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CHAPTER I

RATIONALE FOR THE STUDY

In 1936, the Institute Politecnico Nacional (IPN)

for technological and economic independence.
The IPN started out with programs in construction,

textiles, biological sciences, business and commerce,
mechanical and electrical engineering, and various other
kinds of vocational training, all of which had been the
responsibility of several technical schools at different

384-5).pp.
Until 1968, the IPN was charged with the responsi

bility of providing technical education for all academic
levels following grade six. Since then, it has delivered
educational services to meet the needs of an ever increas
ing student population from grade 10 through the doctor of
science degree programs in a wide variety of applied and
pure science fields.

The rapid pace of growth that the IPN has

1

The Instituto Politecnico Nacional 
and Its Faculty

President of Mexico, as a result of the country's search
was created by General Lazaro Cardenas, at that time

levels (Enciclopedia de Mexico, 1968,
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undergone since its establishment was only partially
illustrated by the former president of Mexico in his
last report to the nation: "During the period from 1970
to 1976, the Instituto Politecnico Nacional student popu
lation rose from 74,000 to 146,000" (Excelsior, 1976,

The enrollment for the school year 1977-1978
almost reached the 160,000 FTE figure. The faculty body
accounts now for a global total of nearly 10,000 members.

Along with the institution's financial problems,
the academic ones have been acute. Especially so has been
the need to staff the new schools and restaff the old ones
with competent faculty, qualified in both their profes
sional field and basic teaching skills. The urgent need
to make up for possible and perceived deficiencies and
continuous growth of the teachers has been one of the
main concerns of all the entities related with the IPN.
Mexican legislation charges the director of professional
studies, chief academic officer of the IPN, with the
responsibility of promoting and coordinating faculty
preparation and development (Avila, 1976, p. 27) .

The response to the need for teacher growth has
come in the form of workshops, committee work, staff
meetings, and both internal and external consultants.

tutional in-service plan, remain to be explored and
Many other activities, as integral elements of an insti-

p. 2-A).
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utilized. The isolated school and divisional efforts
towards faculty upgrading need to be catered to, coordin-

obtain the best possible results from them.

Statement of the Problem
The problem of this study was to determine the

value of the existing staff development alternatives in
the three areas of main concern in teacher development—
theoretical educational knowledge, professional teaching
skills, and humanistic educational attitudes—and to
identify the entity with the highest probabilities to
plan and to implement those alternatives successfully

institutional in-service education plan, as
perceived by the IPN curriculum and instruction
supervisors.

Hypotheses
Hypothesis I

The IPN curriculum and instruction supervisors
regardless of the nature of the 13 inbelieve that,

service education alternatives included in the instru-

of the faculty member in the three central areas of
faculty development: theoretical educational knowledge.
professional teaching skills, and humanistic educational
attitudes.

within an

ated, rechanneled, and evaluated constantly in order to

went, each one contributes to a balanced improvement
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Hypothesis II
The IPN curriculum and instructional supervisors

think that the professional upgrading of the IPN faculty

institutionally articulated faculty development program
than through a unitary school program or an external
program.

Background and Significance of the Study

The responsible school systems are in constant
search for effective answers to the question, "How can
our educational services be improved?" In-service educa
tion is usually among the answers topping the schools'
priority lists. In the words of an educator,

Staff development is not only intended to meet
the needs of the system but also to provide the teacher

with, .self-fulfillment opportunities. Castetter asserted
"A staff development program is one important meansthat,

of helping each individual to satisfy his needs for status.
recognition, and professional and personal growth"
(Castetter, 1971, p. 34).

Teachers' Objectives in In-service 
Education Commitments

members could be achieved more efficiently through an

Inservice education today cannot be viewed as a 
frill or an add-on activity .... It must be 
considered an integral feature, woven into the on
going instructional program and organizational 
fabric of the system. (Quigley, 1975, p. 19)
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Besides their obligation to comply with organiza

tional policies, teachers have reasons of their own to
embark on in-service activities. Hite and Howey (1977)
suggested six primary departure points as to why teachers
engage in staff development programs:

1.

2.

3.

4.

5.

6.

Three Areas of Faculty Development
If faculty development programs are to meet the

needs of both the system and the teachers, then they should
incorporate a wide variety of in-service activities which
purposely and systematically strive to accomplish teacher
growth in three distinct but inseparable areas: theoretical
educational knowledge, professional teaching skills, and
humanistic educational attitudes.

as a means of changing roles and responsibilities— 
career progression
as a process of understanding and enhancing the 
person in a professional role—personal develop
ment . (p. 4 3)

as a matter of staying current professionally 
without regard to immediate transfer to appli
cation to one's specific situation--general 
professional development

as induction activities to allow for movement 
from generalized preservice education to the 
assumption of a specific role—transitional

as a response to more dramatic changes in 
society, and in turn schools, which mandate 
role reorientation and redefinition—system 
related

as a response to typically reoccurring needs 
and problems in one's situation—job specific
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"Theoretical educational knowledge" refers to the
basics of educational psychology, classroom administration,
educational foundations, and the like. The Bicentennial
Commission on Education for the Profession of Teaching
asserted that the criticism against teacher preparation
programs for being too theoretical is unjustified. The
Commission held that "they may not be sufficiently
theoretical. What is necessary is the continuous interplay
of theory and practice" (Howsam, Corrigan, Denemark, &

"Professional teaching skills" defines the art of
delivering the educational services to the students. They
include the ability to motivate the potential learner; the
interactional behavior in the classroom; the preparation.
selection, utilization of appropriate instructional aids;
and the mastery of designing and administering evaluation
instruments.

