smith (New York:
Harper and Row, Publishers, 1962), pp. 80-124.
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can best be done by those who remaln in close contact with
teaching and that sufficient time be allocated for the
observation, analysis, and evaluation of teaching.

Bruner reported, "there 1s an urgent need for con-
tinuing on the job training and assistance for new teachers."
Hermanowicz wrote, '"more supervision and assistance with in-
structional problems should be glven the beginning teacher.
Denemark recommended, "assigning able career teachers to
supervisory or helping teacher roles, particularly in rela-
tion to beglinning teachers, which could provide immediate

n8

on-the-scene help to new teachers. Chandler, et al., pro-

posed that

Teacher education institutions should retaln an
active interest in and concern for the professional
growth and welfare of thelir graduates during the
inlitial year of employment or longer . . . through
the use of supervisory personnel appolnted Jointly
by the teacher educatlion instlitutions and the city
school system.

6Bruner, op. cit., p. 12.

7Henry J. Hermanowicz, "The Pluralistic Work of the
Beginning Teacher," The Real World of the Beginning Teacher
(Washington, D.C.: NCTEPS of the National Education Asso-
ciation, 1966), p. 20.

8George W. Denemark, Remaking the World of the Career
Teacher (Washington, D.C.: NCTEPS of the National Education
Association, 1966), p. 92.

9B. J. Chandler, et al., Research Seminar on Teacher
Education (Washington, D.C.: United States Office of
Educgﬁion, Cooperative Research Project No. G-011, 1963),
p. 164.

"7

6
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Many writers agree that beginnling teachers need assist-

10

ance during thelr first year. Bond and Smith conducted a

study which attempted to ildentify and analyze methods used
in the selection, appointment, orlentation, supervision, and
inservice training of beglinning teachers. Thelr firidings
indicated that, in many instances, supervisors were not
effective 1n providing support and guldance to new teachers.
They coﬁcluded that the introduction of beginning elementary
school teachers to their new profession was a "haphazard
affair at best.">%

The process of supervision has a substantial body of

theory. Wiles12 and Harris,l3

Heald and Moore,lu and many
others describe the principles of "good" supervisory prac-
tice. The problem 1s not a lack of theory; rather it 1s the
application of the theory into practice in real 1life situa-
tions. This process of applyling supervisory theory 1s not

well understood. Erickson urged research in the area of

lOGeorge W. Bond and George J. Smith, "First Year of
Teaching,”" The National Elementary Principal (September,

1967), PP. 55-59-
11

Ibid., p. 59.

12Kimball Wiles, Supervisiocn for Better Schools (Engle-
wood Cliffs, New Jersey: Prentice-Hall, 1967), p. 399.

13Ben Harris, Supervisory Behavior in Education (Engle-
wood Cliffs, New Jersey: Prentice-Hall, 1963), p. 5567.

rluJames E. Heald and Samuel A. Moore, II, The Teacher
and Administrative Relations in School Systems (Toronto,
Canada: The Macmillan Company, Inc., 1968), p. 304,
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school supervisory personnel practices. He saw the,

. « . need for descriptive studies of practices

in supervision that would include data on styles

of supervision, time allotted for supervision,

personnel involved, and subjectlive evaluation of

effectiveness of supervisory practices.lb

A recently reported study, closely paralleling the
methodological procedures used 1in this investigation, was
deslgned to determine the extent of varlation in supervisory
techniques. A major conclusion of that study was that,
"apparently many variations exist in the procedures used by
supervisors of teachers, especially of beginning teachers."16
This conclusion was drawn from a survey which was conducted
to evaluate the variabllity of attitudes toward supervisory
techniques among beginning mathematics teachers in publilc
schools in the Mliddle Atlantlc States Reglion. It was an
analytical appraisal of the varlious attitudes of beginning
teachers with five years or less experlence. A questlonnaire
was malled to schools 1n Pennsylvania, New York; New Jersey,
‘Maryland, and Delaware and 300 responses were returned.
The techniques investigated and evaluated by the

teachers were: orientation of new teachers, classroom

visitation, individual conference, faculty meeting, depart-

mental meeting, the workshop, small group activity and

15John E. Erickson, "On the Development of School
Supervisory Personnel: A Case in Point," The Journal of
Teacher Education, Vol. 20, No. 1, Spring, 1969, p. 69.

16Sandra N. Smith, "Supervisory Techniques with
Beginning Mathematics Teachers," Educational Leadership,
(January, 1969), p. 378.
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teacher committees wlthin the schooi, curriculum development
and impiémehﬁation, demonstration teaching, lnservice edu-
cation and professional growth, instruction 1in the use of
audlo visual aids, evaluation, and research and experimenta-
tion. Each, of these thirteen categorilies, was subdlvided
into scales eliciting perceptions of frequency and value by
the respondlng teachers.

In each state and In the composite summary, the per-
celved value was greater than the frequency of occurrence
of that technique. Smith found that evaluation and demon-
stration teachling were among the least utilized supervisory
techniques. She did not indicate the specific statistical
procedures utilized in analyzing the data. Ten recommenda-
tions were reported 1n the article.

A study reported by Gentry and Kenney17

examined possi-
ble dlvergencles between the way elementary school principals
evaluated thelr performance in carrying out certain adminis-
trative practices and an evaluation of the principals'
performance as Jjudged by the teaching staff. Randomly
selected teachers and principals in 60 elementary schools

in the state of Georgla were respondents in the study. The

sample group responded to 200 administrative practices in-

cluded in an evaluatlive instrument. The administrative

17Har'old W. Gentry and James B. Kenney, "The Perform-
ance of Elementary School Principals as Evaluated by
Principals and Teachers," The Journal of Educational Research,
Vol. 60, No. 2 (October, 1966), p. 6L=67.
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functions sampled included: (1) planning, (2) coordinating,
(3) actuating, and (4) evaluating. The sample indicated
their perceptions using a seven category response set.

A Chi-square analysis was performed to test the differ-
ence in the response of the two groups regarding the perform-
ance of the principal in carrying out ﬁhese administrative
practices. The findings indicated that: (1) teacher and
principal perceptions differed significantly (.05 level of
confidence) in their evaluation of the principals' perform-
ance, (2) they differed significantly at the (.05 level) on
six of nine items related to the planning function, on six
of twelve items related to the organizing function, on six
of seventeen items related to actuating function, and on
four of eight items relating to the evaluative function,

(3) the principals saw their performance as more satisfactory
than did their teachers on 18 of the 22 administrative prac-
tices on which the ratings of the two groups differed signi-
ficantly, and (4) the teachers gave the principals a higher
rating on the actuating function than on the functions of
planning, organizing, and evaluating. The findings of the
Gentry and Kenney study are simllar to the findings reported
in this study of intern consultant supervisory functions.

The review of the literature on the supervisory prac-
tices involved in helping beginning teachers ylelded a key

link to the instrumentation developed for thls study of the
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intern consultant. Shaplin,18 in his excellent chapter

contained i1n Teacher Education: A Reappraisal, identified

and described fundamental types of supervisory practlces
that should be included in the systematic tralining of a
teacher. Many of the categorles found in the Intern Con-
sultant Inventory were grounded 1n Shaplins' theoretical
construct. The development of categorles was also influ-
enced by Smith.lg A detalled description of the development
of this instrument is presented 1in Chapter II;‘of this

report.

Role Theory

Role theory is a system of interrelated concepts which
occuples a significant position in the llterature of the
social sclences. It 1s an interdisciliplinary theory, wilth
variables drawn from studles of culture, soclety, and
personality. Sarbin20 states that, "the broad conceptual
units of the theory are role, the unit of culture; position,
the unit of soclety; and self, the unit of personality."

Because the concept 1s employed by writers representing

several disciplines, differences exist in the way in which

18shap1in and Judson, op. cit., pp. 88-103.

19 1mer R. Smith, "Specialized Knowledge" in Teacher
Education: A Reappralsal, ed. by Elmer R. Smith (New York:
Harper and Row, Publishers, 1962), p. 61.

20pheodore R. Sarbin, "Role Theory" in Handbook_ of
Social Psychology, ed. by Gardner Lindzey (Cambridge, Mass.:
Addison-Wesley Publishing Company, Inc., 1954), p. 223.




25

it is defined. The focus of the particular discipline and
the problems peculiar to it often determine the theoretical

construct and operational research procedures employed.

Thomas and Bidd1e21 indicate that role theory owes

much to the theater; and that its perspective and language
allow for more than a metaphorical characterlizatlion of
human behavior. They report,

The fleld of role consists of a body of know-
ledge, theory and characteristic research
endeavor, and a domain of study, in additjon to
a particular perspective and language. In these
respects role theory 1s not unlike its sister
speclalizations in behavioral sclence, and like
any sclentific endeavor role theory aspires to
understand, predict, and control the particular
phenomena 1ncluded in its domain of study.2

The common elements which characterize the concept of

role theory as used by many writers are summarized by Gross,

Mason, and McEacher-n.23

They suggest that,

The three basic ideas which appear in most
conceptualizations are that individuals in

(a) soclal locations (b) behave with reference
to (c) expectations. There are two major points
of emphasls wlthin these common elements. The
first is that human behavior does not occur at
random; the behavior of the 1ndividual 1s influ-
enced to some extent by his expectations and by
the expectations of others iIn the group or
soclety of which he 1s a part. The second 1s

°lEqwin J. Thomas and Bruce J. Biddle, Role Theory:
Concepts and Research (New York: John Wiley and Sons,
Inc., 1966), p. 3.

22

Ibid., p. 17.

23Neal Gross; Ward S. Mason; and Alexander McEachern,
Zxplorations in Role Analysis (New York: John Wiley and
Sons, Inec., 1958), p. 3.
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that expectations are assigned to individuals

on the basis of thelr positions or locations

in systems of soclial relationships.
Thus, a role is defined by expectations of self and others
and is a dynamic of interacting within a soclal system.

Brookoverzu used role theory to design a theoretical
construct applicable to the examination of role behavior and
role conflict within an education context. His model 1is
based on the assumption that the concept of role is only
meaningful in a social interaction situation.  He suggests
that expectations which direct the dynamics of the situation
are generated by communications which produce new expecta-
tions and new understandings. In reality the nature of the
setting in which the concept tunctions 1s not fixed nor
static, but Iin continual flux.

Corrigan and Garland25 point out that the Association
for Student Teachling has attempted to help define roles and
solve role conflict problems in student teaching situations
by publishing several yearbooks and other publications.

The focus of these reports have been on primary roles oper-
ating 1n‘the student teaching situation. They suggested that

these have not had extensive impact on role conflict problems

2uw11bur B. Brookover, "Research on Teacher and
Administrative Roles," Journal of Educational Sociology,
Vol. 29 (September, 1955).

25Dean Corrigan and Colden Garland, "Studying Role
Relationships," a pamphlet ed. by Leon F. Miller (Cedar
Falls, Iowa: The Assoc¢iation for Student Teaching, 1966),
p. 5.
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since they are of a general descriptive nature. Another
shortcoming 1is that they treat only one role.at a time
instead of viewing roles in their relationships to other
roles.

The lmportance of role theory as it appllies to teacher
education can be understood when one surveys the current
educatiqnal scene., In a relatively short period, greater
enrollments in teacher education programs accompanied by
an emphasis upon realistic direct experience has resulted
in the movement from laboratory schools 1nto off-campus
cooperating schools. New cocalitlions between schools and
colleges have been established. Under these cooperative
arrangements new positions such as clinical associates,
clinical professors, student teaching coordinators, and
intern consultants, to mention a few, have been created.

In many instances these positions involve dual appointments
to schools and colleges. These positlons have been added
to already existing cadres of helping teachers and various
subject matter consultants and coordinators within the
public school supervisory structure.

The most striking consequence of these developments
is the greater number of people becoming involved 1n teacher
education. The result is that new roles must now relate
_with one another in this teacher education interaction

system. The need for clarity of purpose and harmony within
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these Interactling roles 1s necessary if role conflict 1s to
be minimized.

Recent recognition of the need for research on the
interaction of roles in internship programs of teacher edu-
catlion was noted in The Assocliation for Student Teaching
Forty-Seventh Yearbook.26 Various writers in this yearbook
called for investigations of programs, modes of supervision,
and the internshlp experience. They emphaslized the use of
role theory as a framework for the needed research. This
study 1s an outgrowth of the admonlitions of these writers
to researchers 1n teacher education.

Southworth and others suggested that those involved 1n
teacher internshlp programs must make relevant connections
between the apparently valid findings of research 1in role
theory and the task of the supervisor. They also made the
point, central to this research, that,

If the behavior of any individual 1is influenced

to some degree both by hls expectations and by the
expectations of others in hils soclal system, then
it is not enough for the supervisor alone to per-
celve his role. The intern's perceptions of the
supervisor's role must overlap with those of the
supervisor 1f a feelling of satisfactlon with the
work achieved is to prevail.27

Recognition of the need for research criteria suggest

that one way to attack the problems of role and role conflict

2GInternships in Teacher Education, ed. by Horton C.
Southworth (Washington, D.C.: The Assoclatlion for Student
Teaching, Forty-Seventh Yearbook, 1968), p. 91.

°T1bid., p. 89.



29

is through perceptlono--through identifyling what 1is expected
, of-broféssional personnel (intern consultants), what they
expect of themselves, and what others (intern teachers)
expect of them.28 This study utllized procedures selected
from role theory and various studles reported in the teacher
education literature.

Review of Selected Studies
Based on Role Theory

Many investigations have been conducted for the purpose
of determining role expectations for various positions 1in
teacher education. The bulk of these studies have been con-
cerned with the supervising teacher role and the student
teacher role. No studles were reported which had investigated
role relationships 1in teacher internship programs, with the

29

exceptlon of a study by Corman and Olmsted. Consequently,
the focus of thls review was upon research methods, design,
and analyslis used in investigating role expectations and
perceptions. PFindlngs are included only where appropriate.
Beckwith30 studied the role of the English teacher as

percelved by student teachers and supervising teachers of

English. She developed an origlinal lnstrument which evolved

2800rr1gan and Garland, op. cit., p. 6.

29This study 1is reported in greater detall in a later
section of this Chapter.

30Gladys M. Beckwith, "A Study of the English Teacher
Role in the Secondary School as Perceived by Student Teachers
and Supervisory Teachers of English." (Unpublished doctoral
dissertation, East Lansing, Michigan: Michigan State Univer-
sity, 1968).
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from the model employed by Gross, Mason, and McEachern31

in their study of the school superintendency role. Her
"English Teacher Role Inventory" consisted of ninety-six
items related to six dimensions of the teacher role. This
inventory contained sixteen 1tems per category. Responses
were solicited by means of a five-step scale, ranging from
a positive position of "absolutely must" to a negative
position of "absolutely must not." This instrument was
divided into three parts: Part I described behaviors of
the high school English teacher; Part II described beliefs
or values of the high school English teacher; and Part III
described expectations of duties, functions, and working
conditions of high school English teachers. The question-
naire was sent to various participants in the Michigan State
University Student Teaching Program. She used the analysis
of varlance to determine the degree of difference in re-
sponses 6f supervisory teachers and students. Her procedures
were closely akilin to thils study of intern consultant role
expectations.

Garland32 investigated rolé expectations for student

teachers. He used the framework of role theory developed by

31

32Colden B. Garland, "An Exploration of Role Expecta-
tions for Student Teachers: Views of Prospectlve Student
Teachers, and College Supervisors" (unpublished doctoral
§32i§rtation, Rochester, New York: University of Rochester,

Gross, Mason, and McEachern, op cit.
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33 with adaptations advanced by Gross,

34

Parsons and Shils,
Mason, and McEachern. In accordance with thls framework,
role expectations were defined in terms of behaviors ex-
pected of position incumbents rather than observed behaviors.
He developed a role expectation instrument consisting of
seventy-six items designating behaviors which could be
expected of student teachers. Respondents 1ndicated their
expectatlions on a four-step acale: -absolutely must, pre-
ferably should, preferably should not, absolutely must not.
Chi-square values were obtalned to test for differences in
expectations among prospective student teachers, cooperating
teachers, and college supervisors. He recommended the
framework of role theory adapted to his study be employed

in further examination of the interacting positions involved
in student teaching situations.

35 explored the role expectations of elementary

Fleming
school student teachers and supervlising teachers on four
dimensions of communications and the 1nteffelationships among
the communication dimenslions. He developed two instruments

for hls study; one measured the role expectations for the

33Talcott Parsons and Edward A. Shils, edltors, Toward
A General Theory of Action (Cambridge, Mass.: Harvard
Unlversity Press, 1951).

34

35James S. Fleming, "An Investigation of Role Expecta-
tions and the Communicatlon Process Between Elementary School
Student Teachers and thelr Supervising Teachers" (unpublished
dogg?ral dissertation, Ann Arbor: The University of Michigan,
19 .

Gross, Mason, and McEachern, op. clt.
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student teacher-supervising teacher relationship and the
other measured the quantity (frequency) of communication,
gquality of communication, and concerns related to the
communication process. Relationships among the various
scores obtailned were provided in the form of Pearson product-
moment correlation coefficlents. Dlfferences between means
of student teacher and supervising teacher groups were
evaluated by analysis of variance procedures. He founad

that student teachers consistently expressed a desire for
more frequent communication. Frequency of oral comments by
supervising teachers was found to be significantly related
(at the .01 level) in a positive direction to all qualitative
aspects of communication. Results indicated a somewhat less
effective Job of communicating was accomplished by those
supervising teachers who were older, had taught elementary
school longer, and had previocusly supervised more student
teachers.

Kaplan36 In a study of the role of the college super-
visor of student teaching at the elementary level also defined
role expectations in terms of behavior expected of position
incumbents rather than observed behaviors. He developed a

role expectation instrument which included forty items. The

36Leonard Kaplan, "An Investigation of the Role
Expectations for College Supervisors of Student Teaching as
Viewed by Student Teachers, Supervising Teachers, and
College Supervisors" (unpublished doctoral dissertation,
Rochester, New York: University of Rochester, 1966).
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items designated behaviors expected of college supervisors.
He also used a four-polint scale which ranged from "absolutely
must” to "absolutely should not." The Chi-square procedure
was used 1iIn analyzing the data. His findings indlcated that
the major factors which student teachers, supervising
teachers, and college supervisors view as contributing to
lack of agreement were different perceptions of the role of
the college supervisor in evaluation and in acting as a
resource consultant.

37 studied role expectatiopns for elementary

Doy le
teachers as viewed by admlnistrators, school board members,
.parents, and teachers in three school communities. He
developed a check 1list of behaviors and used an oral inter-
view. He found that teachers saw themselves in greatest
harmony with administrators than either school board members
or parents 1n relationship to role expectations. He con-
cluded that teachers had a much narrower set of expectations
of their task than did adminlstrators, board ﬁembers, or
parents.

38

Hof fman deslgned a study to distinguish between the

role of elementary special area teachers and consultants.

37Louis A. Doyle, "A Study of the Expectations Which
Elementary Teachers, School Administrators, Board Members,
and Parents Have of the Elementary Teachers Role" (unpub-
llshed doctoral dissertation, East Lansing, Michigan:
Michigan State University, 1956).

38James D. Hoffman, "A Study of the Perceptions that
Administrators, Elementary Teachers, Consultants and Speclal
Area Teachers have of the Elementary Special Area Teacher and
Consultant Role" (unpublished doctoral dissertation, East
Lansing, Michigan: Michigan State University, 1959).
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He developed a questionnalire from open-ended interviews with
teachers, administrators, special area teachers, and consul-
tants. The items were superimposed on the questionnalre
form and scale used by Gross, Mason, and McEachern from
their analysis of the school superintendency role. After
analyzing the difference in the means of the four respondent
groups.by F Tests, he concluded that teachers who had dailly.
contact with both roles saw little difference between them.

Getzels and Guba39 examined the perception of rocles and
role conflict in teaching situations. They focused on ex-
pectations attached to the teacher role, the degree of
conflict among these expectatlions, and the effect of con-
flict upon the teacher. They used extensive oral interviews
with forty-one teachers as a basis for constructing a gques-
tionnalre. The analysls of responses from one hundred
sixty-six teachers from silx school systems 1ndicated three
different patterns of role conflict.

Twyman and Biddle”o

reported thelr extensive study of
role conflict of public school teachers. Thelr purpose was
an attempt to determine operationally the extent of dis-

agreement among four soclal positions on what teachers do,

39Jacob W. Getzels and Edwin G. Getzels, "The Structure
of Role and Role Conflict in the Teaching Situation," Journal
of Educational Sociology, Vol. 29 (September, 1955), p. 30-00.

qu. Paschal Twyman and Bruce J. Blddle, "Role Con-
flict of Public School Teachers," The Journal of Psychology,
Vol. 55 (January, 1963), p. 183-98.
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should do, and should not do; They obtalned perceptionc
from teachers, parents, pupils, and school offlicials. The
results indicated a number of significant disparities
exist among respondent groups concerning teacher role

cognitions.

Internships in Teacher Education

The examinatlion of research concerning teacher intern-
ship programs with specific emphasis upon intern teacher
and intern supervisor or consultant perceptions of the role
of the intern consultant reveals few studles paralleling
the emphasis of thils particular investigation. Although the
literature 1is especlally fruitful in program descriptlions
and the theoretical bases of programs, 1t is 1argely’devqid
of actual research findings. Dyer, charged by the North
Central Association of Accreditation for Schools and Colleges
with conductling a study of teacher internship programs in
member institutions, concluded:

Reports about internships are numerous. Few

studies appear, however, documentling the extent,

nature, probleﬂs, and potentialities of intern-
ship programs.“l

ulPrudence Dyer, "Teaching Internship Programs in
N.C.A. Institutlions," The North Central Assoclatlion Quar-
terly, Vol. 43, No. 2 (Fall, 1968), p. 229.
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Shaplinl42 and Gardneru3 reported that the history of
fhé teaching internship in the Unlted States dates back to
1895 at Brown University in Rhode Island. In the Brown
program graduates in teacher education were placed in the
Providence Public Schools for a full school year as a half-
time, salaried teachers under the close supervision of a
professpr of education and a supervising teacher. Students
were required to complete a specified amount of course work
at the unlversity during thelr internship.

In 1967 a survey of member institutions of the American
Association of Colleges for Teacher Education (AACTE) revealed
the exlstence of fifty-one internship programs. Thils survey
also indicated that nearly 3,000 undergraduate and graduate
students were involved natlonwide in teaching internship
programs.u”

The Association for Student Teaching, in an attempt to
embrace the concept of internship broadly enough to be inclu-
sive, yet to deflne its boundaries so that the term conveys

the essential components, in 1268 adopted the following

definitlon:

uzJudson Shaplin, "A Comparison of Internship Pro-
grams," 1963 N.C.T.E.P.S. Columbus Conference Report
(Washington, D.C.: National Education Assocliation, 1968),
p. 321.

M3Harrison Gardner, '"The Teacher lducation Internship
in Historical Perspective" in Internships in Teacher Educa-
tion, op. cit., p. 1.

by

Ibid., p. 168.
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The internship in teacher educatlion is an integ-
ral part of the professional preparation of the
teacher candidate, teacher certlfication, having
been preceded by observation-participation and
student teaching experiences in a school classroom;
i1s planned and coordinated by the teacher educa-
tion institution in cooperation with one or more
schools during which the intern 1s (1) contracted
by and paid by a local school board, (2) assigned
a designated number of classes to teach for a year,
(3) enrolled in credit courses that parallel his
professional experiences and (4) supervised by
both a highly competent teacher or administrator
who 1s employed by the cooperating school and has
been assigned released time to devote to this
activity and a college supervisor who makes perilodic
observatlions and works closely with the school
supervisor.

This definition served as the framework within which this
study operated.

B:lshopu6 conducted a study to determine the purposes of
internship as perceived by teacher education specialists and
cooperating public school personnel. He found considerable
agreement between these groups regarding the purposes of
internship. Agreement centered on the following common ele-
ments: (1) independence or autonomy, (2) gradual induction,
(3) exposure to reality, (4) knowledge of the school as a
soclalizing agent, (5) the integration of theory and prac-
tice, and (6) understanding of child growth and development.

Differences were found to exist, however, where public

school personnel rated purposes related to classroom climate

usIbid., p. xi.

usClifford L. Bishop, "The Purposes of Teacher Intern-
ship,”" Educatlional Administration and Supervision, Vol. 34
(January, 1948), pp. 35-43.
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and classroom management higher than college personnel. The
implication he drew from this study appllied to the super-
vision, guldance, and support of intern teachers. He sug-
gested that the intern supervisor role 1s far more encompassing
than the supervising teacher role.

Mc(’:‘rlothlin‘47 reported that to be of high quality, an
internship must meet the followlng criteria:

1. It challenges the capacity of the intern.

2. It does not exceed the capacity of the intern.

3. It actively 1nvolves the intern.

4., It provides competent supervision.

5. It helps the intern to analyze and evaluate

hls experilence.

He described and contrasted the internship concept as applied
to the various professions of architecture, medicine, psy-
chology, social work, and teacher education.

More recently, Stoneu8 was charged with accountling for
and synthesizing the research findings of $70 million
dollars expended by the Ford l'oundation over a perlod of
fifteen years of "Breakthrough" funding for teacher educa-
tion. He indicated that Michigan State University reported
in its statement of purpose that the Elementary Intern Pro-
gram was designed,

to achieve greater commitment and cooperation

from public schools in the preparation of
teachers, to integrate theory and practice in

47William J. McGlothlin, Patterns of Professlonal
Education (New York: G. P. Putnam's Sons, 1960), p. 97-99.

ueJames C. Stone, "Breakthrough in Teacher Education"
(Sgg Francisco, California: Jossye-Bass Inc., Publishers,
1968).
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the professional training sequence, to estab-
lish internship as a part of a teacher education
program, and to give greateﬁ and more effective
help to beginning teachers. 9

Michigan'State University also clted the value of Jjoint
efforts of public schools and a university 1n preparing
teachers. The Director of the School of Teacher Education,
Leland W. Dean, said:
Public school people have a fine contribution
to make in teacher preparation. Extended labor-
atory experiences, the development of an intern-
ship, and more extensive help for beginning
teachers are necessary for lmprovement in teacher
education. Probably our programs' major contri-
bution has been its development of a new dimension

in teacher preparation, the intern consultant
position.50

Stone concluded that supervision of intern teachers
often fell short of a true professional overview. The 1deal
balance of supervising responsiblilities between teacher
training institutions and school districts escaped many
programs. He suggested that this critical element deserves
much closer attention. And finally, he saild,

The really outstanding programs--Claremont,

Cornell, Hawail, North Caroclina, Northwestern,
Michigan State, Reed, Stanford, Webster, and
Wisconsin, to mention the top ten 1in this
connection--stood out in part because of thelr
notable success in relating theory and practice.5l
Bush and Allen52 reviewed the advantages of the intern-

ship experlence at Stanford University. They clted:

Ibid., p. 46-47T. 501p14., p. U47.