"Humanistic educational attitudes" identifies the
efforts of in-service education to enhance teacher self-
esteem, values clarification, cooperative interaction with
peers and administrators, job satisfaction, and student
mindedness.

Institutional Faculty Development
In a review of the literature concerning staff and

program development in 2-year postsecondary institutions

Nash, 1976, p. 88).



7
in the United States, Beaudoin (1973) found that relatively
few efforts at system wide levels had been made to improve
teachers' professional competencies (p. 24). Even on the
assumption that all the schools of a system made individual
efforts to build up the best possible staff development
programs, they would still be denied the benefits of state

school educational institutions. In economic terms, they
would be denied the benefits of economies of scale:
greater specialization of resources, more efficient utili
zation of equipment, reduced costs of inputs, utilization
of by-products, and growth of auxiliary facilities
(Spencer, 1971).

Some of Beaudoin's conclusions from the compil
ation and analysis of data contained in staff and program

questionnaire administered to
selected community college administrators, and from other

This study may
set the foundations for institutional staff development

Determinplanning at the Instituto Politecnico Nacional.
ing the value of the faculty development alternatives in
common use at present and identifying the entity with the

a national model for others planning to initiate
a developmental program (pp. 127-130).

sources pointed out the high degree of success attained by

serve as
the Florida community colleges as a system, one that can

wide or institutional programs, as in the case of multi

development documents, a
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perceived by the IPN supervisors, may be the first

significant step toward the integration of a comprehen

sive faculty development program for the Instituto

Politecnico Nacional.

Definition of Terms

The following terms are frequently used in this

study:

Academic officer—denotes the educational pro
fessional who is responsible for promoting, implementing,
supervising, and evaluating (directly or indirectly)
teaching, curriculum development, faculty development,
research, and service.

Curriculum development—refers to those activities
whereby educators design, review, and/or modify curricula
and syllabi.

Educator—used here as an all inclusive term;

supervisors, etc.).
In-service teacher education—used here as synony-

designed by a school system to assist teachers in keeping
up-to-date in their teaching fields and, at the same time.
to provide opportunities for continuous professional
development.

mous with faculty development; denotes those activities

trators, and educational specialists (librarians, counselors,

highest probabilities to plan and implement them, as

describes all persons in the instructional area, adminis-
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Institution, institutional—are terms referring

here to all the schools and organizationally related

whole.

Preservice teacher education--describes the process
whereby the future instructor receives the preparation
necessary to perform his educational duties.

Staff development—refers to the development of
existing staff. It includes the improvement of staff
competency for both current requirements or new applica
tions . Such improvement includes updating on subject
matter, teaching techniques, foundation disciplines, and
methods and media use. "Staff" is interpreted to include
faculty, administrators, and other noninstructional
college employees such as clerical, maintenance, jani-

Teacher—used here interchangeably with faculty
member and instructor; refers to the professional charged
with the responsibility of motivating, planning, facili
tating, and evaluating student learning.

Limitations of the Study
The value of the faculty development alternatives

in common use at present and the entity with the highest
probabilities to plan them and implement them successfully
were determined from the IPN curriculum and instruction

entities of the Instituto Politecnico Nacional as a

torial, and auxiliary personnel (Beaudoin, 1973, pp. 7-8).
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supervisors' perceptions only. The value of the results of
this study and the emerging recommendations for faculty
development planning should be limited to a 3-year period
from September 1978 to August 1981, in view of the rapid
growth of the Institute Politecnico Nacional and the
continuous advancement of educational trends and technology.

Basic Assumptions

very important role in student learning. However, biased
optimism can compel students of education to overestimate
the value of the teacher in the teaching-learning process.

(1976) opinion, the teacher bears the greatestIn Coats'
responsibility for the success or failure of the schools.
therefore, the literacy of a nation's population (p. 9) .
Bush (1977) asserted that without teachers, very little can
be done and that with them many things become possible
(p. 5). A more realistic view of the teacher's function
was presented by Wilbur and Donovan (1970) who mentioned
four studies arriving at the same conclusion: When non
school factors such as socioeconomic background and intel
ligence are statistically controlled, teacher characteris
tics account for more variation in measurable student

is the most important in-school variable in student learning.

It is a general belief that the teacher plays a

It was assumed that at the IPN, too, the teacher
learning than any other in-school variable (pp. 501-503).
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Two factors account for this assumption.

increasing student population, the IPN has relied mainly
the enthusiasm and professional abilities of the faculty,on

simply because
labora

tories , and audio-visual aids have been extremely limited.
in contrast with most institu

tions of higher education in developed countries, has not
diverted faculty efforts from their teaching duties. There
fore , student-teacher interaction has played a very direct
role not only in equipping the students with professional
competencies but in molding their personal characteristics
as well.

It was also assumed that the professional educator
is generally sensitive and responsive to the motivational
forces that compel people toward higher degrees of accom-

In a study of 130 practicing teachers, Blumbergplishment.
(1974) identified four motivational factors: the need for
teaching achievements to be recognized, the need to have
personal and professional potential recognized, the need
for status and public recognition, and the need for sincere

All four factors appeared in this orderapproval and help.
The other eight were identifiedat the top of a list of 12.

as hygienic factors, which provide the base from which

to provide the educational services needed by an ever

rather than on other in-school resources,
other instructional resources such as libraries,

Second, research at the IPN,

First, in order
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motivating events take over (pp. 72-74). In-service
education has been found to be among the most promising

of satisfying Blumberg's needs. This is demonmeans
strated by the fact that, when the school systems fail to
provide the teachers with the help they need to improve
their capabilities, in many states they "have taken the
responsibility for staff development into their own hands
in the belief that such programs should be controlled by
the teachers themselves"

Procedures for Collecting and Treating Data
A review of the literature on in-service education

in the United States and other leading countries in the
field was made in order to (a) identify the conceptual

(b) develop an information baseframework for the study,

tify strengths and weaknesses of reported in-service pro
grams to be used as additional reference in making recom
mendations for faculty development at the Instituto
Politecnico Nacional.

A.pilot study was conducted in order to test
out the data collection procedures and the instrument
to see if revisions were necessary prior to surveying

Ten academic advisers from an IPN schoolthe sample.
participated in the pilot study in Mexico City.

A closed-end questionnaire was administered to

on which to construct the survey instrument, and (c) iden-

(Firth, 1977, p. 216).
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the curriculum and instruction supervisors of the IPN to
identify (a) the degree to which faculty development
alternatives can help to improve teacher competencies
in three areas of teacher growth and (b) the academic
entity offering the highest probabilities of success in
planning and implementing the best alternatives within
a comprehensive faculty development program.

The information from the questionnaire was
quantified and recorded manually. The data and its
interpretation are supplemented with the necessary tables
for further clarification of concepts and easy reference
to significant information.

Organization of the Study
The study is presented in five chapters. Chapter

I describes the context in which the study took place.

assumptions of the study, and the procedures for collecting
Chapter II presents a review of the ■and treating the data.

literature on in-service teacher education. Chapter III
contains a description of the setting of the study, the
design of the research instrument, and the methodology.
Chapter IV reports and analyzes the data collected

Chapter V contains thethrough the research instrument.

the nature and scope of the problem, the limitations and

summary, conclusions, and recommendations of the study.



CHAPTER II

REVIEW OF RELATED LITERATURE

This chapter presents in four sections selected
literature which is considered relevant to this study:
(a) rationale for faculty development. (b) areas of
faculty development, (c) alternatives for faculty
development, and (d) agencies of faculty development.

Rationale for Faculty Development
In-service training plays a very important role

in the professional development of teachers in the lead
ing countries in education.
England was spending some 5.5 million pounds on courses

304.) .P-
The 1973 Assembly of the American Association of

Community and Junior Colleges emphasized the importance
of faculty development rather dramatically by recommending
that:

14

If, because of limited energy of leaders and 
limited financial resources of taxpayers, we 
must assign priorities in staff development, 
the major priority should be given to inservice 
over preservice programs for community college 
staff. (O'Banion, 1974, p. 32)

for teachers' in-service (Hollins, 1973,

For instance, in 1970
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According to Harris, Bessent, and McIntyre

(1969), "The reasons for inservice education hardly
need recounting, for they have been widely described
in the literature for more than thirty years" (p. 3) .
They further summed up the most important reasons why
teacher in-service education programs are necessary:

1.

2 .

3.

4.

Making up for possible or perceived flaws of
preservice preparation seems to have been the concern

In 1967, Kingof many educators for many years.

Pre-service preparation of professional 
staff members is rarely ideal and may 
be primarily an introduction to pro
fessional. preparation rather than 
professional preparation as such.

Coordination and articulation of instruc
tional practices require changes in people. 
Even when each instructional staff member 
is functioning at a highly professional level, 
employing an optimum number of the most 
effective practices, such an instructional 
program might still be relatively uncoordi
nated from subject to subject and poorly 
articulated from year to year.

Social and educational change make 
current professional practices obsolete 
or relatively ineffective in a short 
period of time. This applies to methods 
and techniques, tools and substantive 
knowledge itself.

Other factors argue for in-service educa
tion activities of rather diverse kinds. 
Morale can be stimulated and maintained 

. through in-service education, and is a 
contribution to instruction in itself, 
even if instructional improvement of 
any dynamic kind does not occur. (pp. 3-4)
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expressed the need for in-service preparation toward
the making of a good college teacher in these items:

Cogan (1975) indicated that the established professions
of medicine, law, and engineering require their
practitioners to continue their education through their
entire lives in order to avoid lapsing into rapid
professional obsolescence. Then he asserted that a
similar requirement binds the teacher with in-service
education programs, but for them these programs must
in addition remedy the severe insufficiency of pre
service education (p. 213) .

education programs were divided into five categories
in a study by the Unesco Regional Office for Education
in Asia (1973):

1.

2.

3.

Remedial programs—intended to correct the 
deficiencies of preservice preparation or 
to build on the introductory experiences 
given in preservice preparation.
Upgrading programs—intended to keep 
teachers abreast of new knowledge.
Programs for special needs--designed to meet 
the needs of teachers serving in special 
areas of education such as rural or adult 
education.

It really cannot be expected that a great 
graduate school can produce a person who 
will know how to teach in college. Even 
doctors, engineers, and lawyers probably 
have to learn how to be doctors and lawyers 
and engineers after they actually start in 
the profession. (p. 96)

In terms of the purposes they serve, in-service
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4.

5.

Keeping the profession abreast of new knowledge
was also identified by Hass (1957)
poses of in-service education (p. 13) . Along the same
line, Edelfelt (1977b) expressed recently that. "Life
in our society is in such a rapid transition, that
almost everyone needs more in-service education to be
able to deal with value conflicts and shifts in values.

He con

ip. 112) .selves to the meaning and impact of these shifts"
In addition to filling the gaps of preservice

education and helping teachers keep abreast of new know
ledge, staff development programs have been considered

Cogan (1975) mentioned twoto serve other purposes.
other operating objectives of in-service education:
to refine and/or enlarge the scope of existing com
petencies and to support innovations or tests of new
curricula, methods, and materials of instruction (p. 220) .

The central goals of in-service training were
stated very succinctly by Jackson (1973)—"to help the

Curriculum development programs—designed 
to train teachers to handle new curricula 
or methods, or to acquire skills and 
pedagogical knowledge required for new 
teaching roles.

as one of the pur

power, and decision-making responsibilities."