52Robert N. Bush and Dwight Allen, "The Winds of Free-
dgg," The High School Journal, Vol. 43 (February, 1960), pp.
1 -173.
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(1) greater time devoted to teaching and less to theoretical
course work in education, (2) continuous realistic experience,
(3) gradual inductlion, l.e., teaching assistant, observer,
intern teacher, (4) change from prescribed courses to con-
tinulng professional seminar directly related to classroom
practice, and (5) guldance and supervislon Jointly undertaken
by public school and university personnel. They also des-—
cribe the application of micro-teaching, video taping, and
other educational technology to the process of supervision.

Haberman53 in a comparative study of intern teachers
and regular first-year teachers found a significant differ-
ence in favor of interns. He found that on the Ryans'
Observational Record--Pattern Y: responsible, systematic,
businesslike vs. evading, unplanned, slipshod-~-interns were
superior to graduates of a regular program at the .01 level
of conflidence. He suggested that this resulted from interns
having had broader work experience, broader 1life experiences,
and better motivation. He attributed some of this differ-
ence to the self-selection process of the internship program
at the University of Wisconsin--Milwaukee.

54

In another study, Haberman reported behaviors distin-

guishing successful from unsuccessful intern teachers. He

53Martin Haberman, "A Comparison of Interns with Regu-
lar First-Year Teachers," Journal of Educational Research,
Vol. 59, No. 2, (October, 1965).

5“Martin Haberman, "The Teaching Behavior of Successful
Interns," Journal of Teacher Education, Vol. 16, No. 2 (June,
1965), pp. 215-220.
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and a colleague observed extensively in the classrooms of

28 beginning intern teachers. He summarized theilr perceptions
which indicated that (1) grade point average and other aca-
demic measures, (2) communication skills, and (3) attitudes
towards chlildren did not discriminate between successful and
unsuccessful interns. The five characteristics which did
seem to discriminate between successful and unsuccessful
interns included: (1) a belief in the potential of each
pupll, (2) enthusilasm for subject matter, (3) ability to
organize, (4) ability to set appropriate standards and
expectations for various pupils, and (5) willingness to
listen to pupils. Although this study was admittedly not a
sound plece of research, 1t was useful for the purpose of
hypothesls generatilon.

An extensive review of the literature comparing intern-
ship programs with the more traditional student teaching
program was conducted by Halliwell.55 He analyzed the major
research findings and reports of experimental teacher educa-
tion programs based on the Internship concept and concluded
that, "there is a genulne need for adequately designed,
longitudinal, experimental studles of the efficacy of ex-

perimental programs for elementary teachers." This position

55Joseph W. Halliwell, "A Review of the Research Com-
paring the Teaching Effectiveness of Elementary School
Teachers Compared in Intensive Teacher-Training Programs
and 1n Regular Undergraduate Programs," Journal of Teacher
Education, Vol. 15, No. 2 (June, 1966), pp. 184-192.
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of needed research studies of internship programs was sup-

ported by Bruner,56

59

Corrigan and Garland,59 Chaltas, et al.,58

and Rex,

The Elementary Intern Progfam

The Elementary Intern Program (E.I.P.) was an under-
graduate elementary teacher preparation program sponsored
by cooperating community colleges, cooperating publlic school
districts and Michigan State University. Upon completion of
four years and the equivalent of three five-week summer terms
the successful teacher candidate was awarded a Michigan Ele-
mentary Provisional Teaching Certificate by the State Board
of Education and a baccalaureate degree from Michligan State
University.

The essential characteristics of the program were pre-
sented in Illustration 2.1. The student completed the first
two years at any accredited community college or university.
The course work consisted of study in the liberal arts and
general education areas. The student who met the entrance

requirements could transfer up to 96 term credits which

56Bruner, op. cit., p. 15,

57Dean C. Corrigan and Colden B. Garland, "Role Analysis
Applied to Internship Processes," in Internships in Teacher
Education, op. cit., p. 97.

58

Chaltas, Kain, and Southworth, op. cit., p. 89.

59Roland G. Rex, "A Theory of the Internship in Pro-
fessional Training" (unpublished doctoral dissertation, East
Lansing, Michigan: Michigan State University, 1964),
p. 117.
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appllied toward a program of study at Michigan State Univer-
sity. The student attended a ten-week summer session at
Michigan State University followling the completion of the
sophomore year. An additlional 15 term credits in the liberal
arts were earned durlng thls period.

The third calendar year, beginning in the fall, con-
sisted of one additional term on the Michigan State Univer-
sity campus with continued study in the liberal arts. The
student spent two terms in residence at an off-campus teacher
education center. (See map in Appendix A for the location of
the ten E.I.P. centers.) He studled elementary school teach-
ing methods which were integrated with his student teaching
experience. The course work was taught by Michigan State
University faculty assigned to the center. An outstanding
classroom teacher and Michigan State Unilversity resident
staff member supervised the student teachlng experience.
Observation and participation experiences 1n elementary
classrooms occurred in the cooperating public school districts.
The student earned 48 term credits during this period.
Following the thilrd calendar year he returned to the Michigan
State Unlversity campus for the last flve-week summer term.
During this period, ten term credits were earned in the
liberal arts. The student had generally completed one 38
term credit major and two 23 term credit minors at this point

in the program.



ILLUSTRATION 2.1.--A Conceptual Scheme of the Michigan State University Elementary Intern Program.

Year Third Year Fourth Year
1s¢ 2nd Summer Fall Winter Spring Summer School
Year  Year School Term Term Term School Year
Cooperating MSU Mau Off-Campus EIP EIP Center MSU EIP Area
Where Community Campus Campus Center Area Campus Classroom in
College Schools Cooperating
(or other) School District
Time Four 10 week 10 week 10 week 10 week 5 week School Year
Semesters Term Term Term Term Term
Area Academic Majors Majors Teaching Pre-Intern Majors Internship
Areas & & Methods Teaching [ (with consultant)
Minors Minors Courses (Student Minors assistance)
Teaching)
Basic Electives Electives ED 321A ED 200 Elec- ED U450 School
Courses {Liberal {Liberal ED 321B Individual tives & Soclety
Special (Liberal Arts) Arts) ED 321C & the - (Liberal
cp Arts) Reading, Math, School Arts) ED 446 Intern
ourses Science, Lang., ED 482 Teaching
Arts, Socilal Ind. Study
Studies ED 446
Pre-Intern
Teaching
Term ks L5 15 14 18 16 10 17
Credits (Plus P.E.)
Cumulative
Credits 45 90 105 119 137 153 163 180 (Plus PE)

A.B. Degree 180 Term Credits (Plus P.E.)

Michigan
Certification

1 Major (36 Term Credits)
2 Minors (23 Term Credits each)

frir
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The fourth calendar year was devoted to intern teachilng.
Typically, the student had completed over 90 percent of his
course work and had completed his major and minor areas of
concentrated study in the liberal arts. In addition, the
student had completed most of the required professional
education courses, including student teaching. He had
already had six months of experience in various elementary
classrooms under the supervision of one or more highly qual-
ified teachers. The student received a special teaching
certificate from the State Board of Education, and was under
contract with a public school district to teach in an ele-
mentary, special education (with appropriate training), or
middle school classroom. During the 1968-69 school year
the average stipend pald an intern teacher was approxlimately
$4,300.

The intern teacher was cupervised by an elementary
intern consultant, the resident unlverslty faculty member,
and the school principal during the school year. The 1ntern
consultant, typically, was involved in the interns' class-
room at least one day per week. The school principal and
universlity faculty member were involved less frequently.

The intern teacher was charged with the responsibility for
the operation of the classroom under the guidance of the
intern consultant. The intern attended one evening class
per week studylng the sociologlcal foundatlions of education.

A frequent practice in some E.I.P. centers included one
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meeting per month of an informal seminar devoted to practical

teaching problems.

Research Studies Related to the
Elementary Intern Program

To date, four research studies related to E.I.P. have
been reported. The studies are presented below 1n summary
fashion.

Conley60 identified and described the composlite char-
acteristics of females who chose E.I.P. and those who selected
the student teaching program at Michigan State University.
His sample included 178 females enrolled in E.I.P. and 170
females enrolled in the student teaching program. The
Minnesota Teacher Attltude Inventory was used to measure
attitudes; the Edwards Personal Preference Schedule was used
to examine manifest needs; and the Teacher Education Inven-
tor'y61 was administered to examine biographical data from
each student. The instruments were admlnistered durling the

first two weeks of the student's professional course work.

The statistical procedures used 1n the study were the t-test

60James L. Conley, "A Study of Selected Blographical
Data, Personallty Characteristics and Attitudes of Elementary
Intern Program Students at Michigan State University" (unpub-
lished doctoral dissertation, East Lansing, Michigan: Michi-
gan State University, 1968), pp. 1-121.

61The Teacher Education Inventory was a questionnalre
designed by the E.I.P. faculty at Michigan State University
to elicit biographical information, i.e., sex, age, type of
community residence, father's education, etc.
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for examining the M.T.A.I. and E.P.P.S. results, and the
Chi-square analysis for examining the results of the Teacher
Education Inventory. The findings of this study 1indicated
that:

l. 1nitial attitudes toward children and teachling
as measured by the M.T.A.I. were higher for
female student teaching program students than
for female E.I.P. students,

2. female E.I.P. students indicated higher needs
than female student teachling program students
in the areas of deference, autonomy, abasement,
and endurance but lower needs of succorance
and heterosexuality as measured by E.P.P.S.

3. on the baslis of the Teacher Education Inventory,
E.I.P. female students were different from female
student teaching program students in the follow-
ing ways:

a) E.I.P. females were olaer (23.7 vs., 21.7
years of age),

b) E.I.P. females were more likely to have been
married,

c) 70 percent of E.I.P. females spent one year
at a two year college as opposed to 17
percent of student teachlng program female

students,



d)

e)

f)

g)

h)

1)

J)

k)

1)
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the education level for both the mother
and father of E.I.P. students was lower,
family income was lower for E.I.P. female
students,

E.I.P. female students came from a larger
family,

E.I.P. female students 1ndicated they
decided to become a teacher earller than
female student teaching students,

E.I.P. female students 1indicated they were
more likely to derive satisfaction from
teaching than student teaching students.
E.I.P. female students indilcated they were
less likely to doubt the "rightness" of
their decision to become a teacher,

E.I.P. female students were less "risk-
taking" than feméle student teaching
students,

E.I.P. students tended to vlew teachling as

a profession while student teaching students

viewed teaching as a profession but one
which is not highly specialized,

E.I.P. students viewed the opportunity of
controlling their own marketing conditions
less important than female student teach-

ing students.
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Houston62 reported a study of the teaching status of
graduates of the Elementary Intern Program. A survey was
conducted in the spring of 1967 to determine the proportion
of E.I.P. graduates still involved 1n teaching. The flrst
groups of students to complete the E.I.P. graduated in 1963.
The 1963 and 1964 E.I.P. graduates completed a two-year
teaching internship. All classes since 1964 interned only
one year. This resulted from a program change reducling the
time period of the internship experience. In the first
seven years of E.I.P., 416 students were graduated. Data
were available on U403 graduates. The findings of the study

indicated that:

1. a mean of 93 percent of E.I.P. graduates were
teachlng two to six years after graduation.

2. of the 93 percent, 80 percent were teaching
in Michigan.

3. of the 80 percent teaching in Michigan, 57
percent were teachling in the same school dis-
trict where they had interned.

It was concluded that graduates of the E.I.P. had longer
teaching tenure than the national average teaching tenure.

(90 percent vs. 50 percent.) Similar results were reported

by Stone63 in a six-year follow up study of the graduate

62w. Robert Houston, "A Study of the Teaching Status
of Graduates of the Elementary Intern Program at Mlichigan
State Universityv", (Mimeographed) East Lansing, Michigan:
Colligﬁ of Education, Michigan State University, May, 1967,
Pp. l-=4.

63Stone, op. cit., p. 158.
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internship program of the University of California at
Berkeley. Taken as a group, the "staying power" of the
graduates of teacher internship programs 1is 1lmpressilve.
Goeldi6u sought to examine (1) the multi-role perform-
ance of the intern consultant position, (2) the strengths
and weaknesses of E.I.P., and (3) biographical data collected
on intern consultants in a study conducted in 1967. The
subjects 1n the study included 24 intern consultants and 84
intern teachers. The role performance of intern consultant
as perceived by both Interns and consultants was measured
by an instrument developed for the study. Thils instrument,
the Role Evaluatlion Check List, was an adaptation of a self-
evaluation instrument developed by Fitch65 for intern con-
sultants. The focus of the instrument was upon five basic
role common to all intern consultants and included:

1. Personal characteristics-~the consultant as
a person.

2. Intern-Consultant Relations--the consultant as
a partlicipant in inter-personal dynamics with
- the intern teacher.

3. Instructional and Guidance Skills--the con-
sultant as a professional teaching model.

6“John T. Goeldi, "A Study Contributing to the Pro-
fessionalization of the Role of the Intern Consultant"
(unpublished doctoral dissertation, East Lansing, Michigan:
Michigan State University, 1967), pp. 1-159.

65Thomas C. Fitch, "Intern Consultant Self-Evaluation
Form" (Van Dyke, Michigan: Macomb Teacher Education Cen-
ter, Michigan State University, 1966). (Mimeographed.)
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4, General School Services--the consultant as
a public school resource person.

5. Professional Growth--the consultant as a
practicing professional educator.

Each of the above categorles was sampled by ten representa-
tive items. Responses were analyzed by the Spearman Rank
Coefficient of Correlation. Significant positlive correla-
tions (f01 level) between interns' and consultants' percep-
tion of consultant role performance were reported. No
statistical differences were found between male and female
intern consultants; however, female consultants perceilved
themselves higher in areas assoclated with human relations
while males percelved themselves higher iIn instructlional
skills and general school services.

In addition, Goeldl found intern teachers percelved
themselves most "responsible to" (1) public school personnel,
(2) the University center director, and (3) the intern con-
sultant, in that order. Intern teachers peréeived them-
selves most "responsible for" the elementary school children
in their classroom. On the other hand, consultants per-
ceived themselves most "responsible to" (1) the University
center director, public school personnel, and (3) the tax-
paying public, in that order. Intern consultants percelved
themselves as most "responsible for" intern teachers.

Interns and consultants were found to be 1n agreement
regarding strengths of E.I.P. They perceived, 1n rank

order; first, actual classroom experience; second, support
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and guidance of intern consultants; third, blending of pro-
fessional methods of teachling courses with classroom
observation and participation; fourth, the convenlence and
economy of the program due to 1ts location in theilr home
community. Both cited the weaknesses of the E.I.P. as;
first, lack of time for communication between 1intern and
consultant; second, undefined roles of the lntern teacher
and intern consultant positions within the public school
setting; third, a lack of communication between the teacher
education and the university campus; fourth, extreme pres-
sure produced in taking course work together with the
assignment in the actual classroomj; and fifth, lack of
adequate evaluation and selection criterila for program
personnel.

Goeldl reported 81 percent of the intern teachers were
female while 19 percent were males. He found 75 percent of
the intern consultants were female while 25 percent were
males.

The first study of the teacher internship program at
Michligan State University was undertaken by Dr. Bernard R.
Corman, an educational psychologist, and Dr. Ann G. Olmsted,
a sociologist. They were charged with directing the eval-
uation unit included in the original program design. Corman
and Olmsted contributed in two ways; first, they 1inlitiated
a five year longitudinal study of the socialization of the

elementary school teacher, and secondly, they provided
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continuous feedback into the operation of the program with
evaluations based upon systematic in-depth interviews with
students, their instructors and supervisors, and with the

project staff.

Those excerpts of their observations and concluslons
based upon intérview methodology and considered pertinent

to this.study are reported below:

1. The intern consultantship differed in three
ways from the helping teacher position; first,
the consultant enjoyed University involvement
which provided additional autonomy; second,
intern consultants were assigned fewer indi-
viduals to supervise; thirdly, consultants
visits to intern's classroom were both regular
and frequent.

2. The character of the relationshlip that could
be established between intern and consultant
was substantially different and the helping
teacher model failed to provide clear guide-
lines for those asked to assume the consultant-
ship.

3. The orlginal general expectatlions, of both
University and public school personnel, for
the intern consultant position included (1)
ald for interns in analyzing their classroom
situation, (2) fusing theory with practice by
relating previous formal study to day-to-day
teaching practices, and (3) maintenance of
high quality standards within the intern's
classroom.

4, Consultants were not to infringe upon the
building principal's authority by assuming
any direct role in the evaluatlion of the
intern.

5. Both the University and the school cast the
consultant as an "expert," but gave her only
the power of persuasion to enforce her
"expertness."
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10.

11.

i2.

13.
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A working relationship had to be established
with the intern and with her puplils which
would permit the consultant to be a "second
teacher in the classroom" without diminishing
the authority of the intern.

The initial response of the consultants was to
back away from establishing a "supervisory"
relationship in the usual sense, and to seek
to develop a non-directive colleague relation-
ship with their interns.

A period of watchful walting appeared to be a
necessary preregqulisite to the establishment of
a "successful" consultant-intern teacher rela-
tionship, if success meant a relatlonshlip where
the consultant's suggestlons were acted upon by
the intern.

The more successful consultants appeared to be
those who were willing to "get thelr hands
dirty;" to illustrate their suggestions by
demonstration.

The real test came in being able to shift from
one intern to another 1n both the pacing and
the substance of the guidance offered.

The consultant had to be perceptive enough to
determine the kind of teacher the 1ntern wished
to become and wise enough to assist the 1ntern
achieve that goal even though 1t might conflict
with what the consultant herself valued.

Consultants hoped to be sympathetic listeners
to guard against the isclation which occurs
when a beginning teacher finds herself 1n a
school situatlon where dliscussion of teaching
1s not encouraged.

Consultants hoped by their consistent avail-

ability and by encouraging dialog they could

help interns make the bgsis of thelr teaching
practice more explicit. 6

And finally, Corman and Olmsted wrote in their conclusions

and summarizing statements:

66

Corman and Olmsted, op. cit., pp. 62-75.
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If our assertion 1is correct, then the intern-
ship, with its provision for guidance during the
students' transformation into a teacher, 1s of
critical importance. A readily accessible, non-
threatening, and knowledgeable consultant may
importantly influence the beglnners' assessment
of her first experimental tries, and her under-
standing g?d response to the constraints on her

practice.

Summary

In summary, the review of llterature on the super-
vision of beginning teachers revealed; (1) a discrepancy
between supervisory theory and practice, (2) that percep-
tive observers, whatever their other differences, agreed
on the need for a supervised practice for beginning
teachers, (3) studles of supervisory practice with beginning
teachers are needed, and (4) a theoretical framework for the
instrument developed in this study. In addition, research
studles that were simllar in purpose and methodology to
thls investigation were reported.

Role theory is a useful scientific tool for analysis
of the supervisor role in real l1life fleld settings. The
proliferation of new supervisory positions in Teacher Edu-
cation highlights the need for role clarity. Research
reports based on the concept of role indicate that: (1) role
behavior of individuals result from and are modified by
expectations, and (2) a basic assumption of role theory,

and of this study, i1s that these expectatlions and perceptions

87 corman and Olmsted, op. cit., p. 93.
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can be measured. Thils review revealed that many investi-
gations of role perception used questionnaires (which
scaled responses to items) to collected data. Various
statistical analyses were performed on the data thus
collected. |

The: literature concerning internship in teacher edu-
cation revealed an abundance of descriptive accounts.
However, this literature was largely unsupported by sub-
stantive research studies. Many writers emphasized the
need for research in this area.

Finally, four research studles related to the Elemen-
tary Intern Program have been reported to date and were
reviewed in this chapter. Personal characteristics of
intern teachers provided the focus for two studies, 1Intern
teaching graduates on-the-job longivity was the subject of
one investigation, and an analytic-descriptive account of
the elementary intern consultant was the focus of the last

study.



CHAPTER III

PROCEDURES UTILIZED IN THE STUDY

Introduction

This chapter has seven parts. The primary purpose
was to describe the research design of the study. Other
parts 1lncluded are: a descriptlon of the intern teacher
and intern consultant sample, the construction 2f the
reactionnalre--the Intern Consultant Inventory, a descrip-
tion of the data-collection process, the statement of
specific hypotheses developed, and the statistilical proced-
ures employed, including the rationale for selecting these

procedures and the level of significance used.

The Study Sample

Intern teachers and intern consultants in E.I.P. were
selected as the subJects of this study. Intern teachers
were selected because they (1) were directly affected by
intern consultant 10le {i{hrough intensive professional con-
tact with the intern consultant, (2) were bellieved to hold
expectations for the intern cunsultant role being investi-
gated, (3) had worked with their consultant for nearly a

school year, and (4) were accessible and cooperative as an
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an entlre population, due to the E.I.P. faculty 1interest in
this study.

Intern consultants were selected as cubjJects because
they (1) were occupants of the role being investigated, (2)
were believed to hold expectations concerning the conduct
of their role, (3) had held the consultant position for a
school year or more, and (4) were accessible and cooperativc
as an entlire population due to the E.I.P. faculty interest
in this study.

The intern teacher subjects represented nearly the
entire population of intern teachers 1lnvolved in the Ele-
mentary Intern Program, Spring Term, 1969. Four individual
intern teuachers did not participate because they did not
wish to cooperate in this investigation. The intern con-
sultant subJects represented the entire population of in-
tern consultants 1nvolved in the Elementary Intern Program
for 1969, All intern consultants cooperated and participated
in this study.

The subJects of thls study, while closely approximating
the speciflc population of interest, were treated as a sam-
ple. It was assumed that there may exist a population in
teacher education of elementary intern teachers and elemen-
tary intern supervisors or consultants from which these
subjects could be considered to be a representative sample.
If this assumption 1s accepted, then (1) the results of this

study could be generalized to the specific Michigan State
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University Elementary Intern Program population of interest,
and (2) where appropriate, the results could be generalized
to encompass other comparable programs, of which E.I.P. may
be representative, in the larger universe of teacher educa-
tion.

The additional advantage of this sample representative-
ness assumption 1s that it allows the incorporation of the
most powerful parametric statistical technlque in the design
and data analysls of this study. Greater precision is
galned in testing the hypotheses of interest and more infor-
mation i1s generated. Specifically, precision 1s gained by
decreasing the standard error of the mean and increasing the
power of the test against whatever hypothesis 1s true. More
information 1s generated by the most appropriate design be
cause of the possibllity of (1) looking at interactions
which may exist among variables of interest, and (2) asking

more questlions of the data.

Intern Teachers

During the 1968-69 school year, 191 interns were teach-
ing in elementary school classrooms and enrolled in E.I.P.
or this number, 187 participated in thils study. This
represented responses from more than 98 percent of the
intern population. Of this number, 155 interns or 83 percent

were females while 32 interns or 17 percent were males.
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Corman and Olmsted1 reported in 1964 that 23 percent of
E.I.P. 1nterns were male. There appeared to be some stab-
ility over time in percentage of males selectling E.I.P.

Data were gathered at the beginning of the Fall Term,
1967 on the 1968-69 class involved in E.I.P. These data
described selected personal characteristics of interns at
entrance into the program. Of the 214 interns who responded
to the 6rig1na1,1967 demographic questionnaire, 185 (or 85
percent) completed the program twenty-one months later.
Selected personal characteristics describing 185 (or 99
percent) of the 187 subjects of this study are réported below.
Two intern teachers, who participated as subjects in this
study, were not included in this description because they
entered the program after these data were collected.

Table 3.1 includes a description of the age distribu-~
tion of intern subjJects. Approximately 77 percent of the
intern population fell i1n the twenty-one to twenty-flve age
range near the completion of their internship year. The
average age of all interns included in this study was twenty-
four and one-half years.

In Table 3.2, the intern sample 1s described by grade
point average at entrance to the program. All of the in-
terns, including the six in the 1.50 to 1.99 range, com-
pleted the program. Michigan State University requires a

2.00 accumulatlve grade point average by a student to qualify

1Corman and Olmsted, op. cit., p. 22.
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TABLE 3.l1.--Age Distribution¥* of the Intern Population,
1969.

Age Groups

21-25 26-30 31-35 36-40 U41-45 L46-50 Over

SubjJects 50
Number 136 8 11 14 6 4 1
Percent 77 4 6 7.5 3 2 .5

¥Corrected by 24 months

TABLE 3.2.--Distribution of Intern Population by Grade Polint
Average at Entrance to the Elementary Intern
Program, 1967.

Grade Point Average Range--4.0 Scale

1.50- 2.00- 2.50- 3.00- 3.50~
Subjects 1.99 2.49 - 2.99 3.49 4,00
Number 11 67 55 33 6

Percent 6 39 32 19 4
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for student teachlng. It 1s assumed that these s8ix students
recelved very high grades for the methods of teaching courses
to ralse thelr average to qualify for student teaching or
speclal arrangements were made to excuse them from thils
college requlrement. The bulk of the students, 71l percent,
fell within the 2.00 to 2.99 grade polnt average range. The
average for all interns was 2.59.

In Table 3.3 the distribution of interns by colleges
attended 1s shown. About 48 percent of the interns had
attended another college for one or two years. About 26
percent attended another college for more than two years.
Together, T4 percent, of the intern subjects attended another
college for more than one year.

Annual family income distribution is shown in Table
3.4. About 35 percent of interns 1n this study came from
families where incomes ranged from $10,000 to $15,000. Most
interns or about 74 percent came from famllies where incomes
ranged from $5,000 to $15,000.

Table 3.5 includes information on type of pre-college
communlity where lnterns resided. The intern population
represented a broad range and rather evenly distributed
sample of each of the types of communities listed. Slightly
more than half of the intern subjJects came from a metropoli-
tan center with its suburb--and from a large city with its
suburb., The largest percentage of interns 1in this study,

however, came from medium-sized cities.
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TABLE 3.3.=--Distribution of Intern Population by Colleges

Attended.
One Year or 1-2 years More than
Attended less at at 2 years at
only another another another
Subjects MSU college college college
Number 38 9 87 48
Percent 21 5 L8 26

TABLE 3.4.-=-Distribution of Intern Population by Annual
Family Income.

Family Income Ranges

Less $5,000 $7,500 $10,000 More
than to to to than
Subjects $5,000 $7,499 $9,999 $15,000 $15,000

Number 20 35 29 60 24
Percent 12 21.5 17.5 35 14
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TABLE 3.5.~~Distribution of Interns by Pre-College Community
Type.