Instructional leadership programs—designed 
for those who will fill positions of 
leadership such as heads of department, 
supervisors, and others. (pp. 16-20)

tinued, "Teachers in particular need to address them-



18

teacher become progressively more sensitive to what
is happening in the classroom and to support his
efforts to improve on what he is doing" (p. 28) .
The teachers' concerns for classroom abilities
enhancement were also stressed by Bell and Peightel
(1976) who asserted that what the teachers expect from
in-service education is the opportunity to explore
new methods and develop skills, to try out new
materials (p. 10).

Some of the reasons for faculty development
programs have been found in the teacher's own self.
Gaff (1976b) declared that besides the outside pressures
compelling faculty members toward personal renewal.
a very important motivator for faculty development
has grown out of their vague feeling that academia
has not yielded them what it once promised (p. 15) .

Student development is for some the most impor
tant reason for faculty development to exist. O'Banion
(1974) emphasized this factor by stating that the
overall goal of staff development programs is to enhance
the opportunities for student development through the
professional and personal development of student
members (p. 36) .

Gaff (1976b) depicted the state of the art in
higher education in these terms:
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Then he summarized the function of faculty develop
ment concerning this problem:

Areas of Faculty Development
In order to answer the question,- "What should

Eble (1976) suggestedthe beginning teacher know?"
the following elements:

An acquaintance with how humans learna.
b.

c.

d.

The Bicentennial Commission on Education for
the Profession of Teaching developed a conceptual frame
work for planning the professional components of teacher

Rudiments of instructional practice—testing, 
grading, fashioning reading assignments, 
creating a course
Patterns of instruction—lecture, laboratory 
discussion, the large class, the seminar, 
the colloquium, the workshop
Means of instruction based on educational 
technology. (pp. 149-151)

In-service training programs, based largely 
on college campuses are attempting to remedy 
this state of affairs, improve a range of 
faculty competencies, and thereby increase 
faculty accomplishments and their concomitant 
satisfactions with their teaching. (p. 16)

the fact of the matter is that our colleges 
and universities are now staffed by faculty 
who, in general, have never studied the history 
of their profession, are unfamiliar with the 
topography of the educational landscape, are 
unaware of the professional literature in 
higher education, and have never been expected 
to formulate systematically their own philoso
phies of education or their views about 
teaching and learning. (p. 16)
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The model included seven categorieseducation in 1976,

of objectives:
1.

2.

3.

4 .

5.

6.

7.

A repertoire of teaching behaviors and 
skills. Without the development of 
effective performance skills, teachers 
will remain preoccupied with survival 
matters rather than broader educational 
concerns.

Induction into the profession. Teacher 
education should provide socialization 
opportunities for trainees in professional 
ethics and values, legal obligations of 
schools and teachers, roles of professional 
organizations in teaching and other matters.

Teacher values and attitudes. The central 
task of teacher education is to help the 
teachers to become aware of the value 
system of a particular educational 
environment, as well as the effects of 
a personal value system on a school 
environment.

Professional literacy. It is important 
that teachers familiarize themselves with 
current educational issues and professional 
concerns which contribute to the professional 
literacy of teachers and enable them to 
participate more intelligently in public 
discussion on these issues.

A professional knowledge base. Effective 
teachers gain understanding and control of 
classroom events mainly through theroretical 
and empirical knowledge.

Habits o£ inquiry and continuing learning. 
When teachers develop inquiring minds and 
commitment to continuing learning, they 
are able to contribute to the profession 
throughout their lives. (Howsam et al., 
1976, pp. 88-91)

Personalization. Teachers must develop 
their own styles, techniques, and materials 
consistent with their own personalities, 
experiences, and abilities.
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. Gaff (1975a) stated that it is now assumed that

teaching is a learned configuration of knowledge,

and that with additional learning in these areas faculty
members may become more effective instructors. These
assumptions, he believed, have eradicated the academic

folklore which has held that "a teacher is born, not
made," and that
(pp. 91-92).

Crow (1976) recognized that at present
faculty development, "like its cognate fields of public
school education, psychology, psychiatry, and social

or the integrated system" (p. 3) . She believed that
in the case of faculty development, the emphasis is
upon the total development of the faculty member—as

a professional, and as a member of the
academic community.

Gaff (1975a) saw the function of faculty develop
ment as the cultivation of different instructional
competencies for individual faculty members. He divided
these competencies into six main areas of specific
activities:

1. Knowledge about higher education. Lecturers 
analyze contemporary issues; formal and 
informal faculty discussion groups are

a person, as

"teaching is an art, not a science"

attitudes, values, motivation, skills, and sensitivities.

work, is characterized by emphasis upon the total person
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2 .

3.

4.

5.

6.

Nicholson, Joyce, Parker, and Waterman (1976)
suggested five general concepts for in-service educa-

the job-embedded, the job-related, thetion:

formed; books, articles and reports are 
collected; a newsletter is published; 
interaction with other interested depart
ments is sought to incorporate substantive 
educational discussions into faculty 
meetings.

Feedback about their own teacher behavior. 
Student evaluation of teacher, video and 
audio taping with classes with follow-up 
analysis and discussion, and classroom 
visits have provided the means for 
obtaining useful feedback.

Awareness of other disciplines and the 
community. In order to promote contact 
among faculty members, cross-disciplinary 
seminars have been held, various kinds 
of interdisciplinary programs have been 
formed, team teaching has been encouraged, 
and experimental colleges have been created.

Affective development. Some institutions 
have held workshops which have encouraged 
faculty members to explore their attitudes 
and values about teaching and learning by 
means of task oriented sensitivity groups, 
simulation and games, or mutual inter
viewing.

Teaching skills. Workshops, video tapes of 
teaching episodes, and classroom have been 
used to develop teaching skills.

Emphasis on learning rather than teaching. 
Distributing written materials and con
ducting seminars and workshops—often 
with cognitive, affective, and skill 
development components—help to acquaint 
faculty with the needs of the students 
who vary on such factors as intellectual 
ability, social background, learning style, 
and personality orientation. (pp. 94-96)
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credential-oriented, the professional organization-

They indicated that
for each context there may be imagined or corresponding

respectively as an employee of an educational institu
tion. a colleague of other teachers, a student of
higher education, a member of a profession,
individual craftsman (p. 19) .

Gaff (1976b) discussed a number of faculty
activities in terms of the major kinds of changes they
seek to foster in faculty members. Those changes were:
(a) extending the range of knowledge to include the
community and other than the professors' disciplines.
(b) gaining knowledge about higher education in

(c) develop-general and teaching-learning in particular.
ing instructional skills. (d) encouraging affective
development, (e) getting feedback
teaching behavior, and (f) gaining insight into
learning rather than teaching (pp. 30-46) .

(1975) opinion, in-service educationIn Bottoms'
should enable educators to acquire the competencies
needed to (a) implement educational activities directed

(b) improve their owntoward specified student needs,
expected goals of professional development, andor

(c) meet their own goals of personal growth (p. 39).

or an

about one's own

related, and the self-directed.

roles which the teacher plays; the teacher may be seen
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As seen by Bishop (1976), staff development
seeks to attain three objectives: First, the acquisi
tion of knowledge or information about new ideas and
intended change, including the rationale, concepts,
objectives, and strategies involved; second, the
development of competency, which can be seen
combination of information and related skills; and
third, the search for commitment, a personal attitude
that is necessary if knowledge is to be used correctly
(p. 15).

Louis J. Rubin (1975) wrote:

No modern in-service program would overlook these three
dimensions of teacher growth. The Report of the 1973
Assembly of the American Association of Community and
Junior Colleges emphasized that the new staff members
would need in-service education to develop the necessary
skills, attitudes, and understanding which are required

Gaff (1976b) conceived of instructional improve
faculty development.a three-fold process:ment as

instructional development, and organizational develop-
The purposes of faculty development are toment.

The professional growth model I have in mind 
involves three major components: attitudes, 
pedagogical skills, and substantive knowledge. 
It is these three elements which together 
comprise the critical dimension of in-service 
education. (p. 41)

as a

for the community college (O'Banion, 1974, p. 33).



25
promote growth and to help faculty members acquire know
ledge, skills, sensitivities, and techniques related
to teaching and learning (p. 9). Citing from a study

entitled College Center of the Finger Lakes,on workshops
Gaff pinpointed one of the most common flaws of faculty
development: to focus on the faculty member as teacher
(instructional development) while ignoring other faculty
roles that are critical to effective instruction such
as personal and organizational development (p. 28).

The traditional emphasis on the cognitive and
how-to areas of in-service education was illustrated by

requisiteconcepts guide the education of teachers:
knowledge and teaching techniques—knowing and doing"
(Sharpes, 1974, p. 30).
strong tendency to direct teacher development toward
the attitudinal aspect, the affective domain.

One of the first systematic efforts to improve
teachers' affective professional behavior through in
service education activities was made by Harris et al.

They held that sometimes the emphasis should(1969) .
not be on new information to be imparted in the in-service
program but on changing the feeling tone of the

Emphasis on the Affective Domain 
in Faculty Development

However, there has been a

an educational administrator who asserted that, "Two
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participants (pp. 38-39). Howsam (1976) maintained
recently that teacher preparation programs must not
only develop knowledge of theoretical and empirical
concepts, but they must also foster educational values
and attitudes (p. 89.)

Combs, Blume, Newman, and Wass (1974) proposed,
in lieu of the traditional concepts of good teaching.

opinion, does not see the teacher as a carbon copy
but as a possessor of something that is personally and
intensely his own. They contended that for the student
entering the profession, the "self-as-instrument"

a
problem in becoming a teacher. Becoming a teacher is
not a matter of learning how to teach but a question
of personal discovery, of learning how to use one's
self well, they concluded (pp. 7-9).

I. Brown (1975) maintained that whateverG.
the construct, the teacher plays a central role in
any scrutiny of the affective domain in education;
consequently, the training of teachers for that role
should be given special consideration (p. 180).

Sharpes (1974, p. 33) recognized the need for
the teacher to receive in-service training in the

He believed that:affective domain.

concept requires that his education be regarded as

the "self-as-instrument" concept which, in their
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The main features of some exemplary academic

Two
instances were: (a) the Center for Humanistic Educa
tion at the University of Massachusetts which offers
both a master's degree and a doctor's degree based on
curriculum and methodologies which enable both students
and teachers to deal more effectively with their

the University of California at Santa Barbara which
offers the master's and PhD degrees in confluent educa
tion (p. 188).

Eble (1976) placed a great deal of emphasis
In

his opinion:

Technique alone . 
great teaching.

on the attitudinal aspect of faculty development.

attitudes, 
tion. (p. 33)

. . does not produce 
The complexities of the 

classroom are such that programs of pro
fessional growth will need to reckon with 

as well as methods and informa

programs focusing on teacher education on the affec
tive domain were discussed by G. I. Brown (1975).

Developing as a teacher can be described as 
becoming wiser and less judgmental, more 
generous, less arrogant and yet confident; 
being more honest with oneself and students 
and subject matter; taking more risks; 
showing forth without showing off; being 
impatient with ignorance but not appalled 
by it. All these attributes are partly 
matters of personal development, but they 
are not unrelated to learning teaching tech
niques, acquiring knowledge, and expanding 
one's professional range. (p. 162)

feelings and emotions, and (b) the Graduate School of
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Eble considered the following to be the attitudes

the beginning teacher should bring to teaching:
1.