Type of Community Number Percent

Metropolitan Center (City of more than

500,000) 28 15
Suburban Community close to Metropolil-

tan Center ' 29 16
city (100,000-500,000) 34 19
Suburban Community adjacent to city 10 5
Medium-sized City (10,000-100,000) : 41 22
Small Town (2,500-10,000) 26 14
Rural Community (2,500 or les:) or on

Farm 17 9

A description of the marital status of intern teachers
in this study 1s presented on Table 3.6. The most dramatic
change in marital status occurred within the single to
marrled categories. The hlghest percentage of students upon
entry and exlt were in the single status. During the course
of the program nearly 21 percent of the single subJects
married. Presumably those married remalned married, while
two of those separated at entry were divorced by exit. Two
palrs of interns were married to each other while partici-
pating in E.I.P. whilile one palir reported they were married
to each other at entry.

Table 3.7 contalns a distribution of the number of
children for married interns in this study. All of the 41
married students at entry to 1".I.P. reported having one or

more chilldren. Nearly four-fifths had three or more children.
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TABLE 3.6.--Marital Status Distribution of Students Entering
and Near Exit of the Elementary Intern Program,

1969.
Subjects

Marital Status At Entry 1967 Near Exit 1969

Number Percent Number Percent
Single 135 74 101 54
Married 43 22 80 42,8
Separated 3 2.5 1 .5
Divorced 2 1 y 2.2
Widowed 1 .5 1 .5

TABLE 3.7.--Distribution of Chlldren for Married Intern
Teachers Entering the Elementary Intern
Program, 1967.

Number of Children Married Interns Response
One 7
Two T
Three 14
Four 3
Five T
Six 3
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Ninety-five percent of the interns followed the regular
elementary education curriculum at Michligan State University
whille 5 percent selected an area of special education. The
regular curriculum prepares classroom teachers for grades
kindergarten through eighth. Special education areas were
deaf and hard of hearing, blind, mentally retarded-trainable,

and mentally retarded-educable.,

The Composite Intern Teacher

The composite intern teacher in the Michigan State
Universlity Elementary Intern Program was lilkely to:

1. be a female;

2. be 24.5 years of age;

3. carry a 2.59 all-university grade polnt average;

4

. have attended a community college for a year or
more;

5. come from a family with an annual income of
approximately $10,000;

6. have spent her pre-college years in a medium-
size clity of from 10,000 to 100,000 population;

7. have been single when she entered the program
and single at exit; and

8. have followed the regular elementary education
curriculum (as opposed to special education).

This composite description combines and summarizes the aver-
ages computed for the 187 intern teachers who participated

in this study.
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Intern Consultants

All of the forty intern consultants assigned to super-
vise intern teachers during the 1968~-69 school year partici-
pated 1h this study. Of thls number, 35 consultants or 87
percent were female, while 5 or 13 percent were male.

Table 3.8 includes a description of the age distribution
of intern consultants. Approximately 25 percent were between
thirty;four to thirty-eight years of age. Over half were
between thirty-four and forty-eight years old, while the mean
age for all consultants was forty-three years.

A description of the Marital Status of intern consul-
tants 1in thils study is presented on Table 3.9. Approximately
72 percent of the intern consultants were married, 15 percent
were single, and approximately 12 percent were divorced or
widowed.

In Table 3.10, the intern consultant sample 1s des-
cribed by earned college degrees. All intern consultants
reported having an earned bachelor's degree and nearly sixty
percent of these were Bachelor of Science degrees. O0f the
forty consultants, thirty reported having earned the master's
degree. This represents 75 percent of all consultants. The
Educational Specialist Degree represented the highest level
of educational degrees‘earned and three intern consultants
reported having reached this plateau. In additilon, 19
intern consultants reported having taken 15 or more college
term credits beyond the master's degree and of these 19, the

average number of credits earned beyond the M.A. was 40 hours.



TABLE 3.8.--Age Distribution of the Intern Consultant Population, 1969.

Intern 28 or 29-33 34-38 39-43 44-48 49-53 54-58 59-63 64-68
Consultants less

Numper 3 3 10 7 6 3 it 3 1
Percent 7.5 7.5 25 17.5 15 7.5 10 7.5 2.5

89
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TABLE 3.9.--Marital Status Distribution of Intern
Consultants, 1969.

Marital Status

Intern

Consultants Single Married Separated Divorced Widowed
Number 6 29 e 3 2
Percent 15 72.5 —— 7.5 5

TABLE 3.10.--Distribution of College Degrees Earned by Intern
Consultants, 1969.

Bachelor's Master's Educational
Intern Degree Degree Specialist's
Consultants Degree
B.A. B.S. M.A. M.A.+15 Ed. S.
Number 17 23 30 19 3

Percent 42.5 57.5 75 L7.5 7.5
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The distribution by rank order of undergraduate and
graduate degree awarding institution attended by intern
consultants 1s presented in Table 3.11. Most intern con-
sultants, approximately 52 percent, were awarded either an
undergraduate or graduate degree from Michigan State Uni-

versity.

TAble 3.l1l1l.--Rank Order Distribution of Undergraduate and/or
Graduate Degree Awarding Institution Attended
by Intern Consultants, 1969.

I.C. Subjects

Name of Undergraduate and/or Graduate

Degree Awarding Institution Number Percent
Michigan State University , . 21 52.5
University of Michigan 12 30
Western Michigan Unlversity 12 30
Wayne State University 7 17.5
Central Michigan University 5 12.5
Eastern Michligan University 4 10
Bob Jones University 2 5
Illinols State University 2 5
Marygrove College 2 5
Northern Michigan University 2 5
Others#* 12 30

¥Others include: Albion College, Arkansas State University,
Ferris State College, Glassboro State College, Northwestern
University, Oakland Unliverslity, Southern Connecticut State
College, Syracuse University, Teachers College -~ Columbia
University, University of Detrolit, University of Kentucky,
University of Pennsylvania.
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Table 3.12 contains a distribution of the year the
master's degree was earned by the thirty intern consultants.
The largest number of consultants earned the master's degree
in the five-year period between 1961 through 1965. Of the
thirty consultants with earned master's degrees, 83 percent
were earned in the last 13 years, and 56 percent were earned
in the last eight years. The three consultants who earned
the Educational Speclallist Degree reported that one was

awarded in 1965 and the other two in 1967.

TABLE 3.12.--Distribution of the Year the Master of Arts
Degree was Earned by Intern Consultants.

Year Degree Awarded

I. C. - 1940-50 1951-55 1956-60 1961-65 1966-69
Subjects

Number 1 4 8 10 7
Percent 5 13 27 33 23

The distribution of the number of years of teaching
experience for intern consultants 1s shown on Table 3.13.
The largest number of consultants, eleven, have taught be-
tween six to ten years, whlle ten reported having taught for
twenty-six or more years. One consultant reported over Ui

years of teaching, while another reported four years of



72

teaching experience. The average, however, for all consul-

tants was 18 years of experience.

TABLE 3.13.-=-Distribution of the Number of Years of Teaching
Experience for Intern Consultants, 1969.

Number of Years of Teaching Experience

I. c. 5 or  6-10 11-15 16-20 21-25 26 or
SubjJects less , more
Number 3 11 7 5 4 10
Percent 7.5 27.5 17.5 12.5 10 25

Table 3.14 contains the distribution of grade level of
teachlng experience for intern consultants. Over three-
quarters of all consultants had experience teachlng at the
fourth-grade level, while first, third, fourth, and fifth
grades represented the greatect concentration of consultant
teaching experience. The range of experience ran from pre-
school through college. Thls tends to suggest that intern
consultants taught at a variety of grade levels during their
teaching experiences.

In Table 3.15 the distribution of the number of differ-
ent school districts in which intern consultants obtained
teaching experience is described. The range of different

school districts in which consultants have taught was from



TABLE 3.14.--Distribution of the Grade Level of Teaching Experience for Intern
Consultants, 1969.

==

Grade Level of Teaching Experience

I. C.

Subjects K 1 2 3 4 5 6 7 8 9 10 11 12 Other*

®
Number 18 26 24 27 31 26 23 19 17 9 6 7 6 12
Percent 5 65 60 67.5 78 65 58 48 43 23 15 18 15 33

¥0ther includes: Nursery School, Rural X through 12, Special Education, Remedial Reading,
Music K through 12, and College Instructor.
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one to nine, while 67.5 percent of all consultants taught in

elther three,

two, or a single school district. The mean

for intern consultants was teaching experience in three

different school districts.

TABLE 3.15.--Distribution of the Number of Different School

Districts 1in which Intern Consultants have
Obtained Teaching Experience, 1969.

Number of Different School Districts

Subjects 1 2 3 4 5 6 7 8 9
Number 10 7 10 L 3 4 1 - 1
Percent 25 17.5 25 10 7.5 10 2.5 - 2.5

The distribution of the number of years experlence as

an intern consultant is found on Table 3.16. Most subJects

(70 percent) have had one or two years experience as an

intern consultant. The mean for intern consultants was two

years of experience with the Elementary Intern Program.

The Composite Intern Consultant

The composite intern consultant in the Michlgan State

University Elementary Intern Program was lilkely to:

1.
2.

3.

be a female;
be forty-three years of age;

be married;
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TABLE 3.16.-~Distribution of Years Experience as an Intern
Consultant, 1969.

R A

Years Experience as Intern Consultant

Subjects. - 1 2 3 y 5 6 7 8
Number 13 15 3 1 - 4 2 2
Percent 32.5 37.5 7.5 2.5 - 10 5 5

4, nhave earned a Bachelor of Science under-
graduate degree;

5. have earned a Master of Arts degree, and
have taken an additional 40 hours credit
beyond this degree;

6. have attended undergraduate -or graduate
school at Michigan State University;

7. have taught in schools for 18 years;

8. have taught first, third, fourth, and fifth
grades;

9. have taught in three different school
districts;

10. have been a consultant for two years.
This composite description combines and summarlzes the
average computed for the forty intern consultants who parti-

cipated in this study.

Instrumentation

An extensive search of the literature for an appropriate
standardized instrument to measure the varlables of interest

in this study failed to yleld positive results. It was
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concluded that no suitable measuring device was available.
As a result, an instrument was constructed for the purpose
of this study.

This instrument--referred to as the Intern Consultant
Inventoryz--was developed in collaboration with a colleague.
Each contributor to the construction of the instrument pre-
viously served as an intern consultant in E.I.P. for a
perlod of three years. First-hand experience as an occupant
in the role was helpful in developing items for categories
describing intern consﬁltant tasks and methods of operation.
This experience was also helpful in developlng both items
and categories that were believable, representative, and
typical of the 1lntern consultant role.

The Intern Consultant Inventory was developed in two
distinct sections: Part A and Part B. Part A of this
. instrument was deslgned to measure perceptlions of (i) pre-—
ference for selected intern consultant tasks and (2) fre-
quency of occurrence of selected intern consultant tasks.
Part B of the reactionnaire was designed to measure per-
ceptions of (1) preference for selected intern consultant
method of operation and (2) the most likely intern consultant
method of operation.

Specifically, Part A consisted of six categories

selected on the baslis of representativeness of intern

2A copy of the lnstrument used in this study 1is found
in Appendix B.
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consultant supervisoral behaviors in working with intern
teacher in the lntern teacher's classroom. The categories
selected were (1) classroom management techniques, (2) con-
ditions of learning, (3) planning for learning experiences,
(4) evaluation of learning, (5) analyzing teaching behavior,
and (6) supportive consultant behaviors.

In Illustration 3.1, below, the organization and pre-
sentation of Part A of the instrument is shown. Each of
the six categories consisted of four behavioral descriptions
of 1ntern consultant tésks. Each of the four behavioral
tasks was followed by two continua. The first continuum was
designed to measure degree of preference for that specific
intern consultant behavlor. The second continuum was
designed to measure frequency of occurrence for that same
specific intern consultant behavior. The sequence presented
in Tllustration 3.1 was repeated four times per category and
followed across the slx categories for Part A. See Illus-
tration 3.2.

Part B of the Intern Consultant Inventory presented
slx problem situations typically encountered by interns
during their first year of teaching. The categories for
selected intern consultant method of operation were theore-
ftical-practical, intern-intern consultant actuator, and
directive-non-directive. Respondents estimated their pre-
ference for, and perceilved likely, consultant method of

operation. This resulted in six continua for each problem
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ILLUSTRATION 3.1.-~The Organization and Presentation of
Preference and Frequency Scales Under
the Behavioral Description of Consul-
tant Task within a Category on Part A
of the Intern Consultant Inventory.

A

Category: Classroom Management Technique

Behavioral Description: The consultant urges the intern to
give continued attention to ventilation, lighting,
seating, and other physical condlitions within the
intern's classroom

Preference Item: 1. A B C D E
Definitely Very highly
not preferred preferred
behavior behavior

Frequency Item: 2. A B C D E
Never Occurs Occurs Occurs Occurs

Occurs yearly monthly weekly dally
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ILLUSTRATION 3.2.--A Conceptual Scheme Representlng the Data
Collected on Part A of the Intern Consul-
tant Inventory. :

Part A: Preference and Frequency for Selected Intern
Consultant Tasks

Preference Frequency
1% C¥ I¥ C*

Behavior Ttem
Item

Category 1 - Item 1
Management Item 2
Technlques Item 3

Item 4

Category 2 - Item 1
Condltions of Item 2
Learning Item 3

Item #H

Category 3 - Item 1
Planning Item 2
Learning Item 3
Experlences Item 4

Category 4 - Item 1
Evaluation Item 2
of Learning Item 3

ITtem 4

Category 5 - Item 1
Analyzing Item 2
Teaching Item 3
Behavior Item 4

Category 6 - Item 1
Supportative ITtem 2

3
)y

¥I = Interns; C = Consultants
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situation; one scale of preference for and one scale of per-
ceived actual consultant method of operation for each of the
above stated categories (See Illustration 3.3).

For the development of this instrument, nearly one
hundred specific behavioral tasks were identified each des-
cribing intern consultant behavliors. The categorles of

interest evolved from this pool of 1tems.

Validity

Three independent "panels of experts" were involved
in the 1ltem, category, and test constructlion phase of this
study. These panels served to help establish the vallidity
of the iInstrument. Each i1ndividual panel member was by
past experience, as a director of an E.I.P. off-campus cen-
ter, knowledgeable about the role of the intern consultant.
They were no longer directly involved in the supervision of
subjects in this study, interns and consultants. The
panels offered unique, relevant, and obJective criticisms
which tended to strengthen both face and content validity
for the Intern Consultant Inventory. After several trilals
and refinements 1t was their unanimous Judgment that the
sample and content within the completed instrument was repre-
sentative of the role of the intern consultant.

To test appropriateness, objectivity, and sensitivity,
a prototype was administered to fifteen former intern
teachers, each a graduate of E.I.P. This sample was con-

sidered similar to incumbent interns.
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ILLUSTRATION 3.3.--A Conceptual Scheme Representing the
Data Collected on Part B of the Intern
Consultant Inventory.

Part B:

Consultant Method of Operation

Preference for and Percelved Actual Intern

Problem Situation Items Perceived Preferred
Actual
1) Diagnosing learn- a) Theoretical/
ing difficulty Practical
and planning spe- b) Active Par
cific individual ticipation
lessons ¢) Directive/
Non-directive -
2) Pacing lessons a) Theoretical/
during the school Practical
day b) Active Par-
ticipatlion
c) Directive/
Non—DiregE;ye
3) Difficulty a) Theoretical/
teaching a Practlcal
science concept b) Active Par-
ticipation
¢) Directive/
Non-Directive
4) pifficulty with a) Theoretical/
clear and con-— Practical
cise directions b) Active Par-
tilcipation
¢) Directive/
Non-directive
5) Child retention a) Theoretical/
and Principal Practical
misunderstanding b) Active Par-
ticipatlion
c¢) Directive/ 1
MVG - ]
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Responses from this former intern pre-test group sug-
gested several changes which were incorporated into the final
revision of the instrument. They indlicated that the direc-
tions and l1tems were clear. ‘'ney felt the descriptions were
typical of consultant behaviors and indicated they could
easily identify with the specific problem situations.

The instrument appeared to be sensitive enough to make
discriminations required for the research problem. Varia-~-
bility of responses by the pllot sample 1ndicated the instru-
ment's abllity to measure differences between individuals.
The printed instructions were clear and provided the nec-
essary information needed by the plilot sample to complete
the 1nstrument. This group of'fered stylistic changes whilch
were incorporated into the instructions for the final instru-
ment. Thelr reactions indicated that the instrument was
objective because it did not introduce a pre-disposition or
bias toward responding in any particular manner. They con-
curred with the "panel of experts" that the sample content
was representative of the intern consultant role. Although
tﬁe pilot sample did not specifically say so, the instrument
appeared to meet the test of appropriateness as they were
able to meet the demands imposed by the instrument; 1.e.,
reading vocabulary level, followlng written instructilons,
the symbolic thinking required by reacting to the scales.
Upon completion of changes resulting from the pilot study,
the final draft was printed. For convenience in data process-

ing, an answer sheet accohpanied the final instrument booklet.
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Reliabllity of the Instrument

The purpose of the Intern Consultant Inventory was to
measure differences hypotheslized to exlist between the popu-
lations of interest in this study; intern teachers and
intern consultants. It was assumed that real differences
between these subJects were measurable. The most critical
criteria for the reliabillity or the constructed lnstrument
was the degree to which 1t accurately and precisely produced
"true" measures of the dependent varlables of interest:
preference and frequency of occurrence for intern consultant
tasks and method of operation.

Kerlinger3 in defining reliability indlcates that it
consists of several components; they are:

1) stability, dependability, or predictabllity.

Other researchers describe this quality as
repeatability. Thilis component refers to the
generation of similar results as measured

by an instrument upon several administrations
over time.

2) accuracy or precision. This component refers
to the degree to which the measures obtalined
from a measuring instrument produce "true"
measures of the property measured. It asks
simply, are the measurements accurate?

The cruclal test of the reliability of the instrument
was preclision or accuracy. As Kerlinger points out:

We can inqulire how much error of measurement there

i1s in a measuring instrument. Recall that there
are two general types of variance: systematic and

3F‘red N. Kerlinger, Foundations of Behavlioral Research
(New York: Holt, Rinehart, and Winston, inc., 1967), p. H430.
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random. Systematic variance leans in one direction:
scores tend to be all poslitive or all negative, or
all high or all low. Error 1n this case 1s constant
or biased. Random or error variance 1s self-compen-
satlng: scores tend now to lean thlis way, now that
way. Errors of measurement are random errors. They
are the sum or product of a number of causes: the
ordinary random or chance elements present in all
measures due to unknown causes, temporary or momentary
fatigue, fortultous conditlions at a particular time
that temporarily affect the object measured or the
measuring instrument, fluctuatlions of memory or mood,
and other factors that are temporary and shifting.

To the extent that errors of measurement are present
in a measuring instrument, to this extent the instru-
ment is unreliable. 1In other words, reliability can
be defined as the relative absence of errors of mea-
surement in a measuring instrument. Rellability 1s
assocliated, then, with random or chance error."“

It was assumed that 1if real differences existed between

interns' and consultants' perceptions, and 1f the instrument

performed such that 1t detecterd differences when real differ-

ences were hypothesized to have exlisted, then 1t might be

tentatively concluded that the criteria of precision for the

instrument was met.
The difficulty in establishing and reporting a relia-
bility coefficlent for the instrument in this study was
three-fold. PFirst, the instrument was designed to measure
perceptions. If a scientific approach was to be followed
in the conduct of this study, then no response was better
than any other. There was no right or wrong response.
Second, the various split-half statlstical procedures nor-
mally employed to estimate rellability were not applicable

in this case. These methods assume a correct response.

Y1b1a., p. 430.
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This assumption could not be met because of the reason stated
above. Third, the test--re-test procedure may not have
yielded the specific Information desired from the respondents.
A measure of perceptions of the respondent groups near the

end of the school year was the obJective of this study.

Data collected by the Intern Consultant Inventory were
analyzed to provide a measure of internal consistence. The
measure of Internal consistency for this multi-variate
instrument are summarized in the form of an inter-item corre-

lational matrix. These data are presented in Appendix D.

Design of the Study

The two populatlons of thils study were intern teachers
and intern consultants. Each intern consultant was assigned
to work with one or more interns. The maximum number of
interns assigned to any one consultant was seven. The mode
average supervisoral ratlio of interns to consultants at the
time of this study was approximately five to one (5.2 to 1).
The supervisoral ratio of iInterns to consultants by centers
are listed on Table 3.17.

The experimental unlt selected for this study was the
intern consultant and the interns assigned to that intern
consultant. Each of the forty consultants were paired with
the interns they were responsible for supervising. Thus,
the experimental unit was forty (N = 40). This unit of
analysis was selected because it was the smallest unit over

which the experimenter had control. Each of these forty units
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TABLE 3.17.--A Listing of E.I.P. Centers with the Number of Intern Teachers and Intern
Consultants Assoclated with Each Center, and the Supervisoral Ratio of
Interns to Consultants, 1969.

Number of

OW O~ OV =W V-

Intern
Supervisoral
Number of Consultants Ratio of

Intern Full Part¥ Interns to

Name of Center Teachers Time Time Consultants
. Alpena 14 3 0 4,6 to 1
. Battle Creek 24 3 3 6 tol
. Bay City-Saginaw : 12 2 1 5.2 to 1
. Detroit T 1 1 5 to 1
. Grand Rapids 27 5 1 5.2 to 1
. Lansing 29 5 2 5.2 to 1
. Livonia 24 l 0 6 tol
. Macomb 18 3 0 6 to 1
. Pontiac 14 2 0 7 to 1
. Port Huron 22 It 0 5.5 to 1
Total: 191 32 8 Mean: 5.6 to 1

Median: 5.4 to 1

Mode: 5.2 to 1

¥Several Intern Consultants were part-time, sharing responsibility for one or more
interns with another assignment in the local schools or with E.I.P.

98
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met the criteria of operating independently of every other
unit. Independence existed both between and within pairs

because of the nature of the assignment of the interns to

their consultant and assignment to teaching station.

The categorles within the reactionnaire were designed,
by selected sampling of behavioral descriptlions of consultant
tasks, to be (1) internally consistent, dependent, and mutual-
ly related within each category, and (2) mutually independent
and excluslve of every other category included in the Iinstru-
ment.

The dependent varlables for Part A of the instrument
were perceptions of preference for, and percelived frequency
of, occurrence of intern consultant tasks. The two dependent
variables were measured by two scales focllowing each behavioral
description. Each scale measured the variable of interest
on at least an ordinal basis, and approximated internal
measurement. The data generated from these scales were
assumed to be interval. If the scale possesses this property,
equal intervals, we can then utilize the assumption of normal-
ity needed for a parametric statistical test of differences
between means. On thils point Kerlinger says:

Though most psychologlcal scales are basically ordinal,
we can with conslderable assurance often assume an
equallty of interval. The argument 1s evidential. If
we have, say, two or three measures of the same varia-
ble, and these measures are all substantially and
linearly related, then equal intervals can be assumed.
This assumption i1s valld because the more nearly a
relation approaches linearity, the more nearly equal™

are the intervals of the scales. This also applies,
at least to some extent, to certaln psychological
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measures like intelligence, achlevement, and
attitude tests and scales.
A related argument 1is that many of the methods
of analysis we use work qulite well with most
psychological scales. That 1s, the results we
get from using scales and asguming equal 1inter-
vals are qulite satisfactory.
Illustration 3.4, below, represents the research para-
digm utilized 1n the treatment and analysis of data on
Part A of this study. A legend appears below the schematic,
indicating the symbols used.

Data for Part A were treated as a 2 x 6 x 2 x 40 fac-

torial design for purposes of analysis, where: C1 and C2

represented preference for, and fregquency of, occurrence of

intern consultant behavilor, R1 through R6 were categories

of specific intern consultant behaviors treated as repeated

measures, T1 and T2 represented interns and consultants, P1

through PHO represented the contrast of interns paired to
their consultant. The arrangement of the independent varia-
bles in this manner enabled the experimenter to utilize a
Four-Way Analysis of Varlance, Mixed Effects Model, Repeated
Measures Design to test for overall significance in Part A
of the instrument.

The second section of the written reactionnalre, Part
B, was designed to measure preferred and likely intern con-

sultant method of operation. The two populations of

5Ibid., pp. 426-427.
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ILLUSTRATION 3 }j,--Research Paradigm for Part A of the Intern

Consultant Inventory.

1
Rl R2 R3 RM R5 R6

P1 X
Py
Fa

Tl
Puo
P1 X
P
F3

T2 *
Puo

Legend: Cl = Preference

02 = Frequency
Rl = Management Techniques
R2 = Conditions of Learning
R3 = Planning for Instruction
Ry = Measurement of Learning
R = Analysis of Teachlng

2
Rl R2 R3 Ru R5 R6
R6 = Supportatlive Behavior
T1 = Intern Teachers
T2 = Intern Consultants
Py
: = Paired Interns to
. their Consultant
Pyo
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interest and experimental unlt of analysis remain the same

as in Part A, interns and consultants and forty pairs,
respectively. However, intern consultant method of operation
was represented by three categories. They were: theoretical-
practical orientation, intern-intern consultant active
initiative orientation, and directive-non-directilve
orientation.

Illustration 3.5, portrays the research paradigm for
the treatment and analysis of data of Part B. A legend 1s
presented below, indlcating the symbols used to identify the
components of the design.

Data for Part B were treated as a 2 x 3 x 2 x 40 fac~-

torial design, where: El and E2 indicated preference for and
perceived actual, M1 through M3 represented theoretical-

practical, intern-consultant actuating, and directive-non-

directive orientation of consultant method of operation, Tl
and T2 indicated interns and consultants, and Pl"‘P40

represented the contrast of interns paired with their con-
sultant. The arrangement of the varliables in this manner
enabled the experimenter to utilize a Four—Way Analysis of
Variance, Mixed Effects Model, Repeated Measures Deslgn to
test for overall significance 1n Part B of the instrument.
This design was treated as independent of Part A, although

both sections were administered at the same time,
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ILLUSTRATION 3.5.--Research Paradigm for Part B of the Intern
Consultant Inventory.

Legend:

o
>l

g
=i

Preferred Behavior
Likely Behavior
Theoretical Orientation
Active Behavior

Directiveness Consul-
tant Behavior
Interns

Ey
M1 M2 M3
T2 = Consultants
Py
° = Palred Interns to
* thelr Consultants
Pyo
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Thus, the design of this study i1ncluded the various
factors built into the instrument to explore role percep-
tions for the intern consultant. The multi-factorial
design and analysis of varlance allowed the manipulation
and control of two or more varlables simultaneously.
Another advantage was thé study of the 1lnteractive effects
of the independent variables on dependent variables. |
Finally, the multi-factorial design and analysls of vari-
ance was more preclse than other combinations of research

design and statistical conslderations avallable.