2.

3.

4 .

5.

Faculty Development Alternatives
Implementation of faculty development has been

studied from a number of different standpoints and has
Bergquist andtaken a number of different forms.

Phillips, as quoted by Crow (1976), suggested
11 alternatives for faculty development:

Training.1.

2.

Emphasis on the use of classroom 
and classroom diagnosis.

Teaching should always be seen 
as a chance for benefac-

Generosity. 
as a giving out, 
tion.

Confidence. This attitude stems from 
having one's subject matter in mind, 
timed to fit the hour, focused on limited 
objectives, thought over in respect to 
possible questions.
Flexibility. Organization that, whether 
by advance design or extemporaneous 
skill, leaves room for organizing as 
it goes. (pp. 156-162)

Consultation. Aided by a professional con
sultant, the faculty member identifies 
the problem and defines the goals of the 
development program.

Honesty. The most common and vexing 
dishonesty is pretending to know more 
than one knows, which can be blamed 
either on vanity or lack of confidence.

Willingness to take risks. Taking a risk 
often leads to extraordinary experiences.
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3.

4.

5.

6 .

7.

8. Evaluation.

9.

10.

11.

Personal and Organizational Development. 
Orientation toward the development of a 
collaborative relationship between the 
faculty member and the institution.

Equipment. The methods and concepts 
embraced by this paradigm focus on the 
invention, innovative use, and dissemina
tion of technology.

Reward system. This strategy assumes that 
the improvement and maintenance of a high 
level of instructional competency are 
better attained when tangible rewards in 
terms of salary, promotion and tenure 
are liberally handed out.
Career Transitions. Exchange programs 
between faculty and administrators are 
used to assist faculty members through 
major career transitions.
Comprehensive Institutional Development. 
Faculty development is systematically and 
patiently implemented as part of a com
prehensive plan of institutional renewal, 
(pp. 6-8)

This paradigm is based on 
the assumption that change takes place 
when a faculty member is confronted with 
information about his performance in the 
classroom through diagnosis and evaluation.

Instructional Material. The instructor 
is helped to get acquainted with the 
diversity of pedagogical tools and to 
improve his skills in the design of his 
own materials.

Method-Promotion. Focus is on a specific 
method of instruction or a particular 
educational technology.

Discussion. Seminars are set up for the 
faculty members to discuss their own 
assumptions about teaching and explore 
alternative modes of learning.
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Bishop (1976) suggested seven categories of

standard staff development practices:
1.

2.

3.

4.

5.

6.

7.

According to Meyer (1976), staff development
individualized

study programs including correspondence courses.

School or Regional Consortia Programs. 
Programs in this category emphasize a 
professional partnership among schools, 
districts, or regional facilities.

Individual Centered Personal and Professional 
Growth Plans. Plans comprising this category 
may stress individually targeted activities 
where teachers identify objectives and work 
with supervisors and peers regarding means, 
progress, standards, and evaluation.

Production and Use of Instructional Media, 
Resources, and Material. Mediated instruc
tion, learning packets, and modules are 
among the resources available for use in 
these programs.

Inter- and Intra-School Programs, Activi
ties, and Projects. Staff development 
practices included in this category are 
designed to occur on the school-building 
or district level.

courses may take the form of lectures;

Consultant Directed Programs. Staff 
development programs may employ persons 
with expertise in a desired area to work 
on a continuing basis with school personnel.

Extended Year Programs and Assignments. 
This category covers programs and assign
ments that may extend beyond the usual 
school year. (pp. 18-19)

School Related Courses, Seminars, Insti
tutes, Conferences, and Workshops. This 
category refers to professional endorsed 
activities that may or may not be directly 
under the aegis of a school or a school 
district.
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workshops, demonstrations; or combinations of all

of these (p. 10).

Nicholson et al. (1976) thought of in-service

by the motivations that compel the teacher toward
personal professional development. He suggested a series
of teacher development alternatives for every context;

1.

2.

3.

4.

5.

Some staff development specialists have emphasized
the need to make available a wide variety of in-service
alternatives in order to satisfy the great diversity of
teachers and teacher interests in self-improvement.
Whatever the focus or organizing scheme of the instruc
tional improvement project, stated Bishop (1976),
alternatives are needed to accommodate the range of
individual perceptions, abilities, and style preferences.

Credential-oriented—taking courses and 
perhaps pursuing a degree.
Professional organization-related—conventions 
and workshops, specialized professional 
journals, and resource modules.

Job-related—workshops, teacher exchanges 
and visits, teacher centers, and mobile 
computer-assisted instruction.

Job-embedded--committee work, team teaching, 
interaction with consultants, professional 
reading, and curriculum analysis.

Self-directed—released time from classroom 
duties during the school week, sabbatical 
leaves, general education courses and 
professional libraries. (pp. 20-29)

education as a set of five contexts, each one determined
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No one pattern will achieve the desired end except in
a very limited or specialized situation. Complex and
multiple programs will require a variety of approaches

Gaff (1976b) expressed that:(p. 19) .

Some alternatives have been more successful than
others in achieving staff and institutional development.
The following subsections discuss 13 of the in-service
education alternatives which have been found to be the
most successful and commonly used in faculty development
programs throughout the United States and other leading
countries in education.

Workshops
"group of

teachers working together, with a leader or perhaps
on problems they have that they aresome resource person,

1976,interested
The common practice of attending summer work-p. 22).