The Statistical Hypotheses of this Study

The followlng hypotheses were posed for testing 1in this

study:

l. There is no difference of preference for
selected intern consultants' tasks between
Intern teachers and intern consultants in
the Michigan State University Elementary
Intern Program as measured by the Intern
Consultant Inventory.

Symbolically: Hol : ul = U,

Where: ul = Tlc1

T,C

Ho 2%1

on Part A in the design of this
study

Alternate Hypothesis:

Intern teachers' mean score of preference
for selected intern consultant tasks 1s
different from intern consultants' mean
score.
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Symbolically: HAl : ulﬂuz

2. There 1s no difference of percelved fre-
quency of selected intern consultant tasks
between intern teachers and intern consul-
tants 1in the Michigan State University
Elementary Intern Program as measured by
the Intern Consultant Inventory.

Symbolically: H02 : “1 = U,

Where: “1 = TlC2

Mo 5 oo

on Part A in the design of this
study

Alternate Hypothesis:

Intern teachers' mean score of perceived
frequency of selected Intern consultant
tasks 1s different from intern consultants'
mean score.
Symbolically: HA2 ul#uz

3. There 1s no difference of preference for a
theoretical approach in intern consultant
method of operation between intern teachers
and i1ntern consultants in the Michigan State
University Elementary Intern Program as
measured by the Intern Consultant Inventory.

Symbolically: Ho3 Y
Where: u, = T1M1E1

My = ToMJE,

: on Part B in the design of this
study.

Alternate Hypothesis:

Intern teachers' mean score of preference
for a theoretical approach in intern
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consultant method of operation is different
from intern consultants' mean score.

Symbolically: HA3 : ulﬂuz

There 1s no difference of perceived actual
theoretlical approach 1in intern consultant
method of operation between intern teachers
and intern consultants in the Michlgan
State Unlversity Elementary Intern Program
as measured by the Intern Consultant In-
ventory.

Symbolically: Hou 'S = Mo
Where: ul = T1M1E2
Wy = ToME,

on Part B in the deslign of this
study.

Alternate Hypothesis:

Intern teachers' mean score of perceived
actual theoretical approach in intern con-
sultant method of operation 1s different
from intern consultants' mean score.

Symbolically: HAM PoUg # My

There 1s no difference of preference for
Initiating intern consultant method of
operation between intern teachers and
intern consultants in the Michigan State
University Elementary Intern Program as
measured by the Intern Consultant Inventory.

Symbolica}ly: Ho5 PHy = U,
Where: uq = T1M2El
My = ToMyE,

on Part B in the design of this
study.
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Alternate Hypothesis:

Intern Teachers' mean score of preference
for initiating intern consultant method of
operation is different from intern consul-
tants' mean score.

Symbolically: HA5 : u1#u2

There 1s no difference of percelved actual
initiating intern consultant method of
operation between intern teachers and in-
tern consultants in the Michigan State
University Elementary Intern Program as
measured by the Intern Consultant Inventory.

Symbolically: Ho6 N L
Where: Mq = T1M2E2

= T,M,E

Ho 2%oko

on Part B in the deslign of thils
study.

Alternate Hypothesils:

Intern teachers' mean score of perceived
actual initiating intern consultant method
of operation 1is different from intern con-
sultants' mean score.

Symbolically: HAG : u1#u2

There is no difference of preference for
directiveness 1n intern consultant method
of operation between lntern teachers and
intern consultants in the Michigan State
University Elementary Intern Program as
measured by the Intern Consultant Inventory.

Symbolically: Ho7 SRR ué
Where: My = T1M3E1
u2 = T2M3E1

on Part B in the design of thi
study. .
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Alternate Hypothesis:

Intern teachers' mean score of preference
for directiveness 1n the intern consultant
method of operation 1s different from in-
tern consultants' mean score.

Symbolically: HA7 : ul#u2

8. There is no difference of percelved actual
directlveness in intern consultant method
of operation between intern teachers and
intern consultants in the Michigan State

University Elementary Intern Program as
measured by the Intern Consultant Inventory.

Symbolically: Ho8 R TP
Where: My = T1M3E2

- T

Mo oMaE,

on Part B in the design of this
study.

.
.

Alternate Hypothesis:
Intern teachers' mean score of perceived
actual dlrectiveness 1n intern consultant
method of operation is different from in-
tern consultants' mean score.

Symbolically: HA8 : uI# Mo

Data Collecting Process

Data for this study were collected over a twenty-day
period of April/May, 1969. This period of time was necessi-
tated by the geographlc distribution of E.I.P. centers
scattered throughout the lower peninsula of the State of

Michigan, (See Table 3.18 below.)
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TABLE 3.18.--A Listing of Elementary Intern Program Off-
Campus Centers Cooperating in this Study,
and Thelr Approximate Distances from the
Michigan State University Campus, 1969.

]

Name of Center Approximate Distance
from MSU Campus

1. Alpena , 230 miles
2. Battle Creek 50 miles
3. Bay City-Saginaw 80 miles
b, Detrolt 97 miles
5. Grand Rapids 65 miles
6. Lansing 4 miles
7. Livonla 93 miles
8. Macomb 90 miles
9. Pontiac 84 miles
0. Port Huron 120 miles

[

Note: A State of Michiligan map 1s provided in Appendix A.

A cover letter was sent to the above-~listed centers
indicating in global terms the purpose of the research pro-
Ject. The cover letter i1s found 1n Appendix B. Through the
cooperation of center directors, who were Michigan State
University faculty members in residence in the off-campus
communities, interns and consultants were scheduled to parti-
cipate in this study. In every case, intern consultants were
scheduled to partlicipate during the afternoon of their normal
working day. In most cases, intern teachers participated
during the early evening hours, after a full working day, in
conjunction with, or in place of, thelr regularly scheduled
college course taught by the center director. In several

instances, interns were scheduled after their normal teaching
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day, before the supper hour, and expressly for the purpose
of participation in this study. In large measure, thié
accounts for the high rate of involvement of the sample of
interest. Thus, an attempt was made to maximize the
validity of the data and minimize any inconvenience to the
respondenﬁs.

The subJects met with a team of researchers. This
team consisted of three advanced graduate students in ele-
mentary education at Michlgan State Unlversity. The
research team members were introduced to the center direc-
tors by the cover letter. The research team met several
times before the data-collecting process was 1initiated to
standardize rapport establishing, orai instructions, and
test administration procedure.

Ten off-campus centers necessitated twenty separate
administrations of the instrument: ten to consultants and
ten to interns. Thé consultants, in an individual center,
responded as a group. While the test adminisfration sltua-
tion was natural and comfortable, it paralleled closely a
typical classroom testing situation. The respondents com-
pleted the reactionnaire independent of each other. The
same procedure was followed for interns with one large group
administration for each center. The situation was more for-
mal for interns because of the connection between this
research project and their regularly scheduled college
class, The average time period for both groups to complete

this reactionnaire was thifty minutes each.
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Conditions for data collecting varled among centers
because of differences in geographlc locatlon and physical
conditions of the particular center faclility. With one
.exception, 19 of the reactionnaire administrations took
place 1n a classroom within the center facility. The ex-
ception was when the interns from one center responded to
the instrument in the living room of the center director's
home. The practice of this center was that the interns’
college class mef informally in varlous homes. They were
previously scheduled to meet it the director's home coincl-
dental to the purpose of data collectlion for this study.
Independence of observation was assured by each intern com-~

pleting the written reactionnaire independently.

Initial Steps in Data Processing

Subjects responded to the scaled continua by placilng
a mark on their answer sheet. When all the data were col-
lected for all centers, including make-ups, the answer
sheets were machine processed to obtaln a frequency count
for each continuum item response. Data were translated
directly from machine readable answer sheets which had been
marked by respondents to punched computer cards by an IBM
420. A verification was made at thils point to determine
that the computer cards corresponded with answers on the
answer sheets. In addition, the machine produced a print-

out frequency count for item responses- for Part A and Part
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B of the instrument. The frequency count data is summarized
in Appendix D.

In the next step, the computer was 1lnstructed to
categorize specific ltems imbedded in the instrument for
Part A and average the scores for individuals within and
across categories. A new computer card for each individual
respondent was punched 1ndicating that individual's average
score for each category. A validatlon check was made of
this process for accuracy. The same procedure was followed
for Part B of the instrument.

Having obtalned individual mean scores for categories,
mean scores for Palr 1 through Pair 40 for interns and mean
scores for Pair 1 through Pair 40 for consultants, both
within and across repeated measures (categories 1 through 6)
and across the variable of preference were computed. The
same procedure was followed for the frequency varilable. At_
this point the data were in a form for an Analysls of Vari-
ance program.

Statistical Procedures Used
in this Study

The problem in thls study, intern consultant role
exploration, led to the development of a multi-factorial
instrument and design. The design of this study required
factorial analysis of varlance as the statistical method
to analyze the independent and interactive effects of the

independent variables upon the dependent variables, preference
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and frequency. Thus, analysis of variance was the most
powerful and appropriate model adaptable to thilis study.

Data were analyzed for over-all slignificance to
determine the precision for Part A of the instrument. The
analysls of varlance was used for thls purpose. Hypothesis
1 and Hypothesis 2 were tested by the Scheffe post-hoc
comparlison technique after the over-all F test had shown
slgnificance.

Data were tested for over-all significance to deter-
mine the precision for Part B of the instrument by the ana-
lysis of variance. Hypotheses 3, 4, 5, 6, 7, and 8 were
tested by the Scheffe post-hoc¢ comparlison technique after
the over-all F test had shown signiflicance.

Hays has pointed out that:

Considered by themselves, all that the F tests 1in
analysis of varlance can tell you 1s that something
seems to have happened. If the F 1s significant,
then some effects presumably exist that can be
expected to occur again under similar circumstances;
i1f the test 1s not significant, something notable
still may have happened, but 1f treatment effects
exist they are at least partlally obscured by other

variation. Other than this, an F test tells almost
nothing.

Hays suggests that a powerful statistlcal technique for eval-
uating the significance of differences among means after the
over-all F test has shown significance 1s post-hoc¢ compari-

sons. The Scheffe post-hoc comparison technlique has the

6w1111am L. Hays, Statistics for Psychologlists (New
York: Holt, Rinehart, and Winston, Inc., 1963), pp. 459-460.
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advantages of simplicity, applicabllity to groups of unequal
sizes, and any comparison can be made. There 1s no require-
ment that post-hoc comparisons be independent. This method
is also known to be relatively insensltlve to departures

from normallty and homogenelity of variance.7

Statistical Assumptlions

The mixed effects model of analysis of variance was
used to test over-all significance for the Intern Consultant
Inventory, Part A and Part B. This model required the sat-
isfaction of the followling assumptions:

1. the distributlon of the dependent variable,
preference and frequency, be normally dis-
trlibuted in the population sample;

2. the homoscedasticlity or variance from the
means of the rows and columns tends to be
equal;

3. that there be independence of observations
among the population sample; and

4y, the off-diagonal elements in the repeated
measures by repeated measures correlatlional
matrix be equal.
The Scheffe post-hoc comparisons required no further assump-~-
tioﬁs that those described above for the analyslis of variance.
The assumptions of normallity and homoscedasticity

can be violated without serious consequences because of the

robustness of the analysis of variance.8 Independence of

702. cit., p. 484,

8Henry Scheffe, The Analysis of Variance (New York:
John Wiley and Sons, Inec., 1659), p. 362.
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observations 1n this study were assumed to be met by
objectivity in the administratlion of the instrument. The
fourth assumption, that the off-dlagonal elements 1n the
repeated measures by repeated measures correiational

matrix be equal, was not essential because the conservative

2 was used. This

test suggested by Greenhouse and Gelser
conservative test, which reduced the degrees of freedom
used in producing the F ratio, did not require that this

fourth assumptlon be met,

Significance Level Chosen

The .05 level for rejection of the null hypothesis
was selected as belng sufficliently rigorous for the purposes
of this study. If the probability was at or less than flve
times 1n one hundred that observed difference, or one
greater could have occurred by chance, then the hypothesis
was rejected. However, if the observed difference was of
such a magnitude that it or cone greater might arise more
than five times in one hundred through the operation of
chance factors, the null hypothesis of no difference was‘

accepted.

98. W. Greenhouse and S. Gelser, "On Methods of the
Analysis of Profile Data," Psychometrika, 24, pp. 95-112.




CHAPTER IV
ANALYSIS OF DATA

In this chapter: (1) results from Part A of the Intern
Consultant Inventory are summarized in an analysis of vari-
ance table; (2) Hypothesis 1 and Hypothesis 2 are tested
by Scheffe post-hoc comparisons and results presented; (3)
further exploration of Part A of the Intern Consultant In-
ventory are presented; (4) results from Part B of the 1instru-
ment are summarized 1n aq'analysis of variance table; (5)
Hypotheses 3 through 8 are tested by Scheffe post-hoc
comparisons and results presented, and finally, (7) further
results of Part B of the Intern Consultant Inventory are
presented. A detalled discussion of each hypothesls follows

in Chapter V.

Intern Consultant Inventory
Part A

The analysis of varliance procedure was used to test
over~all significance for Part A of the instrument. The F
test results from the analysis of varilance are presented

below in Table 4.1.

104
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TABLE U4.1l.--Analysis of Variance for Part A of the Intern
Consultant Inventory.

Sums Degrees Mean F
of of :
Source of Varlance Squares Freedom - Sguares Ratio
T. (Interns and
Consultants) 967.01 1 967.01 54.54#
C. (Preference and
Frequency) 3970.29 1 3970.29 623.79%
R. (Selected Con-
sultant tasks) 203.21 - 5 4o0.64 5.21%
P. (Paired Interns
and Consultant) 608.70 39 15.61

TC. (Interns/Con-

sultants and Pre-

ference/Frequency) 10.48 1 10.48 1.65
TR. {(Interns/Consul- :

tants and Selected - :

Consultant Tasks) 52.70 5 10.54 5.13%
TP. (Interns/Consul-~-

tants and Palred

Interns/Consultants 691.52 39 17.73
CR. (Preference/Fre-

quency and Selected

Consultant Tasks) 105.89 5 21.18 18.70#%
CP. (Preference/Fre-

quency and Palred

Interns/Consultants 248,22 39 6.36
RP. (Selected Consul-

tant Tasks and

Paired Interns/

Consultant) 584,15 195 3.00
TCR. (Interns/Consul-

tants and Prefer-

ence/Frequency

and Selected Con-

sultant Tasks) 19.04 5 3.81 4,08%
TCP. (Interns/Con-

sultants and Pre-

ference/Frequency

and Paired Interns/

Consultant) 234,55 39 6.01
TRP. (Interns/Consul-

tants and Selected

Consultant Tasks

and Paired Interns/

Consultant) 400.37 195 2.05
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TABLE 4.1.--Continued.

Sums Degrees Mean F
of of ,
Source of Variance Squares Freedom Squares Ratio

CRP. (Preference/Fre-

quency and Selected

Consultant Tasks

and Paired Interns/

Consultant) 220.84 195 1.13
TCRP. (Interns/Consul-

tants and Prefer-

ence/Frequency and

Selected Consultant

Tasks and Paired

Interns/Consultant) 181.87 195 0.93

¥Significant at the .05 level of confidence.

Results
Comparison of mean scores on the Intern Consultant
Inventory by F tests suggests that:

1. significant difference existed between
interns and consultants (Main Effect)

2. slignificant difference exlsted between
preference and frequency (Main Effect)

3. significant difference existed between
selected consultant tasks (Main Effect)

4., no significant difference existed between
interns and consultants and preference and
frequency (First Order Interaction)

5. significant difference existed between
interns and consultants and selected
consultant tasks (First Order Interaction)

6. significant difference exlsted between
preference and frequency and selected
consultant tasks (First Order Interaction)
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7. significant difference exlsted between

interns and consultants, preference and

frequency, and selected consultant tasks

(Second Order Interaction)
Thus, the tentative conclusion was that Part A of the instru-
ment performed as planned. It discriminated differences
between the varlables of interest in this study. In the
next portion of this report, the hypotheses tested by a
variation of the above statistlical test and results for each

are presented.

Hypothesis One

There 1s no difference of mean scores between
Intern teachers and intern consultants in the
Michigan State Universlity Elementary Intern
Program on preference for selected intern
consultant tasks on the Intern Consultant
Inventory.

Symbolically: Ho1 = Tlcl = T2C1

Tested by Y g
Where: T, C, = 15.7

171
T,C, = 17.5
Where: Tlcl - T201 =Y
15.7 - 17.5 = ~1.8

Where: ¥ g = 1.8 ¢+ ,82#%
¥Significant at the .05 level of confidence

Result
On the basls of the post-hoc comparison, tested above,

Hypothesis 1 was rejected. A difference between the mean



108

scores for intern teachers and intern consultants on prefer-
ence for selected intern consultant tasks was found. The
difference was significant at the .05 levéel of confidence.
Inspection of the conflidence interval indicates the mean
score for intern consultants is greater than the mean score
for intern teachers on preference for selected intern consul-

tant tasks.

Hypotheslis Two

There 1s no difference of mean scores between
intern teachers and intern consultants in the
Michigan State Unliversity Elementary Intern
Program on perceived frequency of selected
intern consultant tasks on the Intern Consul-
tant Inventory. ‘

Symbolically: T.,C, = T,C

Tested by VY g

Where: T102 = 11.4

T202 = 13-7

Where: T102 - T202 = Y

11.4 - 13.7 = 2.3
Where: v g = 2.3 & .B2%

¥*Significant at the .05 level of confidence.

Result
Hypothesis 2, tested by the post-hoc comparison above,
was rejected. A difference between mean scores for intern

teachers and intern consultants in perceived frequency of
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occurrence of selectéd'intern consultant tasks was found.
This difference was significant at the .05 level of confid--
ence. Inspection of the confidence Interval indicates the
mean score for intern consultants was greater than the mean
score for intern teachers in perceived frequency of occur-
rence of selected intern consultant tasks.

Further Exploration of Data from Part A
of the Intern Consultant Inventory

The variables of interest in this study were (1)
interns and consultants, (2) preference and frequency, and
(3) selected consultant tasks. Examination of the F ratios
derived from the analysls of varlance procedure indicated
that each of the three variables of interest were signifi-
cant at the .05 level of confidence. In additlon, three of
the four interactlions were found to be significant. To deter-
mine what information these significant findings portend,
the data were further explored by tables, graphs, and post-
hoc comparisons. The most meaningful information generated
by thls reactionnaire were not tapped by Hypothesis 1 and
Hypothesis 2; as a result, further probing was essential.

In Table 4.2 below, the F test result is presented
for the main effect of subjects. A significant difference
was found between interns and consultants. The observed
mean score for interns, collapsed over preference and across
selected consultant task, was 13.58. The observed mean

score, also collapsed, for consultants was 15.59. This
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finding indlcated that consultants expressed greater prefer-
ence for, and percelved greater frequency of, the selected

consultant tasks than intern teachers.

TABLE 4.2.--~F Test Result from the Analysis of Variance for
Intern and Consultant Subjects.

sSums Degrees
: of of Mean F
Source of Variance Squares Freedom Squares Ratio

T. (Interns and

Consultants) 967.01 1 967.01 54,54%
T.P. (Interns/Con-

sultants and

Paired Interns/

Consultant) 691.52 39 17.73

¥Significant at the .05 level of confidence.

Table 4.3 includes the F test result for the variables
-of preference and frequency. A significant difference was
found between preference and frequency. The observed mean
score for preference, collapsed over interns and consul-
tants and across selected consultant tasks, was 16.62. The
observed mean score, likewlise collapsed, for frequency was
12.55. This suggests that both interns and consultants
expressed greater preference for the selected intern consul-
tant tasks than their perceived frequency of occurrence for

the tasks.
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TABLE 4.3.-=-F Test Results from the Analysis of Variance for
Preference and Frequency.

Sums Degrees
of of Mean F
Source of Variance Squares . Freedom Squares Ratio

C. (Preference and

Frequency) 3970.29 1 3970.29 = 623.79%
C.P. (Preference/

Frequency and

Paired Interns/

Consultant) 248.22 39 6.36

¥Significant at the .05 level of confidence.

The F test result for the selected intern consultant
tasks is found in Table 4.4, A significant difference was
found. The selected consultant tasks, when collapsed over
Interns and consultants and preference and frequency, were
significantly different from one another. A rank order of
the observed mean scores, collapsed across the other varia-
bles, 1s presented in Table 4.5.

The rank ordering of selected consultant tasks, found
in Table 4.5, indicates that the conditions of learning task
was both preferred and frequenced more than another con-
sultant task. This category was followed by classroom
management, evaluation of learning, supportative behavior,
and planning for learning. The analyzing teachling taks was
preferred and frequenced less than aﬁy other selected con-

sultant task as perceived by both interns and consultants.
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TABLE 4.4.--F Test Results from the Analysis of Variance for
Selected Intern Consultant Tasks.

Sums Degrees
of of Mean F
Source of Variance Squares Freedom Squares Ratio

R. (Selected Consul-

tant Tasks) 203.21 5 4o.64 13.55%
R.P. (Selected Con-

sultant Tasks and

Paired Interns/

Consultant) 584.15 195 3.00

.

¥Signiflicant at the .05 level of confildence.

TABLE 4.5.-~A Rank Order of Mean Scores of Selected Intern
Consultant Tasks Comblining Intern and Consul-
tant Perceived Preference and Frequency.

Repeated

_ Measure Combined

Rank in the ' Mean

Order Design Task Category Score
1. R, Conditions of Learning 15.46
2. Rl Clas::room Management 14.78
3. Ru Evaluation of Learning 14,58
., Re Supportive Behavior 14,34
5. R3 Planning for Learning 14,31
6. R5 Analyzing Teaching 14,02

In Table 4.6 below, the F test result is presented for
the interaction effect of TR (interns and consultants and
selected intern consultant tasks, collapsed across preference

and frequency). This interaction effect was significant at
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the .05 level of confidence. To determine the precise
nature of the 1nteraction the observed mean scores are

presented in Table 4.7.

TABLE 4.6.-~-F Test Result from the Analysis of Variance of
Interns and Consultants and Selected Intern
Consultant Tasks Collapsed Across Preference
and Frequency.

Sums Degrees
of of Mean F
Source of Varilance Squares Freedom Squares Ratio

T.R. (Interns and Con-

sultants and

Selected Intern

Consultant Tasks) 52.70 5 10.54 5.13%
T.R.P. (Interns and

Consultants and

Selected Intern

Consultant Tasks

and Paired In-

terns with Con-

sultant) 400.37 . 195 2.05

¥Significant at the .05 level of confidence.

Table 4.7 includes mean scores of intern teachers and
intern consultants for selected intern consultant tasks and
post-hoc comparison test results. Iﬁ every case intern
consultants' mean scores, collapsed over preference and fre-
quency, for selected intern consultant tasks were greater
than intern teachers' mean scores. Significant differences,
by Scheffe post-hoc comparison tests, were found to exist

between intern teachers' and intern consultants' mean scores



TABLE 4.7.-=-Mean Scores of Intern Teachers and Intern
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Consultants for Selected Intern Consultant
Tasks, Differences of Mean Scores, and Post-
Hoc Comparison Test Results.

Subjects' Categories of Tasks (Repeated Measures within the
Design).
Class- Condi- Plan- Evalu- Analyz- Suppor-
room tions ning ating ing tative
Manage- of for Learn- Teach- Be-
ment Learn- Learn- 1ing ing havior
Tasks ing ing Tasks Tasks Tasks

Tasks Tasks

Rl R2 § Ru R5 R6

Intern

Teachers

Ty 13.8 14.9 13.3  13.2  '13.0 13.2

Intern

Consul-

tants

T5 15.8 16.0  15.3  15.9  15.0 15.5

Difference

of Mean

Tested by Y¥g =

+.1.86, *Significant at the .05 level of
confidence.
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of classroom management tasks, planning for learning tasks,
evaluating learning task, analyzing teaching tasks, and
supportative behavior tasks. Conditions of learning tasks
were selected highest, of all the tasks, by both lnterns
and consultants.

In Illustration 4.1, the first order interaction
effects for intern teachers' and intern consultants' mean
scores collapsed across preference and frequency on selected
intern consultant tasks are presented. Intern consultant
mean scores were always higher than intern teachers.
Differences between means were greatest between these two
groups on the evaluatlion of learning tasks whille differences
were smallest between conditions of learning tasks.

In Table 4.8 results of the F test from the analysis
of variance for the C.R. (Preference and Frequency for
Selected Intern Consultant Tasks) and C.R.P. (Preference
and Fregquency for Selected Intern Consultant Tasks across
Pairs of Interns and Consultant) interaction 1s presented.
Differences were found between preference and frequency for
sélected intern consultant tasks. These differences were
significant at the .05 level of confidence.

Mean scores of preference and frequency for selected
intern consultant tasks, differences of mean scores, and
post-hoc comparison test results are presented in Table 4.9.
All differences between mean scores of preference and fre-

qQuency were signiflicant across each category of selected
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ILLUSTRATION 4.1.--First Order Interaction Effects for
Intern Teachers and Intern Consultants
Mean Scores on Selected Intern Consul-
tant Tasks Collapsed Across Preference
and Frequency.

Combined 16.5 7
Mean Scores
for Preference 16.0+
and Frequency
15.5 + Intern”
Consultants
15.0 ¢
14.5 ¢+
ll'l . 0 T
Intern
13.5+ Teachers
13.0+%
4/
0 } : + } 4 }
Rl R2 R3 RH R5 R6

Repeated Measures of Cate-
gories for Selected Intern
Consultant Tasks
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TABLE 4.8.--F Test Results from the Analysis of Variance of
Preference and Frequency for Selected Intern
Consultant Tasks.

Sums Degrees
of . of Mean F
Source of Variance Squares Freedom Squares Ratlo

C.R. (Preference and

Frequency for

Selected Intern

Consultant

Tasks) 105. 89 5 21.18 18.70#%
C.R.P. (Preference

and PFrequency

for Selected

Intern Consultant

Tasks Across Pairs

of Interns with

Consultant) 220.84 195 1.13

¥Significant at the .05 level of confidence.

H
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TABLE 4.9.-~Mean Scores of Preference and Frequency for
Selected Intern Consultant Tasks, Differences
of Mean Scores, and Post-Hoc Comparison Test

Results.

Variables Categories of Task: (Repeated Measures within the
Design)
Class- Condi- Plan-  Evalu- Analyz- Suppor-
room tions ning ating ing tative
Manage~ of for Learn- Teach- Be-
ment Learn- Learn- ing ing havior
Tasks ing ing Tasks Tasks Tasks

Tasks Tasks

Preference 16.2 17.6 16.8 16.6 16.1 16.5

Cl

Frequency 13.4 13.4 11.8 12.6 12.0 12.2

€

Difference

of Mean

Scores 2.8% h,o% 5.0% 4, on Ly, 1% 4, 3%

Tested by ¥g = + 1.36, *Significant at the .05 level of

confildence.
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intern consultant task. The differences were significant at
the .05 level of confidence. The greatest observed differ-
ence between means was on the category of planning for
learning tasks while the smallest difference between means
was observed on the category of classroom management tasks.
In Illustration 4.2 the interaction effects for prefer-
ence and frequency of selected lntern consultant tasks
collapsed across interns and consultants are presented. In
every case, preference for selected intern consultant tasks
was rated higher than the perceiveq frequency of occurrence.
Conditions of learning tasks was rated highest of all prefer-
ence across categories; followed by planning for learning,
evaluation of learning, supportative behavliors, classroom
management, and analyzing teaching. Classroom management
and conditions of learnling were rated highest in percelved
frequency of occurrence; followed by evaluation of learning,
supportative behaviors, analyzing teaching, and planning of
learning. Planning for learning tasks was rated second
highest on preference yet rated lowest in perceived fre-
quency of occurrence. -Classroom management tasks, though
rated second lowest on preference, was rated highest in per-
celved frequency of occurrence when intern and consultant
mean scores are combined. Analyzing teachlng tasks were
rated low on both preference and perceived frequency of

occcurrence.
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ILLUSTRATION 4.2.--First Order Interaction Effects for

Preference and Frequency Mean Scores
on Selected Intern Consultant Tasks
Collapsed Across Interns and Consultants.

Combined
Mean
Scores
for In-
tern
Teachers
and In-
tern

Consultantsl6.0 +

#% * ¥ * ¥
Rlz Classroom
Management

R,: Conditions
of Learning

R3: Planning

for Learning

Ru: Evaluation
of Learning

RS: Analyzing
Teachlng

Rs: Supportative

Behaviors
* % Y * %

18.0 1
17.5 1
17.0 1

16.5 - Preference

15.5 ¢
15-0'

¥

14,54
14.0 1
13.5 T
13.0 ¢+
12.5 +
12.0r Frequency

11.5 ¢
11.0-+

s By 1

i N
LA L L 1 )

R R R3

1 2

Repeated Measures of Categories
for Selected Intern Consultant
Tasks.
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Table 4.10 contains the F test result from the analysié
of varlance for the TCR second order interaction effect. The
interaction effect for interns and consultants and preference
and frequency and selected consultant tasks were found to
interact significantly. To understand thils finding the mean
scores for interns and consultaéfs preference and frequency

for selected intern consultant tasks are presented in rank

order.

TABLE 4.10.--F Test Result from the Analysis of Variance for
Interns and Consultants and Preference and
Frequency and Selected Intern Consultant Tasks.

Sums Degrees
of of Mean F
Source of Varlance Sgquares Freedom Squares Ratio

TCR. (Interns and Con-

sultants and Pre-

ference and Fre-~

quency and

Selected Consul-

tant Tasks) 19.04 5 3.81 b.,oB8#*
TCRP. (Interns and

Consultants and

Preference and

Frequency and

Selected Consul-

tant Tasks and

Paired Interns

with Consultant) 181.87 195 0.93

¥Significant at the .05 level of confidence.

This information 1s reported in Table 4.11. Interns
and consultants differed greatly on their ordering of pre-

ference for selected consultant tasks. They differed very



TABLE 4.11.--Rank Order of Interns and Consultants Preference for and Perceived Frequency of Selected Intern
Consultant Tasks.

Rank

Order Preference

Perceived Actual

Intern Teachers

Task Category Mean
Score

Conditions of 17.2
Learning (R2)

Intern Consultants

Task Category Mean
Score

Intern Teachers

Conditions of 18.0
Learnirg (RZ)

Task Category Mean
Score

Conditions of 12.6
Learning (R2)

Intern Consultants

Task Category Mean
Score

Classroom man- 14,3
agement (Rl)

Planning for 16.1
Learning (R3)

Evaluating 17.9
Learning (Ru)

Classroom Man- 12.5
agement (R,)

Conditions of 14.1
Learning (Rz)

Supportative 15.4
Behaviors (R6)

Supportative 17.6
Behaviors (R6)

Evaluating 11.2
Learning (Rh)

Evaluating 13.9
Learning (RM)

Analyzing 15.3‘ Planning for 17.6 Supportative 11.0 Supportative 13.14
Teaching (RS) Learning (R3) Behaviors (R6) Behaviors (RG)
Evaluating 15.2 Classroom 17.3 Analyzing 10.7 Analyzing 13.3
Learning (Ru) Management (Rl) Teaching (RS) Teaching (RS)
Classroom Man-  15.1 Analyzing 16.8 Planning for 10.5 Planning for 13.1

agement (R,)

Teaching (RS)

Learning (R3)

Learning (R3)

AAN
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little on the rank ordering of frequency of occurrence.
Interns and consultants preferred condltions of learning
task higher than all other tasks. Interns preferred plan-
ning for learning second whille consultants selected planning
for learning third-fourth. Interns preferred supportative
behavior tasks third and consultants rated them third-
fourth. Interns preferred analyzing teaching tasks fourth
contrasted with cohsultants preference of sixth. Interns
preferred the evaluating learning task fifth and consultants
rated this task second. Interns rated preferehce for the
classroom management task sixth while consultants preferred
the classroom management task fifth.

The rank ordering of percelved frequency of selected
consultant tasks between interns and consultants resulted
in high agreement. Interns rated frequency of conditions
of learning tasks first and consultants rated them second.
Interns rated classroom management tasks second while con-
sultants rated them flrst in order of frequency. Complete
agreement existed between interns and consultants on the
ordering of the frequency with which the other tasks oc-
curred; evaluating learning third, supportative behavior
fourth, analyzing teaching fifth, and planning for learning
sixth.

Differences between interns' preference and their
percelved frequency of selected intern consultant tasks were

found to exist. These differences are presented in Table 4.12.
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TABLE #4.12.~-Rank Order of Intern Teachers Expressed Pre
ence for and Perceived Frequency of Selecte
Intern Consultant Tasks.

fer-
d

Expressed Preference Perceived Frequency
for of
Rank Selected Task Mean Rank Selected Task Mean
Score Category Score Order Category Score
1 Conditions 1 Condiltions
of Learning 17.2 of Learning 12.6
2 Planning for 2 Classroom
Learning 16.1 Management 12.5
3 . Supportative 3 Evaluating
Behaviors 15.4 Learning 11.2
b Analyzing Y Supportative
Teaching 15.3 Behavior 11.0
5 Evaluating 5 Analyzing
Learning 15.2 Teaching 10.7
6 Classroom 6 Planning for
Management 15.1 ‘ Learning 10.5

Conditlions of learning tasks was preferred hlgher than any

other consultant task category and also percelved to be

frequenced highest by intern teachers. Interns preferre

planning for learning consultant tasks second highest of

all categories but indicated they frequenced assistance

this area least. Preference for supportative behavior t
was preferred third, while percelved to be experlenced

fourth. Interns preferred analyzing teaching fourth but
experienced this aid from consultants fifth. Evaluating
learning was preferred fifth and experienced third while
classroom management was preferred sixth but experienced

quite frequently by being rated sécond.

d

in

asks
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The information in Table 4.13 indicates intern consul-
tant prioritlies of preference and indicates the frequency
of occurrence for selected consultant behaviors. Conditions
of learning and evaluating learning appeared high on pre-
ference and frequency. Planning for learning tasks appeared
3.5 on preference and last in frequency of occurrence.
Classroom management tasks appeared fifth on preference yet
first'on perceived frequency by intern consultants. Ana-
lyzing teaching tasks appeared sixth on preference and fifth

on frequency of occurrence by intern consultants.

TABLE 4.13.--Rank Order of Intern Consultants Expressed
Preference for and Perceived Frequency of
Selected Intern Consultant Tasks.

Expressed Preference Percelved Frequency
for of
Rank Selected Tasks Mean Rank Selected Tasks Mean
Order Category Score Order Category Score
1 Conditions 1 Classroom
of Learning 18.0 Management 14.3
2 Evaluating 2 Conditions
Learning 17.9 of Learning 14.1
3.5 Supportative 3 Evaluating
' Behavior 17.6 Learning 13.9
3.5 Plannling for
Learning 4 Supportative
Behavior 13.4
5 Classroom 5 Analyzing
Management 17.3 Teaching 13.3
6 Analyzing 6 Planning for

Teaching 16.8 Learning 13.1
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The results indicate that interns and consultants
differed greatly on thelr ordering of preference for selected
consultant tasks. They differed little on the rank ordering
of frequency of occurrence. Both groups indicated a dif-
ference between what they would prefer on thelr expectations
for selected intern consultant tasks and what was percelved
to occur in rank order of frequency.

Intern Consultant Inventory
Part B

The over-all significance for Part B of the instrument
was tested by the analysls of variance., The F test results

from this analysis are presented below in Table u4.14.

TABLE 4.14.--Analysis of Variance for Part B of the Intern
Consultant Inventory.

Sums Degrees
of of Mean F

Source of Variance Squares Freedom Squares Ratio
T. (Interns and

Consultants) 0.02 1 0.02 . 002
E. (Preferred and

Perceived Actual) 18.02 1 18.02 g.99%
M. (Repeated Mea~

sures of Theore-

tical, Initiating,

and Directive-

ness) 436.99 2 218.50 31.59%
P. (Pairs of interns

and consultants) 844,20 39 21.65

TE. (Interns/Consul-

tants and preferred/

Perceived Actual) 0.35 1 0.35 .19
TM. (Interns/Consul-

tants and Repeated
Measures) 88.13 2 Ly,o7 7.30%
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TABLE 4.14.--Contilnued

Sums
of
Source of Variance

Degrees
of
Sguares Freedom

Mean
Squares

Ratio

TP. (Interns/Consul-

tants and Pailred

Interns and

Consultant) 786.40
EM. (Preferred/Per-

ceived Actual and

Repeated Measures) 1204.53
EP. (Preferred/Per-

celved Actual and

Palred Interns and

Consultant) 70.30
MP. (Repeated Mea-

sures and Paired

Interns and Con-~

sultant) 539.50
TEM. (Interns/Con-

sultants and Pre-

ferred/and Per-

ceived Actual and

Repeated Measures) 99.60
TEP. (Interns/Consul-

tants and Preferred/

Percelved Actual and

Palred Interns and

Consultant) 73.84
TMP. (Interns/Consul-

tants and Repeated

Measures and Palred

Interns and Consul-

tant) 471.14
EMP, (Preferred/Per-

celved Actual and

Repeated Measures

and Palred Interns

and Consultant) 214.63
TEMP. (Interns/Consul-

tants and Preferred/

Perceived Actual

and Repeated Mea-

sures and Palired

Interns and

Consultant) 194,80

39

39

78

39

78

78

78

20.16

602.27

1.80

6.92

49,80

1.89

6.04

2.50

2.50

218.88%

19.90u%

*Significant at the .05 level of confidence.
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Results

Comparison of mean scores on the Intern Consultant In-

ventory by F tests suggest that:

l. no silgnificant difference existed between
interns and consultants (Main Effect)

2. significant difference exlisted between
preferred and perceived actual intern
-eonsultant method of operation (Main Effect)

3. significant difference existed between
repeated measures of theoretical orienta-
tion, 1nitiating, and directiveness in
consultant method of operation (Main Effects)

4y, significant difference existed between
interns and consultants across repeated
measures (First Order Interaction)

5. s8significant difference exlsted between
preferred and perceived actual lntern
consultant method of operation across
repeated measures (Filrst Order Interaction)

6. significant difference existed between
Interns and consultants, preferred and
perceived actual, across repeated
measures of Intern consultant method of
operation (Second Order Interaction)

Thus, the tentative concluslion drawn, was that Part B of the
Intern Consultant Inventory performed as planned. It discrim-
inated differences between the variables of interest in this
study where differences were hypotheslized to have existed.
The hypotheses tested by a variation of the above statisti-
cal procedure and results for each are presented in the

next portion of this report.
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Hypotheslis Three

There 1s no difference of mean scores between
intern teachers and intern consultants in the
Michigan State Unilversity Elementary Intern
Program on preference for a theoretical approach
in intern consultant method of operation on the
Intern Consultant Inventory.

Sy@bolically: Ho3 : TlMlEl T2M1E1

Tested by Yg

Where: T.M.E 18.157

1171

T M

oM E

1 18.575

Where: TlMlEl - T2M1E1 = Y

18.157 - 18.575 T.418

Where: V¥g = .42 % 1.60

Result

On the basis of the post-hoc comparison, tested above,
the decision was to falil to rejJect the null hypothesls. The
concluslon was that no significant dlifference existed be-
tween interns' and consultants ' mean scores on preference for
a theoretical approach in intern consultant method of oper-
ation. Inspectlion of the confidence interval indicates the
mean score for consultants was greater than the mean score
for interns on preference for a theoretlcal approach in
intern consultant method of operation.

The practical significance of thls finding can be
best 1llustrated by Illustration 4.3. 1In Illustration 4.3,

the theoretical-practical continuum 1is presented indicating
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preferences for orientation of consultant method of opera-
tion. The theoretical end of the continuum 1s distingulshed
by low mean scores while the practical end of the continuum
is distinguished by high mean scores. Therefore, interns
expressed a greater preference for a theoretical orilentation
in consultant method of operation and consultants indicated
a preferénce for practlcal orientation in consultant method
of operation. But, both interns and consultants welghted
the balance toward the practical end of the continuum
indicating greater preference for a practical intern con-
sultant method of operation. Although differences existed

they were not significant at the .05 level of confildence.

ILLUSTRATION 4.3.--Mean Scores of Intern Teachers and Intern
Consultants on the Theoretical-Practical
Continuum Indicating Preference for
Orlentation of Consultant Method of

Operatlion.
Theoretical LU Practical
Interns Consultants
5 15 | | 25
18.2 18.6

_1.60%

Confidence
Interval

observed difference in mean scores between
interns and consultants
95 percent confidence interval of Wg test

KEY: # L2

*#1.60
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Hypothesis Four

There 1s no difference of mean scores between
intern teachers and intern consultants 1in the
Michigan State University Elementary Intern
Program on perceived actual theoretical
approach in intern consultant method of opera-
tion on the Intern Consultant Inventory.

Symbolically: Hou : T1M1E2 = T2M1E2

Tested by Yg

Where: T1M1E2 = 16.347
T2M1E2 = 14.550
Where: T1M1E2 - T2M1E2 = Y

1.797

16.347 - 14.550
Where: @g = 1.80 ¢+ 1.60%

¥Significant at the .05 level of confidence.

Result

On the basls of the post-~hoc comparison test above,
the null hypothesis 1s rejected. A difference existed
between interns and consultants in perceived actual theore-
tical approach in lntern consultant method of operation.
This difference was signiflcant at the .05 level of confi-
dence. Inspection of the conflidence interval indicates the
mean score for intern teachers was greater than the mean
score for intern consultants on percelved actual theoretical
intern consultant method of operation.

This finding can be shown clearly by a dliagram. Illus-

tration 4.4 contains the theoretical-practical continuum with
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mean scores for intern teachers and intern consultants of
percelved actual theoretical approach in intern consultant
method of operation. The theoretical end of the continuum
is distingulshed by low mean scores whlle the practical

end of the continuum is distlingulshed by higher mean scores.
Intern consultants perceived their method of operation'as
more theofetical than practical. Intern teachers perceived
their consultants' method of operation as more practical
than theoretical in orientation. Thls difference between
perceptions was found to be signiflcant at the .05 level of

confildence.

ILLUSTRATION 4.4 .--Mean Scores of Intern Teachers and Intern
Consultants on the Theoretical-Practical
Continuum Indlcating Perceived Actual
Theoretical Approach in Intern Consultant
Method of Operation.

Theoretical 1.80% Practical
- — -
Consultants ' Interns
5 { 15 | 25
lu.s . 160u
1.60%
Confidence
Interval

KEY: #1.80 observed difference i1n mean scores between
interns and consultants

#]1.60 = 95 percent confidence interval of Wg test
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Hypothesls Five

There 1s no difference of mean scores between
intern teachers and intern consultants 1in the
Michigan State Unliversity Elementary Intern
Program on preference for initiating intern
consultant method of operation on the Intern
Consultant Inventory.

Symbolically: Ho5 : T1M2E1 = T2M2E1

Tested by ¥g

Where: T M,E, = 18.060
T2M2E1 = 19.425

Where: T1M2E1 - ‘I‘2M2E1 =Y
18.060 - 19.425 = "1.365

Where: @g = "1.37 + 1.60

Result

Falil to reject the null hypothesis and conclude no
signiflicant differences existed between intern teachers and
intern consultants in preference for initiating intern con-
sultant method of operation. However, inspection of the
confidence interval indlcates intern consultants' mean
score, of preference for initiating intern consultant
method of operation, was greater than intern teachers' mean
scores. Thils difference 1s shown in Illustration 4.5.

Mean scores of intern teachers and intern consultants
on preference for initlating intern consultant method of
operation are presented on the consultant-intern initiating

continuum in Illustration 4.5. The consultant initiating
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end of the continuum is distinguished by low mean scores
while the intern inlitlating end of the continuum 1is dis-
tingulshed by higher mean scores. Both interns and con-
sultants welighted the balance toward the intern lnitiating
end of the continuum'indicating their prefefence for active
involvement by interns in the solution of problems. How-
ever, consultants preferred interns to initlate action and
to belmore actively involved in solutions to problems thah
consultants. Interns preferred consultants to exerceise
greater initiative in consultant method of operation.
Although differences existed they were not significant at

the .05 level of confildence.

ILLUSTRATION 4.5.--Mean Scores of Intern Teachers and Intern
Consultants on the Consultant-Intern
Initiating Continuum Indlicating Prefer-
ence for Initiating Intern Consultant
Method of Operatilon.

Consultant 1.40% Intern
Inltiating r - Initiating
Interns 1
Consultants
5 15 I l 25
18.1 19.4
1.60%
Confidence
Interval
KEY: #1,40 = observed difference in mean scores between

interns and consultants
*]1.60 = 95 percent confidence interval of Wg test
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" Hypothesis Six

There 1s no difference of mean scores between
intern teachers and intern consultants in the
Michigan State Unlversity Elementary Intern
Program on perceived actual initiating intern
consultant method of operation on the Intern
Consultant Inventory.

Symbolically: H°6 : T1M2E2 = T2M2E2

Tested by Yg

Where: 'I‘1M2E2 17.650

T,M,E 18.675

2272

Where: T1M2E2 - T2M2E2 = Y

17.650 - 18.675 ~1.025

Where: Y¥g = 1.03 + 1.60

Result

On the basis of the post-hoc comparison tested above
the decision was to fall to reject the null hypothesis.
No significant difference exlsted between interns' and con-
sultants' mean scores of percelved actual inltiating intern
consultant method of operatlion on the Intern Consultant
Inventory. TInspection of the confidence interval indicates
intern consultants' mean score on perceived actual initliat-
ing intern consultant method of operation was higher than
intern teachers mean score.

In Illustration 4.6 the mean scores, of intern teachers
and intern consultants on the consultant intern initiating

continuum indicating perceived actual 1lnitiating intern
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consultant method of operation, are detalled. The consul-
tant 1nlitiating end of the continuum 1s distingulshed by

low mean scores while the intern initiating end of the
continuum 1s distingulshed by high mean scores. The balance
of Interns' and consultants' mean scores were welghted toward
the intern initiating end of the continuum indicating their
perception of greater actual intern involvement in the solu-
tion of probléms than consultants. Consultants percelved
interns inltiating action more frequently than consultant
initliated method of operatlon. Interns percelved consultant
initiated action more frequently than intern initiated action

but the differences in perception were not signiflcant.

ILLUSTRATION 4.6.--Mean Score:s of Intern Teachers and Intern
Consultantc on the Consultant-Intern
Initiating Continuum Indicatling Perceilved
Actual Initiating Intern Consultant
Method of Operation.

Consultant 1.03% Intern
Initiating Initiating
— N —
Interns Consultants
5 15 | | 25
17.7 18.7
Confidence
Interval

KEY: *1,03 = observed difference in mean scores between
Interns and consultants
#1.60 = 95 percent confidence interval of Wg test
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Hypothesls Seven

There 1s no difference of mean scores between
lntern teachers and intern consultants in the
Michigan State University Elementary Intern
Program on preference for directiveness 1n
intern consultant method of operation on the
Intern Consultant Inventory.

Symbolically: Ho7 : T1M3E1 = T2M3E1

Tested by Yg

Where: T1M3E1 = 14,662
T2M3El = 13.00
Where: T1M3E1 - T2M3E1 = Y
14,662 ~ 13,000 = 1.662
Where: VYg = 1.66 = 1.60%
¥Significant at the .05 level of confidence. .

Result .

The null hypothesls, tested above by the post-hoc cdm-
parison, was rejected. There was a significant difference
of mean scores on preference for dlrectiveness 1n intern
consultant method of operation between interns and consul-
tants. The difference 1is significant at the .05 level of
confidence. Inspectlion of the confidence interval indicates
interns' mean score of preference for directiveness in con-
sultant method of operation was greater than consultants'
mean scores.

Illustration 4.7 presents the mean scores of intern

teachers and intern consultants on the direct-indirect
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continuum indicating preference for directiveness in 1intern
consultant method of operation. The directive end of the
continuum 1s distlinguished by low scores whille the indirect
end 1s distingulshed by hlgh mean scores. The balarice of
interns' and consultants' mean scores were welghted toward
the direct end of the continuum indicatling interns and con-
sultants‘preferred directlveness 1in consultant method of
operation. The difference appears to be 1n degree of direc-
tiveness. Intern consultants expressed a greater preference
for directiveness in consultant method of operation than
intern teachers. Intern teachers expressed thelr preference
for directiveness 1in consultant method of operation but less
directive than consultants' preference. The difference was

significant at the .05 level of confldence.

ILLUSTRATION 4.7.-=-Mean Scores of Intern Teachers and Intern
Consultants on the Direct-Indirect Con-
tinuum Indicating Preference for Direc-
tiveness in Intern Consultant Method of
Operation.

Direct 1.66% Indirect

N

— —

Consultants Interns

I I 15 25

18;1)

13.0 14.7

1.60%
Confidence
Interval

KEY: #]1 .66 = observed difference in mean scores between
interns and consultants
#¥1.60 = 95 percent confidence interval of Wg test
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Hypothesis Eight

There is no difference of mean scores between
intern teachers and intern consultants in the
Michigan State Unlversity Elementary Intern
Program on perceived actual directiveness in
intern consultant method of operatlion on the
Intern Consultant Inventory.

Symbolically: H08 : T1M3E2 = T2M3E2

Tested by Y¥Yg

Where: T.M E2 = 18,207

173
T2M3E2 = 18.775
Where: T1M3E2 - T2M3E2 = V¥
18.207 - 18.775 = ~.568
Where: @g = .57 £ 1.60

Result

Faill to reject the null hypothesls on the basis of the
post-hoc comparison test stated above. No significant
differences existed between interns and consultants on per-
celved actual directiveness in 1Intern consultant method of
operation. Inspectlion of the confldence interval indicates
intern consultants' mean score of percelved actual direc-
tiveness 1n intern consultant method of operation was greater
fhan intern teachers' mean scores.

Mean scores of intern teachers and intern consultants
on a direct-1lndirect continuum indicating perceived actual
directiveness in intern consultant method of operation are

presented in Illustration 4.8. The directive end of the
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contlnuum 1s distinguished by low mean scores while the
indirect end of the continuum 1s characterized by high mean
scores. The balance of the mean scores of lnterns and con-
sultants were welghted toward the indirect end of the
continuum. Thils indicates that interns and consultants per-
celve the actual Intern consultant method of operatlion as
indirectiﬁe. Intern consultants perceived themselves as
more indirect thén interns. Interns perceived the consul-
tant as indirective but less indirect than the consultants'

perceptions.

ILLUSTRATION 4.8.--Mean Scores of Intern Teachers and Intern
Consultants on the Dlrect-Indirect Con-
tinuum Indicating Percelved Actual Direc-~
tiveness in Intern Consultant Method of

Operation.
Direct 5T* Indirect
f;terns Conéﬂltants
5 15 I I 25
1.60%
Confidence
Interval

KEY: #,57 = observed difference in mean scores between
interns and consultants

#¥1.60 = 95 percent confildence interval of Yg test
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Further Exploration of Data From
Part B of the Intern Consultant
Inventory

The analysls of data génerated by responses to Part B
of the Intern Consultant Inventory were suffliclient to permit
testing of the hypotheses of interest in this study.
Important information would be lost 1f the reporting
of the fihdings ended wlth the hypothesis testing. There-
fore,'additional iInformation generated by the analysis 1is
reported below.

The F test result from the analysilis of variance for
preference and perceived actual intern consultant method of
operation 1s presented in Table 4.15. The results 1ndicated
a difference between preference for and perceived actual
intern consultant method of operétion. The difference was
significant at the .05 level of confidence. The observed
mean score for preference collapsed over interns and consul-
tants and collapsed over repeated measures of theoretical,
initiating, and directiveness was 16.98. The observed mean
score for percelved actual intern consultant method of
operation collapsed over interns and consultants and col=-
lapsed over repeated measures of theoretlical, initlating,
and directiveness was 17.36. The value of this finding can
be understood by an 1lllustration.

In Illustration 4.9 the mean scores of preference for
and perceived actual intern consultant method of operation

on a continuum collapsed over theoretical, initliating, and
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TABLE 4.15.--F Test Result from the Analysis of Variance for
Preference and Perceived Actual Intern Consul-
tant Method of Operatilon.

Sums Degrees
of of Mean F
Source of Varlance Squares Freedom Squares Ratlo

E. (Preference and Per-

ceived Actual) 18.02 1 18.02 10.01%
E.P. (Preference and

Perceived Actual

across Palred In-

terns with Con-

sultant) 70.30 39 1.80

#3ignificant at the .05 level of confidence.

ILLUSTRATION 4.9.--Mean Scores of Preference for and Per-
celved Actual Intern Consultant Method
of Operation Collapsed over Theoretical,
Initiating, Directiveness, and Subjects.