Not every faculty member needs to be involved 
in any one program for it to be successful. 
Any faculty contains many different kinds 
of persons, each of whom is concerned with 
his own situation. Every program will appeal 
to some, and no program will appeal to all. 
(p. 18)

The workshop has been defined as a

shops seems to corroborate the belief that they "are
a great way for educators to gain knowledge, friend
ships and academic credit" (Kraft, 1977, p. 18).

in solving" (Nicholson et al.,
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An illustration of the high degree of

applicability of workshops to a variety of groups
and situations is the case of the Missouri State Teachers
Association which, in addition to its annual state wide

topics ranging from the improvement of the teacher's
image in the eyes of the general public to the dis-

35) . For a long time workshops have been consideredP-
an efficient way for educators to keep up with new
ideas and have a chance to find out what and how
everyone else is doing (p. 35) . However, workshops
have been considered to have certain limitations.

an alternative for teacher development were pointed
out in these terms:

Both benefits and limitations of workshops as

cussion of legislative issues ("Workshops," 1977,

Although short-term workshops have a great 
potential for bringing about educational 
improvement, this potential will not be 
realized unless we avoid haphazard approaches 
that do not provide for the continuous 
development of workshop participants. The 
one-shot "dog-and-pony-show" type of workshop 
conducted by a charismatic visiting "expert" 
might provide us with the inspiration needed 
to get started, but a more organized approach 
is required if there is going to be any 
follow-through and long-term benefits. 
(Renzulli, 1977, p. 186)

convention, sponsors several state wide workshops with
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Teacher Exchanges and Visitations

In relation to teacher exchanges as an in-service
teacher education alternative, Wylie (1973) observed that:

He further stated that the benefit to the school
system is twofold: On the one hand, the teacher from
the outside brings different experiences; and on the
other, the teacher who goes away brings back new
ideas (pp. 39-40).

Eble (1971) proposed a program of exchange.
stemming from the willingness of institutions to seek
out other cooperating institutions that would become
some kind of regional or national network, the objec
tive of which would be to give mid-career faculty
members the opportunity of new academic encounters
at relatively low cost for the sponsoring institutions
(p. 41).

Harris (1975) described teacher visita-M.B.

another teacher in action (p. 84) . He emphasized
tion as an activity in which one teacher observes

Any professional experience that takes the 
teacher out of his environment may be valuable. 
He gets a new view of himself and his possi
bilities and comes in contact with people 
whose background and situation in life are 
different from his own. Teacher exchanges 
are arranged, where regulations permit, not 
only between different schools in the same 
system, but with other systems in the state, 
or in foreign countries. (p. 39)



35

and a follow-up so that the visiting teacher can profit
the most from this activity (pp. 84-85). He pointed out
that, while skills and knowledge may be gained in teacher
visitation, the principal values of the activity lie
in improving understanding of such things as teaching
techniques, pupil-teacher relationships, classroom
arrangement, and lesson planning (p. 84).

Teacher visitation may take some innovative
forms. An example is the so-called "floating workshop

intended to help the teachers gain new ideas and
approaches through visiting schools and levels which
must be different from the ones they teach (Ramsey &

Teacher Centers
The teacher center was briefly defined by

people concerned with learning" (p. 49). The following
definition of the teacher center reflects the essence
of the teacher-center movement in the state of Illinois,
which may be considered representative of the teacher
center movement in the nation:

A teacher center is a curriculum development 
and professional staff support system. It 
is continuous, flexible and non-threatening, 
and responds to the individual and local

day"

that teacher visitation must have a plan, a purpose,

Homes, 1976, p. 174).

Matthews (1974) as "a meeting place for at least two



36

Describing the teacher centers in England,
Mathews noted that although no teacher centers have
looked alike, they share the following common
characteristics:

1.

2.

3.

In order to give certain order to the massive
proliferation of teacher centers in the United States,
Bell and Peightel (1976) proposed the following
taxonomy:

A discussion room which probably includes 
the library and is comfortably furnished 
so that teachers can exchange problems 
and ideas in a relaxed atmosphere.

A working room where teachers can try 
out materials and make their own.

Consortium teacher center. Three or more 
cooperating institutions or organizations.

A refreshment area which may vary from 
a pantry to a cafeteria and where, in 
every instance, the tea urn is the focal 
point. The toilet facilities are also 
located in this area. (pp. 54-55)

Special focus teacher center. A center with 
one primary focus such as individualized 
instruction, large class instruction, or 
open education. (pp. 18-19)

Autonomous teacher center. A single con
trolling unit or organization.

Partnership teacher center. Two cooperating 
institutions or organizations.

needs of the educators. It utilizes any 
or all existing institutions in a (bold) 
reallocation of human and financial resources. 
(S. A. Harris, 1977, p. 15)
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Bell and Peightel contended that educational

reform can come only from teachers and that, for teachers
to take reform seriously, they must be given the oppor
tunity to define educational problems and outline their
needs themselves (p. 7) . The teacher center has been
perceived to be a serious promise to meet teachers'

Mobile Computer Assisted Instruction
In 1973 it was estimated that the state of

Pennsylvania would have to make provisions for 40,000
teachers to obtain permanent certification through in
service courses near their homes. It was recognized
that the conventional means to achieve this task would
be ineffective due to fiscal and geographical con
straints .
(Computer Assisted Renewal Education), a three-credit
graduate level computer assisted instruction (CAI)
course initiated a prototype program to determine how
well this alternative could meet the needs of large
numbers of in-service teachers (Hall & Mitzel, 1973,
p. 35).

of providing in-service training for teachers, has been
used at Pennslyvania State University for 5 years.

needs and demands for educational and personal reform 
and improvement.