Theoretical, Consultant Pra¢tical, Intern Initi-
Initiating, Directlvenes: ating, Indirectiveness
Preference Perceived Actual
5 15 | I 25

KEY: #Difference between means significant at .05 level
of confidence.
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directiveness and subjects are presented. The theoretical,
consultant initiating, and directiveness end of the con-
tinuum 1is characterized by low mean scores. The practical,
intern 1inltlating, and indirectliveness end of the continuum
is distinguished by high mean scores. The balance of pre-
ference for and percelved actual mean scores were weighted
toward the practical, intern initlating, and indirectlveness
end of the continuum. The orientation in both the case of
preference for and percelved actual intern consultant method
of operation tended toward practical, intern lnitiating, and
indirectiveness, however the most llikely consultant method
of operatlon tended more in this dlirection than that pre-
ferred by both interns and consultants. The difference was
significant at the .05 level of confldence.

The F test result from the analysls of variance for the
main effect of consultant method of operation is found in
Table 4.16. A significant difference at the .05 level of
confidence was found between theoretical, initiating, and
directiveness consultant method of operation. To determlne
the specific variable(s) responsible for this significance,
the observed mean scores for the three modes of consultant
operatlion are presented 1n a table.

The rank order of mean scores for intern consultant
method of operation combining the scores of intern and con-
sultant preference and perceived actual are displayed in

Table 4.17. The mean score of intern initiating is greater
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TABLE 4.16.--F Test Results from the Analysis of Varlance
for Intern Consultant Method of Operation.

Sums Degrees
of of Mean F

Source of Varlance Squares Freedom Squares Ratio
M. (Theoretical,

Initiating,

Directiveness

Method of

Operation) 436.99 2 218.50 31.59#%
MP. (Theoretical,

Initiating,

Directiveness

Method of

Operation and

Paired Interns

with Consultant) 539.50 78 6.92

¥Significant at the .05 level of confidence.

TABLE 4.17.--Rank Order of Mean Scores for Intern Consultant
Method of Operation by Combining Scores for
Intern and Consultant Preference and Perceived

Actual.

Repeated Method Comblined
Rank Measure in of Mean
Order the Deslgn Operation Score
1. M2 Intern Initiator 18.45
2, Ml Practicalness 16.91

3. M3 Indirectiveness 16.16
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than practlcalness and indirectiveness. The scores of prac-
ticalness and indirectiveness appear closer together than
the mean for intern initiator. The mean score for intern
initlator 1s significantly greater at the .05 level than the
means for practicalness and lndlrectiveness. Both interns
and consultants were in greatest agreement on the intern
consultaﬁt allowing interns to initiate action to solve
classroom problems. This findiné is presented in a graph in
the T.M. flrst order interaction discussion to follow.

The F test result from the analysis of variance for
the T.M. (Interns and consultants within repeated measures
of theoretical, initiating, and directiveness) and T.M.P.
(Interns and consultants within repeated measures across
pairs of interns with consultant) first order interaction

is presented in Table 4.18.

TABLE 4.18.--F Test Results from the Analysis of Varlance
of Interns and Consultants Combined Prefer-
ence and Perceived Actual Intern Consultant
Method of Operation within Repeated Measures.

Sums Degrees
of . of Mean F
Source of Variation Squares Freedom Squares Ratio

T.M. (Interns and Con-

sultants within

Repeated Measures) 88.13 2 44,06 7.30%
T.M.P. (Interns and

Consultants Within

Repeated Measures

across Palred

Interns with

Consultant) yri.14 78 6.04

%®Significant at .05 level of confildence.
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Differences were found between interns and consultants with-
in repeated measures. These differences were significant
at the .05 level of confldence.

Table 4.19 contains the mean scores for interns and
consultants collapsed across preference and perceived actual
wlthin the repeated measures of theoretical, initiating, and
directiveness of intern consultant method of operation.
Interﬁ teachers' mean score of combined preference and per-

celved actual were higher on the elements of M1 and M3 than

consultants. This indicated that interns preferred consul-
tants to be practical and indirectlive in thelr method of
operation.

The table also contalns differences i1n means and the
post-hoc comparison test results for the observed means.
Inspection of the confidence interval for "iniltiating con-~
sultant method of operatlion" indicates a sizeable differ-
ence between mean scores. This difference 1s significant
at the .05 level of conflidence. The differences between
mean scores of interns and consultants on theoretical
orientation and on directiveness in consultant method of
operation were tested and no significant difference was
found between them.

In Illustration 4.10 the first order interaction
effect for T.M. (Interns and consultants mean scores on
repeated measures of theoretical, initiating, and direc-

tive consultant method of operation) is depicted in
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TABLE 4.19.--Mean Scores of Intern Teachers and Intern
' Consultants for Theoretical, Initiating, and
Directness 1n Intern Consultant Method of
Operation, Differences of Mean Scores, and
Post-Hoc Comparison Test Results.

Subjects Repeated Measures of Intern Con-
sultant Method of Operation

Theoretical Initiating Directiveness

Ml M2 M3
Intern Teachers 17.3 17.9 16.4
T
1
Intern Consultants 16.6 19.1 15.9
T
2
Difference of Mean T - 1.2% .5
Scores

Tested by Yg = * 1.12, #Significant at the .05 level of
confidence.
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ILLUSTRATION 4.10.-~Pirst Order Interaction Effects for
Intern Teachers and Intern Consultants

Mean Scores on Repeated Measures.

19.5 +
19.0 +
Combined Mean Scores 18.5 +
for Preference and .
Percelved Actual 18.0 +
17.5 +
17.0 +
16.5 + T1 Intern Tea-
chers”
16.0 +
T2 Intern Con-
15.5 + sultants
15.0 +
-
O 1 | e
| L ]
*
Ml M2 M3
Theore- Initia- Directive
tical tive

¥Significant at the .05 level of confidence.
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graph form. The differences between interns' and consul-
tants' mean scores are visibly pronounced. The real meaning
of these differences are presented in the illustration be-
low.

Mean scores of intern teachers and intern consultants
on the initiating continuum combining preference and per-
celved acfual Intern consultant method of operation are
presented in Illustration 4.11. Inspection of the confidence
interval indicates the mean for consultants was higher than
the mean for intern teachers. The mean scores for both
interns and consultants were welghted toward the intern
initiates end of the continuum. The interval between in-
tern and consultant mean scores was large. Thils indicates
that intern consultants preferred to allow intern teachers
to initliate action toward the solution of the problem situa-
tlons presented on the Intern Consultant Inventory. Intern
consultants not only preferred this but perceived interns
initiating action more frequently than consultant initia-
tion of action. 1Intern teachers preferred and percelved
interns actually lnitlating the action toward the solution
of the problems presented but not to the degree of intern
1nitiat1ng action preferred and perceived by lntern consul-
tants. |

Table 4.20 contains the result of the F test from the
analysis of variance for the E.M. (Preferred and Perceived

Actual within Repeated Measures of Theoretlical, Initiating,
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ILLUSTRATION 4.11.--Mean Scores of Intern Teachers and Intern
Consultants on the Initiating Continuum
Comblning Preference and Perceived Actual
Intern Consultant Method of Operation.

Consultant Initiates 1.20% Intern Initiates
or Takes Action or Takes Action

P =

Interns Consultants

5 15 l 25

17.9 19.1

_ 1152*
Confidence
Interval

observed difference in mean scores between
interns and consultants.
¥1.12 = 95 percent confidence interval of Wg test.

KEY: #¥1.20

TABLE 4.20.--F Test Result from the Analysis of Variance of
Preference and Perceived Actual Theoretical,
Initiating, and Directiveness in Intern Con-
sultant Method of Operation.

Sums Degrees
of = - of Mean F
Source of Variation Squares Preedom Squares Ratlo

E.M. (Preferred and Per-

ceived Actual within

Repeated Measures) 1204.53 2 602.27 218.88%
E.M.P. (Preferred and

Perceived Actual

within Repeated

Measures across

Paired Interns

with Consultant) 214,63 78 2.75

¥Significant at the .05 level of confidence.
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and Directiveness) and E.M.P. (Preferred and Perceived
Actual within Repeated Measures across Paired Interns with
Consultant) flrst order interaction effects. Differences
were found between preference and perceived actual consul-
tant method of operation within the repeated measures in
the deslgn of thls study. The differences were éignificant
at the_.OS level of confidence.

The mean scores of preference and perceived actual
intern consultant method of operation collapsed across in-
terns and consultants for repeated measures are found in
Table 4.21. Differences between means and post-hoc compari-
son test results are also included in this table. Inspec-
tion of the confidence interval indlicates differences between
mean scores of preference and perceived actual theoretical
orientation and directiveness of intern consultant method of
operation. These differences were significant at the .05
level of confidence.

Illustration 4.12 presents the first order interaction
effects for E.M. (Preferred and Percelved Actual Intern Con-
suitant method of operation within Repeated Measures) in
graph form. The dlfferences between mean scores for theore-
tical and difective intern consultant method of operation

are visibly pronounced.
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TABLE 4.21.--Mean Scores of Preference for and Perceived
‘ Actual Theoretical, Initiatling, and Directive
Intern Consultant Method of Operation, Differ-
ences of Mean Scores, and Post-Hoc Comparilson
Test Results.

Categories Repeated Measures of Intern Consultant
Method of Operation
Theoretical Initliating Directiveness

Preference 18.4 18.7 13.8

E

1

Perceived 15.4 18.2 18.5
Actual E2 ‘
Differences of 3.0% .5 - 4, 7%

Mean Scores

Tested by ¥g = 1.11, *Significant at the .05 level of
confidence.
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ILLUSTRATION 4.12.~-~First Order Interaction Effects for
Preference for and Perceived Actual
Theoretical, Inltlating, and Directive
Intern Consultant Method of Operation.

Combined Mean Scores 20.OWL
for Interns and
Consultants 19.5 +
1910 T
18.5 1 E, Per-
4 ceived
18.0 Actual
17.5 1
17.0 +
16‘5 T
16.0 ¢+
15'5 +
15.0 +
Ml = Theoretical
14.5 +
M2 = Initiative
14.0 +
M3 = Directive
13.5 1 E, Pre-
¥Significant at 13.0 + ference
the .05 level &
of confidence. .
° s e e
M, * M M_#*
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Mean scores of preference for and perceived actual
theoretical intern consultant method of operation are pre-
sented on the theoretlcal-practical continuum in Illustration
4.13. Low mean scores on the continuum indlicate a theoreti-
cal orientation while high mean scores characterize a practi-
cal approach in consultant method of operation. Together,
interns and consultants preferred a more practical approach
in infern consultant method of operation but they reported
they actually perceived a more theoretical approach. This
difference 1n mean scores was significant at the .05 level
of confidence. Finally, both mean scores, preference for
and perceived actual, tended toward the practical end of the
continuum indicating both a preference for and a perceived

actual practicalness in intern consultant method of operation.

ILLUSTRATION 4.13.--Mean Scores of Preference for and
Percelved Actual Theoretical Intern
Consultant Method of Operation on
the Theoretical-Practical Continuum.

Theoretical 3.00% Practical
Pg;ceived Preferred
Actual I
5 : 15 | I 25
15.u 18-’4
1.11#
Confidence
Interval

KEY: #3,00 = observed difference between mean scores of
preferred and percelved actual. N
%#1.11 = 95 percent confidence interval of ¥g test.
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Mean scores of preference for and perceived actual
directiveness in intern consultant mefhod of operation are
presented on the direct-indirect continuum in Illustration
4,14, Low mean scores on the contlinuum indicate directive
intern consultant method of operation and high mean scores
deplct in@irect intern consultant method of operation. Both
interns and consultants indicated they preferred directive-
ness ih consultant method of operatlon. They wanted intern
consultants to prescribe, insist on speciflc steps for the
intern to take, or the consultant should tell the intern
how to solve the problems presented, at least to a greater
degree than they percelved the consultants' most likely
method of operation. Both interns end consultants perceived
the consultants' most likely behavior as belng indirective;
that 1is, a}lowing the intern to 1dentify procedures whille
the consultant asks questions to sharpen the focus upon
the problem and alternative solutions but the intern would
decide how to solve the problem presented.

In Table 4.22 the F test result from the analysis of
variance for the T.E.M. second order interaction effect is
presented. Interns and consultants expressed preference
and perceived actual consultant method of operation inter-
acted. This interaction effect was significant at the .05
level of confidence. A rank order of the mean scores for
these variables 1s presented in table form to clarify the

meaning of this interaction effect.
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ILLUSTRATION 4,14.--Mean Scores of Preference for and
Perceived Actual Directive Intern
Consultant Method of Operation on
the Dlrect-Indirect Continuum.

Direct 4, 70% Indirect
Preferred Perceived Actual
5 . | 15 | 25
13.8 18.5
1.11%
Confidence
Interval

KEY: #4.70 = observed difference in mean scores between
preferred and percelved actual. ~
95 percent confidence interval of ¥Yg test.

*¥]1.11

TABLE 4.22.--F Test Result from the Analysis of Varlance for
Interns and Consultants Preference for and Per-
ceived Actual Intern Consultant Method of

Operation.

T

Sums Degrees
of of
Squares Freedom

Mean F

Source of Varlation Squares Ratio

TEM. (Interns and Con-
- sultants and pre-
ference and per-

celved actual
consultant method
of operation)

TEMP. (Interns and Con-
sultants and prefer-
ence and percelived
actual consultant
method of operation
and paired Interns
with consultant)

99.60 2 49.80 19.94%

194,80 78 2.50

*Significant at the .05 level of confidence.
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The rank order of lnterns and consultants preference
for and perceived actual intern consultant method of opera-
tion is presented in Table 4.23. The significant (at the
.05 level of confidence) second order interaction effect may
be interpreted by the presentation of data in Table 4.23.
Interns expressed preference for consultant method of opera-
tion that was: (1) practical, (2) allowed the intern to
initiate action toward the solution of problems, and (3)
directive. However, interns perceived the consultant method
of operation as actually: (1) indirective, (2) allowing
interns to initiate action, and (3) practical in orlentation.
On the other hand, intern consultants preferred to: (1)
allow interns to initiate action to solve problems, (2) be
practical in dealing with intern's problems, and (3) be
directive in working with interns. Consultants perceived
themselves as being actually: (1) indirective, (2) allowing

for intern initiative, and (3) theoretical in orientation.



TABLE 4.23,--Rank Order of Interns and Consultants Preference for and Perceived Actual Intern Consultant

Method of Operation.

Rank Preference Percelved Actual
Order
Intern Teacher Intern Consultant Intern Teacher Intern Consultant
Method of Mean Method of . Mean Method of Mean Method of Mean
Operation Score Operation Score Operation _ Score - Operation Score
1 Practicalness 18,2 Intern Initia- 19.4 Indirective- 18.2 Indirective- 18.8
(M.) tive (M) ness (M,) ness (M,)
1 ' 2 3 3
> Intern Intia- 18.1 Practicalness 18.6 Intern Intitia- 17.7 Intern Initia- 18.7
tive (M,) (M) tive (M,) tive (M,)
2 1 2 2
3 Directiveness 14,7 Directiveness 13.0 Practicalness 16.4 Theoretical- 14.5
(M3) (MB) (M) ness (M,)

gST



CHAPTER V
SUMMARY, CONCLUSIONS, AND IMPLICATIONS

Chapter V is organized in five sections. The first
sectioh is a summary of the result. Limitations of the
study aré presented in the second section, followed by the
conclusions. The implications of the study are discussed
in the fourth section. The final section contalns the im-

plications for future research.

Summary
The analysis of the hypotheses in thils study were

examined with the followling results:

Hypothesis Results
l. There 1s no difference of mean Rejected.

scores between 1intern teachers
and intern consultants in the
Michigan State University
Elementary Intern Program on
preference for selected intern
consultant tasks on the Intern
Consultant Inventory.

2. There is no difference of mean Rejected.
scores between intern teachers
and intern consultants 1in the
Michigan State University
Elementary Intern Program on
percelived frequency of selected
intern consultant tasks on the
Intern Consultant Inventory.

159



160

There is no difference of mean
scores between intern teachers
and intern consultants in the
Michigan State Unilversity Ele-
mentary Intern Program on pre-
ference for a theoretical
approach 1n intern consultant
method of operation on the
Intern Consultant Inventory.

There 1s no difference of mean
scores between intern teachers
and intern consultants 1n the
Michigan State University
Elementary Intern Program on
perceived actual theoretlcal
approach in intern consultant
method of operation on the
Intern Consultant Inventory.

There 1s no difference of mean
scores between intern teachers

and intern consultants in the
Michigan State University
Elementary Intern Program on
preference for initiating intern
consultant method of operation

on the Intern Consultant Inventory.

There is no difference of mean
scores between intern teachers
and intern consultants 1n the
Michigan State Unlversity
Elementary Intern Program on
percelved actual initlating
intern consultant method of
operation on the Intern Consul-
tant Inventory.

There 1s no difference of mean
scores between lntern teachers
and intern consultants 1n the
Michigan State University
Elementary Intern Program on
preference for directiveness
in intern consultant method

of operation on the Intern
Consultant Inventory.

Fail to reject.

Rejected.

Fail to reject.

Fall to reject.

ReJected.
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8. There 1s no difference of mean Fail to reject.
scores between intern teachers
and intern consultants in the
Michigan State University
Elementary Intern Program on
percelved actual directiveness
in intern consultant method of
operation on the Intern Consul-
tant Inventory.

Findings Regarding Selected
Intern Consultant Tasks

Further exploration of the data generated by the Ana-

lysis of Variance procedure indicated that:

1. In every case intern consultants mean scores were
greater than interns preference for each
selected consultant task.

2. Significant differences (at the .05 level of con-
fidence) were found on five of the six selected
consultant tasks when preference and frequency
scores were comblined, with consultants indicat-
ing higher means. Those five were (1) classroom
management, (2) planning for learning, (3) evalu-
ating learning, (U4) analyzing teaching, and (5)
supportative behavior.

3. The reactions of interns and consultants were
found to be most nearly alike on the conditions
of learning task. Thils category included such
items as:

a. The consultant helps the intern realize that
the childs' ability to learn 1s closely

related to the childs' self concept.
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b. The consultant helps the intern select learning
materials specifically for a particular pupils'
needs.

c. The consultant encourages the intern to ad-
Just his teachling to the interests, maturilty,
and experientlal background of the learner.

d. The consultant poilints out examples of child

growth and development to the intern within

the interns' classroom.

Both, interns and consultant, expressed greatest pre-

ference for the above-stated consultant behaviors. The two

groups also indicated that these consultant behaviors

occurred with the greatest frequency.

b,

The greatest difference (significant at the .05
level of confidence) between mean scores of
interns and consultants was found on the evalu-
atlion of learning task. Thils category included
such ltems as:

a. The consultant helps the intern interpret
information within the childs' cumulative
records.

b. The consultant helps the intern interpret
a chllds' standardized test results.

c. The consultant aids the 1intern to inventory
the intern's class to determine 1lnterests,
problems, strengths, self-concepts, and

attitudes,
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d. The consultant helps the intern to dlagnose
_ individual and class learning difficulties.
The findings reveal that consultants preferred thils task
second highest of the six tasks. The interns breferred
this category fifth. Both, interns and consultants indi-
cated these behaviors occurred with moderate frequency.
5. When the mean scores for interns and consultants
| were combined and the varlables of preference and
frequency examined, the following results were
noted:

a. across each category of intern consultant
tasks the mean scores for preference was
always greater than the mean score for per-
celved frequency. All of these differences
in mean scores were significant at the .05
level of confidence.

b. the greatest difference between preference
and frequency occurred on the planning for
learning task.

c. the planning for learning task included the
following items:

1. The consultant helps the intern plan
and set behavioral goals for instruc-
tional experiences.

2. The consultant provides the intern with

new ideas for lessons and units.
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The consﬁltant helps the intern locate
and select appropriate instructional
materials.

The consultant recommends specific
methods of teaching for the interns'

implementatlion.

the planning for learning task was preferred

second highest but was percelved with least

frequency of any consultant task.

the analyzing teaching task was preferred

least and was perceived to occur infrequently.

the analyzing teaching task included the

following items:

l.

The consultant uses qQuestlons which subtly
point out the intern's teaching weaknesses.
After demonstrating a teaching technique
the consultant discusses and analyZzes that
method with the intern.

The consultant provides evaluations for
the intern that promote self-direction.

The consultant follows the classroom
observation with a written critique of

the interns' teaching.

preference for the classroom maﬁagement task

was low but this task was frequent in occur-

rence.
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When the mean scores of preference for and fre-

quency of selected consultant tasks were prank

ordered, the following results were recorded:

a. 1little difference was observed between interns'
and consultants' perception of frequency of
occurrence.

b. 1interns and consultants differed greatly on
thelr expressions of preference. |
1. both preferred conditions of learning

higher than all other tasks.

2. interns preferred the analyzing teaching
task fourth, contrasted wilth consultants
preference of sixth. This task was per-
celved as occurring less frequently than

any other selected consultant task.

Findings Related to Intern

Consultant Method of

Operation

Further examination of the data generated by the

Analysis of Varlance 1indicated the followling:

1.

Interns' and consultants' mean scofes of prefer-
ence for and percelved actual consultant method
of operation were weighted toward the intern ini-
tiating, practical, and indirectiveness end of the
continuum. However, the most likely consultant
method of operation tended more in this direction

than that preferred by both Interns and consultants.
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This difference was signiflcant at the .05 level
of confidence.

Both, interns and consultants, were in greatest
agreement that the intern consultant should .allow

interns to initiate actlon to solve classroom

problems.

Intern teachers preferred and perceived interns
actually initlating the action toward the solu-
tion of classroom problems bﬁt not to the degree
preferred and perceived by intern consultants.
This difference in degree of actuation was signi-
ficant at the .05 level of confildence.

Taken together, interns and consultants preferred
a practical approach in intern consultant method
of operation but they reported that they actually
percelved a more theoretical approach. This
difference between preference and percelved actual
was significant at the .05 level of confidence.
Interns and consultants indicated that they pre-
ferred directiveness in consultant method of
operation. However, the most frequently percelved
aétual consultant method of coperation was indirec-
tive. The difference between mean scores was
significant at the .05 level of confidence.
Interns expressed preference for consultant method

of operation that was (1) practical, (2) allowed
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the intern to initlate actlon toward the solution
of problems, and (3) directive. |

7. Interns perceived consultant method of operation
as actually: (1) practical in orientation, (2)
allowing interns to initiate action, and (3) in-
directive.

8. Consultants, on the other hand, preferred to:
(1) allow interns to initlate action to solve
problems, (2) be practical in dealing with interns'
problems, and (3) be directive in working with
interns.

9. Consultants percelved themselves as belng actually:
(1) allowlng for intern initiative, (2) theoretical

in orientation and (3) indirective.

Limitations of the Study

Limitations must be evaluated to determine the general-
izability of the findings to other population groups. Limit-
ations of the present research are discussed relative to the
population of the study and the exploratory nature of the
study.

Liglgatgggs Related to
the Population

The research was conducted in the elementary teaching
internship program of one university and utilized ten off-
campus teacher educatlon centers. Michigan State University

has the largest teacher education program in the United States.
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The Elementary Intern Program 1s the largest undergraduate
four-year teacher internshlp program in the nation. Approxi-
mately nine-tenths of the elementary intern teachers in E.I.P,.
participated in this research study during the Spring Term,
1969. All intern consultants participated. To the extent
that the E.I.P. 1s representative of other internship pro-
grams ;n the larger unlverse of teacher educatlion, generaliza-
tions derived from this study are appllicable. The results
obtained may not be generalizable to other settings without
replication.

Limitations Related to the

Exploratory Nature of
the Study

A review of the literature revealed no previous research
which had focused upon perceptions of intern teachers and
thelr supervisors for the type of supervision provided to
interns. Therefore, measures constructed for thils study
represented an initlal attempt to assess preference for super-
visory assistance afforded beginning teachers. The extent to
which the instrument provided valid and reliable measures of

perceptions limit the conclusions drawn.

Conclusions of the Study

Within the limitations of this study, the followling
conclusions were supported:
l. Intern consultants expressed a higher preference

for each selected consultant task than elementary
intern teachers.
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Intern consultants expressed a greater frequency
of occurrence for each selected consultant task
than elementary intern teachers. Consultants
percelived interns recelving greater assistance
with greater frequency than interns.

Both interns and consultants prefer practical-
ness in intern consultant method of operation.
When lnterns experlence problems they desire
assistance which suggests particular procedures
that have worked in the past. Consultants

‘prefer to give practical alternative solutions

to interns' teaching problems.

Consultants perceived thelr method of operation
as theoretically based while interns percelived
consultant assistance as practlcal. Interns
preferred and perceived themselves receiving
practical consultative assistance. Consultants,
however, preferred to be practical but percelved
themselves as being theoretical (examining
underlying education theory before considering
specific action.)

Interns and consultants prefer a consultant
method of operation that allows interns to ini-
tiate action toward the solution of problems. -
Both groups feel that the intern learns best by
actual involvement in the solutlion of teaching
problems. Interns perceive themselves as
responsible for solvling their problems while the
consultants' responsibillity 1s to provide the
autonomy for them to do so.

Interns and consultants perceived consultants as
encouraging interns to initiate actlion in problem
situations. Both groups prefer and perceive
interns initiating solutions to intern teaching
problems.

Interns and consultants prefer directiveness
(consultant prescribing, insisting on specific
steps, telling the intern what to do) in con-
sultant method of operation. Consultants pre-
fer to be more directive than interns prefer
consultants to be.

Both interns and consultants perceilved the con-
sultant method of operaticn as actually indir-
ective (during discussion the intern identifies
procedures, the consultant asks questions).
Consultants do not prescribe, insist and tell
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interns what to do in actual practice, rather
they probe by questioning the origin, des-
eription, and solution to interns' problems.

9. Interns and consultants want consultants to
assist interns with planning. Yet, interns
and consultants perceived interns recelving the
least assistance with planning than any other
selected consultant task. Interns desire help
with planning and are not recelving this
~asslistance.

10. The analysls of teachlng task was preferred

: highly but was perceived to occur with 1little
frequency. Interns want: (1) help 1in analyzing
their teaching weaknesses, (2) to be involved
in analyzing demonstration lessons, (3) consul-
tant evaluations, and (4) written observation
notes left by consultants. Interns are not
recelving this kind of assistance very frequent-
ly. Consultants do not prefer nor do they
percelve themselves extending thls assistance
to interns.

Implications of the Study

The investigation of supervisory techniques preferred
and actually experienced by intern teachers suggests several
implications. These implications are drawn from the conclu-~
sions of the study.

Beginning or ilntern teachers hold a set of expectations
for supervisoral behaviors that are helpful in improving their
teaching. Beglnnling teachers need to know what services they
can reasonably expect from their supervisor or consultant.

On the other hand, the consultunt or supervisor needs to be
aware of the beginner or intern expectations for supervision.
Understanding such expectations could cause certain super-
visoral behaviors to be emphasized while others could be

modified or eliminated.
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Findings sf thils study indlicated that intern consul-
tants expressed both a greater preference for, and percelved
greater frequency of occurrence of selected consultant tasks
than intern teachers. These findlngs are similar to the

findings reported by Smith.l

This tends to imply that
supervisors have an 1nflated perception of the importance

and value of thelr role or that supervisorees have a deflated
percepfion of the importance and value of their supervisors'
role. The reasons for thils phenonema are not understood.

The findings of this study suggest that, for the most
part, consultants are providing interns with helpful assist-
ance desired by interns. However, two qualifications to this
conclusion seem warranted. First, intern consultants may not
be providing interns with adequate help in planning. And
secondly, interns may not be receiving sufficient assistance
with analysis of teaching. Further exploration of these two
consultant tasks could provide more definitive information.

Certainly the bl-annual in-service consultant workshops could

focus their attention upon these topics.

Implications for Further Research

This exploratory study was designed to analyze selected
aspects of the intern consultant role. The focus was upon
the intern-intern consultant professional relationship as the

intern consultant sought to assist the intern in becoming an

lSmith, Sandra N., op. cit.
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elementary school teacher. Further research 1s neéded to
clarify this relationship. Replication of this study would
provide comparative data of expectatlions held by interns and
consultants over time.

This study pointed out the need to investigate in
greater detall how a supervisor asslsts a beginning teacher
to plan. Planning for instructlon is of fundamental import-
ance ih effectlive teaching. What techniques are used by
intern consultants in helping interns to plan for instruc-
tion? Why was help in planning experlienced so infrequently
by interns in this study? What skills and prerequisite-
experiences are essential for a consultant to affectively
asslist an intern with planning? Thlis area needs further
examination.

Analysis of teaching should be a primary goal of the
internship year. Yet, a finding of this study indicated
interns and consultants did not percelve thils kind of assist-
ance as occurring with great frequency. Further study 1in
this area seems warranted.

A study of the peripheral advantages to the public
school resulting from the services rendered by intern coﬂsul-
tants should be undertaken. Advantages appear to include
(1) transmission and cross-~fertilization of ideas on both an
inter- and intra-school and an inter-school district and
intra~school district basis, (2) involvement and leadership

in curriculum committees, (3) leadership in in-service teacher
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education and workshops, (4) professional assistance to

other teachers in the district, (5) identification and
recrultment of prospective teacher candidates, and (6)
articulation of public school-professional-university involve-
ment in teacher education.

Desqriptive studles are needed which would compare and
contrast the supervising teacher, helplng teacher, and intern
consulfant roles. How are these role§ alike? How are they
different? What expectations do role occupants and those
directly effected by the roles hold for the role?

A study of individual intern consultant style of super-
vision 1s needed. Such a study would provide in-depth des-
criptive accounts of (1) the way the intern consultant
establishes the colleague relationship with interns, (2)
how this colleague relationship is maintalined, (3) how the
consultant offers unique and individualized assistance, (4)
how the consultants pace thelr supervisory practice from one
intern to the next, and (5) the consultants' conduct of theilr
intern group monthly seminars. In additlion, content analysis
of the professional dialogue between intern énd consultant
in individual conferences with the intern 1s needed. Analy-
sis of the question types used by the consultant in working
with intern teachers would add to our knowledge individual
consultant style.

A study is needed of the intern "family seminar." The

term "family seminar" refers to periodic meetings on an
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informal basls between intern consultant and the five or six
interns assigned to that consultant. The toplcs for discus-
sion and analysis are varied and cover the spectrum of prac-
tical, real-life classroom problems experienced by intern
teachers for the first time. In at least one intern center,
the "family seminar'" has been incorporated 1nfo the intern
teachers mbnthly schedule. The interns are released from
their classroom responsibilities to attend and participate
in the "family seminar" one half day per month. The "familly
seminar" concept 1s a promising recent innovation in the
E.I.P. design. The benefits appear to be (1) objJective
analysis of real classroom problems, (2) providing interns
with a mental cartharsis of problems and frustrations atten-
dent to teaching, (3) sharing of practical procedures, new
ideas, and new programs, (4) "bring" and "brag" sesslons
where interns relate positive instances of thelr teaching,
and (5) the provision of positive feedback from the interns'
peers. Intern problems are discussed with openness and
candor, seldom 1f ever observed in individual school faculty
meetings. The problems analyzed include professional growth,
individual pupll learning problems, inter and intra-faculty
relationships, school policy, discipline techniques, and
scores of others. An investligation of the toplecs ralsed and
the analytic problem solving process used could shed light

on the professionalization of the elementary school teacher.
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Descriptlive materials need to be collected concerning
problems experienced by new intern consultants. Center
directors could encourage new consultants to maintain a log,
Journal, diary, or running account of questions they have
concerning thelr professional relationship with interns.
Such materials could be used to plan the éelection, orlenta-
tion, and in-service educatlon procedures of intern consul-
tants.

A survey study by the E.I.P. staff could be undertaken
to investigate the reasons why students are identifying with
the program. Are students' reasons for identifying with the
program related to the program's purposes? Are students
attracted to the program by the (1) paid stipend, (2) conveni-
ence of residing in or near the home community, (3) acceler-
ated classroom experience (actual teaching one year sooner
than a regular program), (4) supervision provided by the
intern consultant, or (5) are there other reasons?

A longitudinal study should attempt to determine what
changes in interns occur over the first year. There appear
to be discernible stages in growth as the intern gains in
experience and confldence. Many interns pass through a
survival stage of day-to-day lesson plans, concern for con-
trol and maintainance of order. Frequently this stage ends
before Christmas and is followed by an experimental stage in
which every new idea to come along is tried. This stage may

be followed by a routine or doldrum stage during March and
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April. The names of these stages may be flctiecious but
observant and analytic consultants have suggested there are
definite and observable stages in intern teaching. These
stages necessitate different need patterns for supervision
by consultants as the year develops. Thls presents a new

and promising avenue for further research.
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APPENDIX I: Map of Michigan Indicating Michigan State University
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Dear Intern - Intern Consultant:

Your cooperation is requested in our attempts to conduct

E.1,P, réaearch.

Your participation in this program during this school year has
provided you with unique experiences. Your responses to this instru-
ment will enable us to draw conclusions and make generalizations

about E.I.P, which we could not do without your involvement,

We appreciate your cooperation and participation in this pro-
ject. We will be pleased to send you a summary of the reaction
results if you desire. The success of this inquiry is wholly
dependent upon your completing the entire questionnaire, All
information will be held in the strictest confidence and will not

be reported either by individuals or by centers.
Thank you very much for your help.

Sincerely,

Gerald Imman
Thomas Fitch
Former Intern Consultants



INTERN REACTIONNAIRE - Part I

INSTRUCTIONS:

1, Place your name and student number on the answer sheet.

2, On the answer sheet where it asks for course name, place your maiden
name 1f appropriate.

3. For item numbered 1 on the answer sheet select one of the following:

A, Single ‘B. Married C. Separated D, Divorced E. Widow or Widower
4, The information obtained on this reactionmaire will be held in the

strictest confidence. It will pot be reported to school or college

administrators, center coordinators, or intern consultants.

5. On the following pages, you will find a number of descriptive statements
of intern consultant behavior,

6. Read each statement carefully.

7. Below each descriptive statement are two scales, please respond to each,

8, The first response acale, under each descriptive statement, will allow
you to indicate whether or not you prefer that particular consultant

behavior.

9. The second response scale, under each descriptive statement, will allow
you to indicate the frequency of occurrance for that specific behavior,

EXAMPLE

Descriptive statement - The consultant encourages the intern to
be consistant regarding pupils behavior and academic standards.

9%4)__A __B c D _E
Definitely Very highly
not preferred preferred
behavior behavior

95) A B C _D _E
Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

After carefully reading the statement, select the letter on the first scale
that most closely approximates your feeling of preference. On_the answer
she:t mark the letter that corresponds with your selection for each numbered
scale,

10. Please respond to each item as it would apply to your specific intern
consultant not to intern consultants in general.



The consultant helps the intern interpret information within the child's

cumulative records.

2, A B C D E
Definitely Very highly
not preferred preferred behavior
behavior
3. A B C D E
Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant helps the intern plan and set behavioral goals for instructional

experiences.
4, A B Cc D E
Definitely Very highly
not preferred preferred behavior
behavior
5. A B C D E
Never Occurs Occurs Occurs Occurs
occurs yearly weekly daily

monthly

The consultant suggest various seating arrangements for alternating traffic
flow, group project work space, and distribution of materials.

6. A B C D E o
Definitely Very highly
not preferred preferred behavior
behavior
7. A B C D E
Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant aids the intern to organize for future events (school calendar,

holidays, parent conferences).

8. A B C D E
Definitely Very highly
not preferred preferred behavior
behavior
9. A B C _D E
Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily




The consultant uses questions which subtly point out the intern's teaching
weakness.

10. A B C D E
Definitely Very Highly
not preferred preferred
behavior behavior

11. A B C D E

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant helps the intern realize that a child's ability to learm is
closely related to the child's self concept.

12, A B C D E
Definitely Very Highly
not preferred preferred
behavior behavior

13. A B C D E

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant provides the intern with new ideas for lessons and units.

14, A B C D E
Definitely Very Highly
not preferred preferred
behavior behavior

15, A B c D E

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant helps the intern locate and select appropriate instructional
materials,

16. A B C D E
Definitely Very Highly
not preferred preferred
behavior behavior

17, A _B C D _E

Never Occurs Occurs Occurs Occurs

occurs " yearly monthly weekly daily



The consultant helps the intern
particular pupil's needs.

select learning materials specifically for

18. A B C D E
Definitely Very highly
not preferred preferred
behavior behavior

19. A B C D E

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant is available, on-cg&ll, to the intern after the normal

school day.

20. A B C D E
Definitely Very highly
not preferred preferred
behavior behavior

21. A B C D E

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant urges the intern to give continued attention to ventilation,
lighting, seating, and other physical conditions within the intern's class-

room.

22, A B C D E
Definitely Very highly
not preferred preferred
behavior behavior

23. A B C D E

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant encourages the intern to adjust his teaching to the interests,
maturity, and experiential background of the learner.

24, A B Cc D _E
Definitely Very highly
not preferred preferred
behavior behavior

25, A B C D E

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily
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The consultant helps the intern

to interpret a child's standarized test

results.

26. A B C D E
Definitely Very highly
not preferred preferred
behavior behavior

27. A B C D E_

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant aids the intern to develop within a framework of

professional autonomy and freedom.

28. A B C D E
Definitely Very highly
not preferred preferred
behavior behavior

29, A B C D E

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly

The congultant builds up the intern's ego by emphasizing
personal and professional strengths.

daily

the intern's

30. A B C D E
Definitely Very highly
not- preferred preferred
behavior behavior

31. A B C D _E_

Never Occurs Occurs Occurs Occurs
occurs yvearly monthly weekly daily

After demonstrating a teaching technique the consultant discusses and

analyzes that method with the intern.

32, A B C D E
Definitely Very highly
not preferred preferred
behavior behavior

33. A B C D E

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily



-5 -

The consultant points out examples of child growth and development to the
intern within the intern's classroom.

34, A B C D E
Definitely Very highly
not preferred preferred

35. A B C D E

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant shares with the intern a very close and '"open'" relationship
where each says what they really feel.

36. A B c D E
Definitely Very highly
not preferred preferred
behavior behavior

37. A B c D E

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant recommends specific methods of teaching for the intern's
implementation.

38. A B C D E
Definitely Very highly
not preferred preferred
behavior behavior

39. A B C D E

Never . Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant aids the intern to inventory the intern's class to determine
interests, problems, strengths, self-concepts, and attitudes.

40, A B C D E
Definitely Very highly
not preferred preferred
behavior behavior

41, A B C D E

Never Occurs Occurs Occurs Occurs

occurs yearly monthly weekly daily
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The consultant provides evaluations for the intern that promote self direction.

42, A B C D E
Definitely Very highly
not preferred preferred
behavior behavior

43, A __B C_ D E

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant follows the classroom observation with a written critique of the
intern's teaching.

44, A B C D E

Definitely Very highly
not preferred preferred
behavior behavior
45, A B C D _E
Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant helps the intern to diagnose individual and class learning
difficulties,

46, A B C D _E
Definitely Very highly
not preferred preferred
behavior behavior

47, A : B C D E

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant encourages the intern to establish and maintain a daily, weekly,
monthly, yearly schedule.

48, A _B C D E
Definitely Very highly
not preferred preferred
behavior behavior

49, A B_ c D_ E

Never Occurs Occurs Occurs Occurs

occurs yearly monthly weekly daily



INTERN REACTIONNAIRE - Part II

INSTRUCTIONS

1. On the following pages, you will find six different classroom problem situations to which you are asked to
respond.

2. Read each problem situation carefully,

3. Each problem situation is followed by six different reaction scales. Please respond to each of the six
scales,

4, After carefully reading a problem situation, select the letter on each scale which is your best estimate
or appraisal. On the answer sheet fill in the space that corresponds with your selection for each numbered
sc.}.eo‘
EXAMPLE
Asgume it is the beginning of the school year, you are experiencing difficulty in attending to
the needs of several reading groups simultaneously, . . . in short you lack orgamnization,
IF THIS PROBLEM OCCURRED:

96) How would your consultant

most likely behave? A B c D E
THEORETICAL PRACTICAL
97) Wwhat consultant behavior A B c D E
would you prefer?
Tends to examine Tends to suggest
underlying educarional : particular procedures
theory before consider- which have worked in
ing specific actiom. the past,

5. For the example numbered 96 above, select a letter on the continuum and mark that letter on the answer
sheet,

6. Follow the same procedure for each of the five other scales under each problem situation,



SITUATION ONE

Asgume as an intern you feel that you are weak in diagnosing a pupil's learning difficulty. You wish to
diagnose the pupil's difficulty in arithmetic and plan specific lessons on which will strengthen the pupil's
learning weakness.

IF THIS PROBLEM OCCURRED:

50,

51.

52,

53.

54,

35,

How would your consultant
most likely behave? A
THEORETICAL

E
PRACTICAL

What consultant behavior A

would you prefer?
Tends to examine underlying
educational theory befare

considering specific action,

How would your consultant
most likely behave? A
CONSULTANT

E

Tends to suggest
particular procedures
which have worked in the
past

E
INTERN

What consultant behavior A

would you prefer?
Consultant takes necessary
action.

How would your consultant

‘most likely behave? A

DIRECT

E

Intern takes necessary
action,

E
INDIRECT

What consultant behavior A

would you prefer?
Consultant prescribes;
insists on specific steps;
tells interm.

E

During discussion, interm
identifies procedures;
consultant asks questions.



SITUATION TWO

Assume as an intern you feel something is wrong with the pacing of your lessons during the school day.
There is a lull in the middle of the afternoon. Your intern consultant agrees with this analysis.

IF THIS PROBLEM OCCURRED:

would you prefer?
Consultant prescribes;
ingists on specific steps;
tells intern.

56. How would your consultant
most likely behave? A E
THEORETICAL PRACTICAL
57. What consultant behavior A E
would you prefer?
Tends to examine underlying Tends to suggest
educational theory before particular procedures
considering specific action. which have worked in the
past.
58. How would your consultant
most likely behave? A E
CONSULTANT INTERN
59, What consultant behavior A E
‘would you prefer?
Consultant takes necessary Intern takes necessary
action. action.
60, How would your consultant
: most likely behave? A E
DIRECT INDIRECT
61, What consultant behavior A E

During discussion, intern
identifies procedures;
consultant asks questions,



SITUATION THREE

Assume as an intern you are teaching a science unit to your class. You are experiencing difficulty in
helping children to understand a particular concept.

IF THIS PROBLEM OCCURRED:

62, How would your consultant
most likely behave? A E
THEORETICAL PRACTICAL
63. What consultant behavior A E
would you prefer?
Tends to examine underlying Tends to suggest
educational theory before particular procedures
congidering specific actionm, which have worked in the
’ past,
64, How would your consultant
most likely behave? A E
CONSULTANT INTERN
65. What consultant behavior A E
would you prefer?
Consultant takes necessary Intern takes necessary
action, action,
66, How would your consultant
most likely behave? A E
DIRECT INDIRECT
67. What consultant behavior A E

would you prefer?

Consultant prescribes;
insists on specific steps;
tells interm,

During discussion, intern
identifies procedures;
consultant asks questions.



SITUATION FOUR

Assume that you and your intern consultant have just watch a video~tape replay of a lesson you taught.
In this particular lesson you planned to involve pupils actively. Your directions to pupils were not as
clear and concise as you had hoped.

IF THIS PROBLEM OCCURRED:

would you prefer?
Consultant prescribes;

insists on specific steps;
tells intern,

68. How would your comsultant
most likely behave? A E
THEORETICAL PRACTICAL
69. What consultant behavior A E
would you prefer?
Tends to examine underlying Tends to suggest
educational theory before particular procedures
considering specific actiom. which have worked in the
past.
70. How would your consultant
most likely behave? A E
CONSULTANT INTERN
71. What:consultant behavior A E
' would you prefer?
Consultant takes necessary Intern takes necessary
action, action,
72, How would your consultant
mogt likely behave? = - A E
DIRECT INDIRECT
73. What consultant behavior A E

During discussion, intern

~identifies procedures;

consultant asks questions.



rentention of students.

SITUATION FIVE

Assume that within your intern teaching situation there is not a written or “set" policy related to the

However, only on rare occasions have pupils been retained.

You believe a particular

pupil is emotionally, socially, and intellectually incapable of suceeding in the next grade and therefore

wish to retain the pupil.

conflict.

IF THIS PROBLEM OCCURRED:

74.

75.

76.

17.

78.

79,

How would your consultant
most likely behave? A
THEORETICAL

Your principal maintains that the pupil should not be retained. There is obvious

E
PRACTICAL

What consultant behavior A

would you prefer?
Tends to examine underlying
educational theory before

considering specific action.

How would youf consultant
most likely behave? A

E

Tends to suggest
particular procedures
which have worked in the
past

CONSULTANT
What consultant behavior A
would you prefer?
Consultant takes necessary
action.

How would your consultant
most likely behave? . A
DIRECT

INTERN
E

Intern takes necessary
action.

E
INDIRECT

What consultant behavior A
would you prefer?
Consultant prescribes;

insists on specific steps;
tells intern.

E

During discussion, interm
identifies procedures;
consultant asks questioms.



Dear Intern - Intern Consultant:

Your cooperation is requested in our attempts to conduct

E.I.P. research.

Your participation in this program during this school year has
provided you with unique experiences. Your responses to this instru-
ment will enable us to draw conclusions and make generalizations

about E.I.P, which we could not do without your involvement.

We appreciate your cooperation and participation in this pro-
ject. We will be pleased to send you a summary of the reaction
results if you desire. The success of this inquiry is wholly
dependent upon your completing the entire questionnaire. All
information will be held in the strictest confidence and will not

be reported either by individuals or by centers.
Thank you very much for your help.

Sincerely,

Gerald Inman
Thomas Fitch
Former Intern Consultants



1.

3.
4.

5.

7.

INTERN CONSULTANT REACTIONNAIR - Part I
INSTRUCTIONS:
On the following pages, you will find a number of descriptive statements of
intern consultant behaviors.
Read each statement carefully.
Below each descriptive statement are two scales.
Please respond to each scale.,

The first response, under each descriptive statement, will allow you to
indicate whether or not you prefer that particular consultant behavior.

The second response scale, under each descriptive statement, will allow
you to indicate the frequency of occurrance of that specific behavior.
EXAMPLE:

Descriptive statement - - The consultant encourgges the intern to be consistan
regarding pupils behavior and academic standards.

94) A B C D E
Definitely Very highly
not preferred preferred
behavior behavior

95) A B C . D _E

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly . daily

After carefully reading the statement, sé&lect the letter on the first
scale that most closely approximates your feeling of preference. On

the answer sheet mark the letter that corresponds with your selection

for each numbered scale.

Piease respond to each item as you would most likely behave.



The consultant helps the intern interpret information within the child's
cumulative records,

2, A B C D E_
Definitely Very highly
nat preferred preferred behavior
behavior
3. A B C D E
Never Occurs Occurs Occurs Occurs

occurs yearly monthly weekly. daily

The consultant helps the intern plan and set behavioral goals for instructional
experiences. .

4, A B C D E
Definitely Very highly
not preferred preferred behavior
behavior
5. A B C D _E
Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant suggest various seating arrangements for alternating traffic
flow, group project work space, and distribution of materials.

6. A B C D E
Definitely Very highly
not preferred preferred behavior
behavior '
7. A B C D E
Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant aids the intern to organize for future events (school calendar,
holidays, parent conferences).

8. A B C : D E
Definitely Very highly
not preferred preferred behavior
behavior
9. : A B C D _E
Never Occurs Occurs Occurs Occurs

occurs vearly monthly weekly daily



The consultant uses questions which subtly point out the intern's teaching

weakness.

10. A B C D E
Definitely Very Highly
not preferred preferred
behavior behavior

11. A B C D E

Never Occurs Occurs Occurs Cccurs
occurs yearly monthly weekly daily

The cénsultant helps the intern realize that a child's ability to learw is

closely related to the child's self concept.

12. A B C D E
" Definitely Very Highly
not preferred preferred
behavior behevior
13. A B C D E
Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant provides the intern with new ideas for lessons end units.

14. A B C D E
Definitely Very Highly
not preferred preferred
behavior behavior

15. A B_ C D E_

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant helps the intern locate and select appropriate instructionsal

materials,

16. A B C _D _E
Definitely Very Highly
not preferred preferred
behavior behavior

17. A B C D E

Never Occurs Occurs Occurs Occurs
occurs yearly menthly weekly daily



' The consultant helps the intern select learning materiald specifically for

particular pupil's needs.

« 3 -

18. A B C D E
Definitely Very highly
not preferred preferred
behavior behavior

19, A ) B C D E

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant is available, on-call, to the intern after the normal

school day.

20. A B

C D E
Definitely Very highly
not preferred preferrd
behavior behavior
21. A B C D E
Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant urges the intern to give continued attention to ventilation,
lighting, seating, and other physical conditions within the intern's class-

room.
22. A B C D E
Definitely Very highly
not preferred preferred
behavior behavior
23. A B C D E
Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant encourages the intern to adjust his teaching to the interests,

maturity, and experiential background of the learner.

24, A B C D E
Definitely Very highly
not preferred preferred
behavior behavior

25, A B C D _E

Never Occurs Occurs Occurs Occurs
occursg yearly monthly weekly daily
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The consultant helps the intern to interpret & child's standarized test
results.

26, A B C D E
Definitely Very highly
not preferred preferred
behavior behavior

27. A B C D E

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The corisultant aids the intern to develop within a framework of
professional autonomy and freedom,

28. A B C D E
Definitely Very highly
not preferred - preferred
behavior behavior

29. A B C ' D E

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant builds up the intern's ego by emphasizing the intern's
personal and professional strengths.

30. A B Cc _D_ E
Definitely Very highly
not preferred preferred
behavior behavior

31. A B C D E

Never Occurs Occurs Occurs Occurs
occurs yearly monthly - weekly daily

After demonstrating a teaching technique the consultant discusses and
analyzes that method with the intern.

32. A B C D E
Definitely Very highly
not preferred preferred
behavior behavior

33. A B C D E

Never Occurs Occurs Occurs Occurs

occurs yearly monthly weekly daily
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The consultant points out examples of child growth and development to the
intern within the intern's classroom,

34, A B C D E
Definitely Very highly
not preferred preferred

35. A B C D E

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant shares with the intern a very close and "open" relationship
where each says what they really feel.

36. A _B c D_ _E
Definitely Very highly
not preferred preferred
behavior behavior

37. A _B C D _E

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant recommends specific methods of teaching for the intern's
implementation,

38, A B C D E_
Definitely Very highly
not preferred preferred
behavior behavior

39, A _ B C D _E

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant aids the intern to inventory the intern's class to determine
interests, problems, strengths, self-concepts, and attitudes,

40, _A B _ C D _ E
Definitely Very highly
not preferred preferred
behavior behavior

41, A B C D _E

Never QOccurs Occurs Occurs Occurs

occurs yearly monthly weekly daily
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The consultant provides evaluations for the intern that promote self direction,

42, A B C D E
Definitely Very highly
not preferred preferred
behavior behavior

43, A B C D _E

Never Occurs Occurs Océurs Occurs
occurs yearly monthly weekly daily

The consultant follows the classroom observation with a written critique of the
intern's teaching.

44, A B C D E
Definitely Very highly
not preferred preferred
behavior behavior

45, A B c D E_

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant helps the intern to diagnose individual and class learning
difficulties,

46, A B c _D E
Definitely Very highly
not preferred preferred
behavior behavior

47, A B C D E

Never Occurs Occurs Occurs Occurs
occurs yearly monthly weekly daily

The consultant encourages the intern to establish and maintain a daily, weekly,
monthly, yearly schedule.

48, A _ B C D _E
Definitely Very highly
not preferred preferred
behavior behavior

49, A B c D E

Never Occurs Occurs Occurs Occurs

occurs yearly monthly weekly daily



CONSULTANT REACTIONNAIRE - Part II

INSTRUCTIONS

On the following pages, you will find six different problem situations similar to
those encountered by your interan teacher.

Read each problem situation carefully.

Each problem situation its followed by six different reaction scales,
Please respond to each of the six scales.

After carefully reading a problem situation, select the letter on each scale
which is your best estimate or appraisal. On the answer sheet fill in the space
that corresponds with your selection for each numbered scale,

EXAMPLE

Assume it is the beginning of the school year, your intern is experiencing
difficulty in attending to the needs of several reading groups simultaneously,
e « o in short the intern lacks organization.

IF THIS PROBLEM OCCURRED WHAT WOULD BE YOUR:

96) Most likely behavior A B C D E
THEORETICAL , PRACTICAL
97) Preferred behavior A B c D E
Tend to examine During discussion,
underlying educa- intern identifies
tional theory be- procedures; sonsul-
fore considering tant asks questions,

specific action,

For the example numbered 96 above, select a letter on the continuum and mark that
letter on the answer sheet.

Follow the same procedure for each of the five other scales under each problem
situation,



SITUATION TWO

Assume your intern feels that something is wrong with the pacing of the intern's lessons during the school
day. There is a lull in the middle of the afternoon, You agree with this analysis,

IF THIS PROBLEM OCCURRED WHAT WOULD BE YOUR:

56, Most likely behavior A B c ) E
THEORETICAL PRACTICAL
57. Preferred behavior A B c D E
Tend to examine underlying Tend to suggest
educational theory before particular procedures
considering specific action. which have worked in
the past.
58, Most likely behavior A B c D E
CONSULTANT INTERN
59, Preferred behavior A B c D E
Consultant takes necessary Intern takes necessary
action, action,
60, Most likely behavior A B c D E
' DIRECT INDIRECT
61. Preferred behavior : A B C D E
Consultant prescribes; in- During discussion, intern
gists on specific steps; identifies procedures;

tells intern. consultant asks questions.



SITUATION ONE

Assume your intern feels weak in diagnosing a pupil learning difficulty, The intern wishes to diagnose
the pupil's difficulty in arithmetic and plan specific lessons which will strengthen the pupil's identified
learning weakness.

IF THIS PROBLEM OCCURRED WHAT WOULD BE YOUR:

50, Most likely behavior A B C D E
THEORETICAL PRACTICAL
51. Preferred behavior A B c D E
Tend to examine underlying Tend to suggest
educational theory before particular procedures
considering specific action, wvhich have worked in the
past.
52. Most likely behavior A B C D E
CONSULTANT INTERN
53. Preferred behavior A B H D E
Consultant takes necessary Intern takes necessary
action, action,
54, Most likely behavior A B C D E
~ DIRECT INDIRECT
55, Preferred behavior A B c D E
Consultant prescribes; in- During discussion, intern
sists on specific steps; identifies procedures;

tells intern, consultant asks questions.



SITUATION THREE

.Assume your intern is teaching a science unit to the class.

helping children to understand a particular concept.

IF THIS PROBLEM OCCURRED WHAT WOULD BE YOUR:

62,

63,

64.
65.

66,
67.

Most likely behavior

Preferred behavior

Most likely behavior

Preferred behavior

Most likely behavior

Preferred behavior

A
THEORETICAL

The intern is experiencing difficulty in

E
PRACTICAL

A
Tend to examine underlying
educational theory before

considering specific action.

A
CONSULTANT

E
Tend to suggest
particular procedures
which have worked in
the past,

E
INTERN

A
Consultant takes necessary
action,

A
DIRECT

E
Intern takes necessary
action,

E
INDIRECT

A
Consultant prescribes; in-
sists on specific steps;
tells intern,

E
During discussion, intern
identifies procedures;
consultant asks questions.



SITUATION FOUR

Assume that you and your intern have just watched a video tape replay of a lesson taught by your intern,
In this particular lesson your intern planned to actively involve the pupil's, The intern's directions to
the pupils were not as clear and concise as the intern had plamned.

IF THIS PROBLEM OCCURRED WHAT WOULD BE YOUR:

68, Most likely behavior A E
THEORETICAL PRACTICAL
69, Preferred behavior A E
‘ Tend to examine underlying Tend to suggest
educational theory before particular procedures
considering specific actiom. which have worked in
the past,
70, Most likely behavior A E
CONSULTANT INTERN
71. Preferred behavior A E
' Consultant takes necessary Intern takes necessary
action, action,
72, Most likely behavior A E
: DIRECT INDIRECT
73. Preferred behavior A E

Consultant prescribes; in-
sists on specific steps;
tells intern,

During discussion, intern
identifies procedures;
consultant asks questions



SITUATION FIVE

Assume that within your intern's teaching situation there is not a written or "set"” policy related to the
retention of students, However, only on rare occasions have pupils been retained. Your intern believes a
particular pupil is emotionally, socially and intellectually incapable of suceeding in the next grade and
therefore wishes to retain the pupil. The principal maintains that the pupil should not be retained. There
is obvious conflict,

IF THIS PROBLEM OCCURRED WHAT WOULD BE YOUR:

74. Most likely behavior A B C D E
THEORETICAL PRACTICAL
75. Preferred behavior A B C D E
Tend to examine underlying . Tend to suggest
educational theory before particular procedures
considering specific action, - which have worked in
: the past.
76, Most likely behavior A B c D E
CONSULTANT INTERN
77. Preferred behavior A B C D E
Consultant takes Intern takes
necessary action. necessary action,
78. Most likely behavior A B c D E
DIRECT INDIRECT
79. Preferred behavior A B C D E
‘Consultant prescribes; in~- During discussion, intern
sists on specific steps; identifies procedures;

tells intern, consultant asks questions,
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PART A

1.

APPENDIX C

Item Intercorrelation Matrix

for Test A, Preference

for Selected Intern Consultant Tasks, for Intern

Teachers' Responses.

Item Intercorrelation Matrix

for Test A, Preference

for Selected Intern Consultant Tasks, for Intern

Consultants' Responses.

Item Intercorrelation Matrix

for Test A, Frequency of

Occurrence for Selected Intern Consultant Tasks, for

Intern Teachers' Responses.

Item Intercorrelation Matrix

for Test A, Frequency of

Occurrence for Selected Intern Consultant Tasks, for
Intern Consultant's Responses.

Item Intercorrelation Matrix
for Intern Consultant Method
Teachers' Responses.

ITtem Intercorrelation Matrix
for Intern Consultant Method
Consultants' Responses.

Item Intercorrelation Matrix

for Test B, Preference
of Operation, for Intern

for Test B, Preference
of Operation, for Intern

for Test B, Perceived

Likely Intern Consultant Method of Operation, for

Intern Teachers' Responses.

Item Intercorrelation Matrix

for Test B, Percelved

Likely Intern Consultant Method of Operation, for
Intern Consultants' Responses. y
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ITEM INTERCORREIATION MATRIX FOR TEST A,

PREFERENCE FOR SELECTED INTERN CONSULTANT TASKS,

FOR INTERN TEACHERS' RESPONSES

1

2

3

%

r 10 11 12 13 14 15 16 17 13 19 20 21 22 23 24

1 100 .22 .30 .30 .21 .18 .30 ,10 .41 .31 .16 .3 .17 .0% .23 .23 .16 .35 .16 .25 .1& .17 .1& .18
2 i,.00 .13 .15 .06 .11 .03 .23 .29 .17 .23 .16 .35 .17 .12 .34 .02 .09 .21 .11 .15 .12 .35 .19
3 1.00 .40 .33 .23 .43 .23 .26 .24 .18 .27 .23 .20 .25 .20 .22 .25 .22 .24 .22 .31 .31 .12
4 1.00 .19 .24 .38 .26 .32 .21 .06 .35 .10 .14 34 .32 .16 34 .35 .39 .15 .19 ¢+ .30 14
5 1.00 .2 43 .26 .30 .13 .23 .20 .13 .13 .2 .21 .00 .4 19 11 -.01 .34 .27 .17
6 1.00 .33 .40 .28 .43 .42 .22 .09 .29 .29 .43 (16 .22 .28 ,20 .22 .22 .22 .44
7 1.00 .35 .25 .33 .21 .34 .17 19 .38 .35 .24 .32 .20 .27 .19 .35 .31 .20
8 1.00 .3 .32 .35 .31 .31 245 49 (16 L300 420 27 L2000 .20 .40 L33
9 .00 .28 .24 .33 .23 .17 .24 .31 ".,09 .25 .3 .42 16 .13 .25 .15
10 1.00 .43 .27 .16 .11 .45 .48 ,13 .14 .30 .18 .10 .24 .29 .32
11 1.00 .l6 .14 .20 .33 .30 .16 .09 .31 .05 .24 .30 .3 .42
12 1.00 .19 .17 .35 .21 .23 .37 .19 .45 .13 .12 .24 .29
13 1.00 .3 .31 .38 .04 .20 .26 .25 .08 .11 .32 15
14 1.00 .20 .28 .17 .27 .34 .24 .20 .13 .29 .27 .
15 1.00 .52 .03 .22 W41 H .07 .25 .24 .24
16 1.00 .02 .21 .43 .25 .13 .25 .33 .44
17 1.00 .19 .16 .16 .08 .09 .20 .13
18 1.00 .22 .3 .13 .29 .17 - .25
19 1.00 .43 .03 .28 .36 .33
20 1.00 .15 .04 .24 .21
21 1.00 .16 .25 .07
22 . 1.00 .39 .23
23 1.00 .30
24

1.00

Lte



ITEM INTERCORRELATION MATRIX FOR TEST A,
PREFERENCE FOR SELECTED INTERN CONSULIANT TASKS,
FOR INTERN CONSULTANTS' RESPONSES

r 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24

1 1.00 .47 .38 -.25 -,21 .13 .22 .17 .38 .29 .12 .37 .12 .37 .23 .08 .14 .27 .13 .00 -.07 .23 -.19 .36
2 1.00 .60 .08 .04 .16 .40 .42 .62 .33 .41 .20 .24 .19 .13 .32 .01 .11 .12 -.03 .18 .16 .01 .07
3 1.00 .26 .09 .34 .58 .54 .45 .25 .3 .36 .05 .45 .27 .20 -.04 .19 .09 .20 -.02 .40 .06 .26
4 1.00 -.06 .03 .02 .12 -.03 .42 .13 .32 -.18 -.10 -.12 .09 -.11 -.03 .02 .41 -,07 -.01 .36 .l4
5 1.00 18,24 .27 .22 .16 .17 -.01 .25 -.02 .47 .17 -.19 .14 .17 -.29 .51 .33 .24 -.15
6 1.00 .10 .32 .18 .38 .43 .22 -.10 .39 .25 .27 .00 .08 .27 .09 .04 .17 .28 .02
i 1.00 .29 42 24 260 022 02 .27 .23 .26 -.09 .22 .02 .10 .03 .22 .15 .15
8 1.00 .28 .26 44 17 01 .27 .32 .40 .09 .16 .37 .08 .03 .35 .l& .26
9 1.00 40 46 .03 .29 .36 .53 .37 -.16 .16 .28 -.05 .41 .200 -.04 .11
10 1.00 .27 .37 .00 .06 .32 .25 -.03 .19 .20 .20 .20 .22 .37 .31
11 1.00 .15 .22 .37 .39 .61 .20 -.06 .63 .04 .34 .01 .06 .01
12 1.00 -.26 -.03 .25 .00 .17 .13 .1 .19 .03 .25 .07 .41
13 1.00 22 22 .05 .23 .03 .19 -.09 .58 .33 -.05 .02
14 1.00 .26 .10 -.06 .04 .31 .26 .14 .21 -.03 .08
15 1.00 .20 -.06 (14 .46 -.06 .53 .49 -.00 .20
16 1.00 .19 .12 .55 -.13 .20 -.11 .05 .03
17 ’ 1.00 13 .12 .11 .00 .02 -,17 .01
18 1.00 .08 ~-.28 .09 .54 -.01 .15
19 1.00 03 .34 10 .14 .00
20 1.00 -.10 -.13 .07 .03
21 1.00 39 -.13 -.09
22 1.00 07 .23
23 1.00 .20

8T<C



ITEM INTERCORRELATION MATRIX FOR TEST A,
FREQUENCY OF OCCURRENCE FOR SELECTED INTERN CONSULTANT
TASKS, FOR INTERN TEACHERS' RESPONSES

r 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24

1 1.00 41 .27 .36 .36 3t .32 .22 .39 .44 .23 .38 .23 .10 .33 .35 .36 .32 .17 .26 .11 .05 .l& .25
2 1.00 31 .35 .22 .36 .29 .38 .41 .48 430 .32 .42 .36 300 .37 .29 29 .25 .18 .12 .26 .29 .25
3 1.00 .32 .41 .29 43 .26 .31 .42 .30 .31 .39 .33 .30 .30 .31 26 .26 29 .26 .23 .24 .26
4 1.00 .28 .35 .33 .37 .31 .43 .41 .56 .17 .20 .46 .39 .34 .37 .31 .40 .17 .09 .31 .46
5 1.00 36 W45 .36 W45 41 330 24 L4000 21 43 42 260 32 .28 15 .21 .25 -.27 .29
6 1.00 460 .39 42 56 .60 31 .30 .37 .49 45 .26 32 .30 3o .28 .27 .35 .33
7 1.00 .32 .33 .49 37 44 260 34 43 40 L34 30 .27 30 .34 .28 .36 .26
8 1.00 47 .43 41 6420 033 .30 .58 .56 .25 36 .35 16 .27 .31 .45 .45
9 .00 47 0 .39 .35 440 .22 L0 W44 (32 41 .33 32 .26 .18 .32 .30
10 1.00 .55 .41 .40 36 45 .48 .33 37 .26 32 .24 .31 .35 .43
11 1.00 .39 .28 42 44 W4 .38 33 .4 26 .31 .36 .39 .41
12 1.00 21 .25 .51 44 W37 37 .38 39 .28 .16 .35 .51
13 1.00 430 .36 400 24 28 .33 20 .12 .23 .28 .27
14 1.00 .23 .35 .23 27 .27 19 .26 .25 .23 .21
15 1.00 .61 .25 46 &3 .21 .27 .29 .45 .47
16 1.00 .31 35 .52 32 .23 .33 .38 .43
17 1.00 31 .22 37 .16 1t 17 .20
18 1.00 .21 26 .24 .33 .37 .37
19 1.00 .27 .15 .23 .31 .35
20 1.00 14 -,05 .22 .21
21 1.00 .26 .32 .9
22 1.00 .48 .33
23 1.00 .54
24 1.00

61¢c




ITEM INTERCORRELATION MATRIX FOR TEST A,
FREQIENCY OF OCCURRENCE FOR SELECTED INTERN CONSULTANT TASKS,
FOR INTERN CONSULTANTS' RESPONSES

4 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24

1 1.00 .25 .04 -,19 .14 -.18 .06 .20 .00 .25 .07 -.22 .05 .07 .28 -.06 .3 .25 .05 -.06 -.07 .22 .29 .11
2 1.00 W27 =24 10 .04 .29 .03 -.22 .14 .17 -,03 .18 .16 .19 -.02 .32 .06 .40 -,13 .28 -.07 .18 .09
3 1.00 .16 ~02 .09 .21 .11 -.28 .09 .16 .39 .17 .04 -~,18 -.23 .03 .09 .09 -,02 .26 .29 .26 -.02
4 1.00 A3 .09 -.09 .18 .25 .26 .16 .29 .30 -.06 .01 .25 -.00 -.0¢ .23 .37 -.00 -.17 .22 .07
5 1,00 .25 37 .21 .42 .33 .25 -4 .22 .13 .23 .41 36 27 .24 .05 -.05 ~-.09 .23 .17
6 1.00 .24 .06 .25 .27 .31 .17 .05 .22 .17 .20 .06 .21 .31 .11 .04 -.05 .30 .11
7 1.00 .05 -.11 .12 .23 -.14 .06 .26 .31 .30 .09 .Z1 .36 .05 .36 .07 .50 .39
8 1.00 .25 .11 -.01 .04 .14 -.06 .08 .29 -.01 .15 .25 -.19 .01 .18 .10 .06
9 1.00 39 .09 -09 .25 .04 .17 .23 .16 .30 .18 -.08 -.33 -.35 -.25 -.20
10 1,00 .41 .01 .23 .11 .40 .06 .21 .43 ,27 -.03 -.,03 -.01 .17 .15
11 1.00 -,12 .35 ,25 .09 .08 .23 .16 .20 .35 -.04 -.13 .13 -.07
12 1.00 -.02 .06 .18 -.22 .04 -.07 -.05 -.13 -.01 .46 -.08 -.,07
13 1.00 A1 .24 12 .44 (10 .03 .21 -.06 -,26 -.02 -.06
14 1.00 02 .04 -.14 .15 .07 .00 .08 .20 .11l .02
15 1.00 32 .37 48 .23 -.01 -.02 .20 .15 .30
16 1.00 01 .23 .47 -.02 .06 -.26 .07 .02
17 1,00 -,00 .03 .03 .12 -,17 .13 -.06
18 1.00 A1 -.26 -.14 .11 .21 .29
19 1.00 .06 .16 -.05 .11 -.05
20 1.00 -.00 -.29 -.19 -.04
21 1.00 05 .23 .32
22 1.00 .36 .28
23 1.00 .43
24 1.00

0ce




INTERN INTERCORREIATION MATRIX FOR TEST B,
PREFERENCE FOR INTERN CONSULTANT METHOD OF OPERATION,
FOR INTERN TEACHERS' RESPONSES

r 1 2 3 A S 6 7 8 9 10 11 12 13 14 15

1 1.00 .50 .46 &b .16 .13 .16 .17 .15 .17 .17 .18 .12 .11
2 1.00 44 .50 A5 .21 .22 .28 .15 .13 .17 .26 .17 .10
3 1.00 42 13 .17 .26 .21 .03 .21 .12 .19 .20 .04
4 1,00 12 .10 .15 .23 .10 .11 .15 .12 .17 .05
5 .07 .13 .13 .11 .04 .09 .21 .02 .08 .02
6 1.00 .64 .56 .53 .37 .31 .23 .28 .27 .18
7 1,00 .60 .61 .35 .36 .35 .31 .32 .21
8 1.00 .51 .37 .27 .33 .37 .30 .17
9 1.00 39 .28 .28 .36 .45 .16
10 1.00 W27 .23 .25 22 .47
11 1.00 .58 .53 .47 .42
12 1.00 59 .39 .28
13 1.00 .51 .35
14 1.00 .33
15 1.00

Tee



ITEM INTERCORRELATION MATRIX FOR TEST B,
PREFERENCE FOR INTERN CONSULTANT METHOD OF OPERATION,
FOR INTERN CONSULTANTS' RESPONSES

1%

r 1 2 3 4 ) 6 7 8 9 10 11 12 13 15

1 1.00 .57 .52 .31 .42 .29 .00 .02 -,02 .13 -.23 -.08 -.11 -.03 -.10
2 1.00 .68 .36 .21 .43 .13 .28 .20 .20 .13 .19 .13 .21 .19
3 1.00 ST .23 .24 .17 .25 .13 .18 .06 .23 .10 .10 .11
4 1.00 37 a7 a2 .22 .03 .08 .01 .18 .17 -.17 .01
5 1.00 13 .22 .13 -.14 -.04 -.09 .03 .21 -,10 -.23
6 1.00 46 .74 51 .43 .36 .16 .39 .31 .14
7 1.00 55 W44 32 .33 .31 .40 49 (18
8 1.00 49 49 62 .24 .32 .26 .34
9 1.00 .60 .26 .14 .27 .59 .38
10 1.00 .20 .31 .13 .38 .61
11 1.00 44 51 .40 .38
12 1.00 59 W4l L34
13 + 1.00 54 .26
14 1.00 51
15

1.00

ccc



ITEM INTERCORRELATION MATRIX FOR TEST B,
PERCEIVED LIKELY INTERN CONSULTANT METHOD OF OPERATION,
FOR INTERN TEACHERS' RESPONSES

r 12 3 4 5 6 7 8 9 10 11 12 13 14 15

1 1.00 .4 .54 .34 .28 .16 .16 .09 .15 .12 .08 .17 .19 .16 -.03
2 1.00 .45 .47 .27 .1 .21 .17 .27 .11 .14 .24 .25 .25 .19
3 1.00 .46 ,30 .05 .16 .18 .22 .15 .13 .10 .16 .23 .07
4 1.00 .28 .08 .21 .16 .25 .20 .29 .26 .32 .29 .21
5 .00 .01 .09 .12 .07 .07 .01 .00 .08 .08 .04
6 1.00 .62 .48 .50 .24 .21 .30 .30 .33 .03
7 1.00 .49 .62 .27 .33 .42 .32 .36 .11
8 1.00 .54 .31 .24 .34 .44 .32 .07
9 1.00 .37 .27 .39 .40 .4k .14
10 .00 .27 .39 .29 .31 .38
11 1,00 .62 .60 .56 .37
12 1.00 .67 .54 .35
13 1.00 .55 .26
14 1.00 .42
15

1.00

gee



INTERN INTERCORRELATION MATRIX FOR TEST B,
PERCEIVED LIKELY INTERN CONSULTANT METHOD OF OPERATION,
FOR INTERN CONSULTANTS' RESPONSES

r 1 2 3 & 5 6 7 . 8 9 10 11 12 13 14  -15

1 1.00 49 37 .13 .32 .26 24 02 .17 .24 -.07 -.01 -.18 .12 .15
2 1.00 .59 .21 .23 .16 .22 ,10 .18 ,21 .00 -.11 -,09 .09 .12
3 1.00 .23 .18 ,07 -,09 .26 .03 .10 -.13 .18 .05 .19 .00
4 1.00 .06 -.23 .04 -,02 .00 .01 -.07 -.04 -.,17 -.14 -.19
5 1.00 .05 .16 -.14 -.,05 -,03 -.01 -.,27 .01 -,20 -,26
6 1.00 .52 .32 .14 .00 .33 .25 .07 .24 .07
7 1.00 A1 47 .16 .28 .08 -,07 .24 .27
8 1.00 24,09 .37 .32 .45 .28 .06
9 1.00 43 .36 .03 .18 .29 .56
10 1.00 06 -.36 .09 .08 .45
11 1.00 35 43 26 .33
12 1.00 44 .60 -.00
13 1.00 .57 .18
14 1.00 .41
15 1.00

hee



APPENDIX D

FREQUENCY COUNT FOR INDIVIDUAL ITEM
SCORES OF INTERNS AND CONSULTANTS
ON THE INTERN CONSULTANT INVENTORY
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A Listing of Items Within Categories for Test A Showing the Percentage

of Highest Response for Preferency & Frequency for Selected

Consultant Tasks by Interns and Consultants

Interns Consultants

Categories Items Scale Highest Scale Highest

Number Percent Number Percent

Response Response
Management 6 Seating Arrangement & 3- 343 5 hog
7 Distribution of Materials, etc. 1- 349 3- 62%
8 Organization of 5- 34% 5~ 47%
9 the Calendar 3- b2g 3- 62%
22 Ventilation - light - seating 3- 37% 5- 52%
23 physical conditions 3- 32% 3- 50%
48 Maintained monthly, weekly, 3- 29% 5= T2%
49 daily schedule 3- 29% 3- uog
Conditions 12 Ability to learn & childs' 5- 36% 5= 7%
of 3

Learning 13 self-concept important 3- 397 1 40%
18 Selection of specific 5= 57% 5 T2%
19 individualized materials 3- 349 3- 65%
24 Adjust teaching to interests & 5- 342 5- 85%
25 experience of learner 3- 38% b 55%
34 Consultant points out child growth 5~ 37% 5- 57%
35 & development in classroom 3- 38% 3- T70%

9¢c



Interns Consultants
Categoriles Items Scale Highest Scale Highest
Number Percent Number Percent
Response Response
Planning 4 Consultant helps plan & 3- 35% 5- 70%
for 5 set behavioral goals 3- 38% 4- 58%
Instruction
14 Consultant provides new ideas 5= 65% 5= 55%
15 for lessons/units 3- hog - 58%
16 Consultant locates & selects 5- 68% 5- 65%
17 appropriate materials 3- 39% 4 65%
38 Consultant recommends specific o 31% 3 30%
39 methods of teaching 3= 38% 3- 67%
Measurement 2 Consultant helps interpret 3- 37% 5= 63%
of 3 childs' cumulative record 1- 40% 3- 68%
Learning
26 Consultant helps interpret 5- hog 5- 60%
27 standardized test results 1- 39% 2- 65%
40 Consultant suggest inventory of 5- hog% 5- 55%
41  interests, problems, attitudes, 3- 30% 3- 57%
etc.
46 Consultant helps diagnose indi- 5- 51% 5~ 80%
vidual and class learning
47 difficulties 3- 5% - 50%

Lee



Conéultants

Interns
Categories Items Scale Highest Scale  Highest
Number Percent Number Percent
Response Response

Analyzing 10 Consultant questions to 5- 32% 5- 35%

T

B:ﬁggigﬁ 11 subtly point out weakness 3- 35% 3 45%
32 Demo lesson, then analyze 5- hog 5= 55%
33 & discuss lesson 3- 32% 3- 80%
2 Evaluations to promote self 5= 43% 5=~ 55%
43 direction for intern 3- 43z 3- 52%
44 TFollows observation with written 5- 31% 5= 22%
45 critique of intern's teaching 1- 33% 3- 30%

Supportive 20 Consultant is available on 5- 55% 5~ 68%

Behaviors 21 call after hours 5~ L6g 5= 38%
28 Consultant helps intern develop 5~ 48% 5w 68%
29 1in professional autonomy & 3- 28% 5= 35%

freedom

30 Consultant emphasizes interns per- 5=~ 52% 5~ 75%
31 sonal & professional strengths 4~ 34% b 40%
36 Consultant shares close and 5~ 68% 5~ 73%
37 relationship with intern - 33% RE 48%

gce



A listing of Items Within Categories for Test B Showing the
Percentage of Highest Response for Likely and Preferred
Consultant Method of Operation by Interns and Consultants

Interns. Consultants
Category Problem Situation Scale Highest. Scale Highest
Number Percent Number Percent
Response Response
Theoretical/ 50 Diagnosing & planning an - 42% 5- 459
Practical 51 individual math assignment b hog 5- 38%
56 Pacing of the L 35% 5- 33%
57 school day L~ 36% 3- hog
62 Trouble teaching a difficult 4 32% 3= 33%
63 concept in science 5- 35% g 30%
68 Administering clear & 3- 30% 3- 38%
69 concise directions 5- 33% 3- 38%
74 Retention - Principal 3- 28% é 28%
75 Problem 3~ 30% 1- 18%
Initiative/ 52 Diagnosing & planning an 3- 30% 3~ 457
Active 53 individual math assignment 3- 32% 3- 4o%
58 Pacing of the 3- 32% 3- 4%
3
59 school day L~ 33% 4 32.5%
> R
64 Trouble teaching a difficult 4- 30% 3- 53%

65 concept 1n science 4 32% 3- 38%

622



Interns Consultants
Category Problem Situation Scale Highest Scale Highest

Number Percent Number Percent

Response Response
70 Administering clear & 3- 33% 3- 45%
71 concise directions b 349 ﬁ 33%
76 Retention - Principal 3- ho% 3~ 40%
77 Problem 3- 35% 3- 43%
Direct/ 54 Diagnosing & planning an 3- 27% 3- 35%
Indirect 55 individual math assignment 5= 32% 5- 45%
60 Pacing of the 3- 33% g 33%
61 school day 4 344 5- ho%
66 Trouble teaching a difficult 4 28% 4~ 35%
67 concept in science L 37% g 35%
72 Administering clear & 3 28.9% 3- 38%
73 concise directions b~ 36% 5- 40%
78 Retention - Principal 3- 349 3- 38%
79 Problem 3- 32% 3~ Log

o€e