a means

In an effort to solve this problem, CARE-1

Computer assisted instruction (CAI), as
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The purposes of the program are: (a) to meet the needs
of a widely disbursed teacher audience without having

replacement, in function as well as cost, to the existing

p. 1) .

mobile unit consisting of a stand-alone computer and
16 student stations (IBM Instructional System). Each
student station is equipped with a small cathode ray
tube, a typewriter-like keyboard, a light sensitive
pen used by the learner in making responses to displayed
material, a rear screen image projector. and an audio

play/record device (Hall, pp. 2-3) .
Some still believe that CAI is expensive.

two pioneer users of this system showedHowever,
the opposite by comparing two different types of
programs of in-service education: on-campus intensive

The costs, numbers of students,institutes and CAI.
and student credit hours generated by both programs
were totaled together for percentage differentiation

The figures showed that the mobile CAIpurposes.
programs required 52% of the total funds provided
for both types of programs, enrolled 82% of the total
number of students, and provided 66% of the student

The CAI program operates with the help of a

a professor on site and (b) to provide CAI as a direct

instructional programs of teacher education (Hall, 1973,
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credit hours. The average cost per student in the mobile
CAI programs was 24% of the average cost per student

cost per student credit hour in the traditional
institute (Hall, 1974, pp. 70-72).

The mobile CAI program functions in this way:
The van with the built-in instructional unit is moved
to the target school and stays there for a period of
7 weeks.
scheduled to attend their CAI sessions in the afternoon
and evening. In addition to the work done in the mobile
unit, the teachers must do a lot of homework because
the program is supplemented with conventional study
materials that have to be covered as part of the
course requirements (Hall, 1973, p. 3).

A distinctive characteristic of computer assisted
instruction is that it' can individualize the learning

The procedure was explained by Cartwrightprocess.
and Cartwright (1973):

The computer selects sequences of instruction 
appropriate to an individual's background 
knowledge of the course content, his rate 
of progress through the material, and the 
types of errors he makes as he interacts 
with the system. Since each student can 
communicate with the system independently 
and the computer can arrive at logical 
decisions based oh its analysis of incoming 
student performing data, the capability 
exists for intelligent adaptation of 
instruction. (p. 132)

in the traditional institute and 56% of the average

Teachers registered for the course are
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Committee Work

Recently, Dettre (1978) complained that one
of the least studied and yet most potentially
debilitating phenomena in education is the committee
(p. 228). Nicholson et al. (1976) pointed out that
although committee work is frequently mentioned,
it has not been sufficiently discussed in the litera-

He explained that the majority of committeeture.
work is related to curriculum planning, although a
certain amount is devoted to the development of
special activities. In the course of working with
other teachers on a curriculum committee, a teacher
is exposed to alternative ways of handling the
curriculum, instructional materials, and teaching
strategies (p. 20).

The diversity of backgrounds that committee
work may bring together not only gives ample oppor
tunities for teachers to enrich their knowledge and
improve their interpersonal skills and attitudes but
also raises the probabilities of their accomplishing
tasks which otherwise would be very difficult to

An illustrative example of effectiveaccomplish.
utilization of committee work is the case of a group
of educators representing various instructional areas
who constituted an interdisciplinary committee to
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develop a number of strategies to make high school
students make sound judgments about postsecondary
education and decide on careers most suitable to their
needs and interests (Sanacore, 1978, 403-404).pp.

Some of the advantages of committee work were
recognized by Wylie (1973):

Team Teaching
From an analysis of several studies on team

teaching from 1971 to 1975, Cohen (1976) concluded
that:

"The effective team has open communication, a living
philosophy of education, a helping relationship, and
problem solving ability," expressed a group of

229) .P-

The potential of teaming not only to manage 
a complex technology but also to foster 
collegial evaluation and even participatory 
governance in intensively teamed schools 
is exciting. (p. 61)

Committee work can be valuable both 
to the committee members and to the rest 
of the school staff. School problems 
that cannot be settled in the staff meeting 
because they require considerable study may 
be studied by a committee. The committee can 
use techniques that suit the problem, and a 
small group can develop a degree of mutual 
understanding that makes possible a very 
free exchange of ideas and close cooperation 
in the work undertaken. (p. 35)

experienced team teachers (Bechtol, Braun, Slominski, &
Johnson, 1976,
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Nicholson et al. (1976) said that team teaching
provides an opportunity to learn by observing other
teachers and by interacting with the team leader. They
also stressed that a well organized team provides many

vides the opportunity for relatively close-order clinical
analysis of teaching (p. 20) .

The advantages of team teaching as an alterna
tive to instruction improvement and enhancement of
human interaction were presented by LaFuci and Richter
in 1970:

From the point of view of their constitution and
administrative control, three types of teaching teams
were identified by LaFuci and Richter: (a) the stan
dardized (or uniform) authority-directed team, where the
members are assigned to various teams by an academic

(b) the autonomous self-directed team, whichauthority;
is formed more or less spontaneously by faculty rather
than by administrative decision; and (c) the coordinated-
innovative team, where, although teams are appointed
by the administration, assignment of team members

A team system can help faculty plan and teach 
its curriculum. It can give the students a 
sense of belonging and an extended opportunity 
to participate directly in their own education. 
It can also help them, as it can help the 
faculty, achieve more productive peer group 
relationships. (p. 16)

of the functions of committees and, in addition, pro-
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is made only after the faculty has been consulted in
order to determine individual interests and preferences
(pp. 21-23).

Team teaching has been extensively used
supervisory technique, too. The promises and problems

a means to improve instruction
were perceived by McGee and Eaker (1977): On one

(a) team planning offers the opportunity forhand.
"observation" of teaching prior to actual observation;
(b) developing a trust relationship is enhanced by
working with one's peers and making observation of

part of team planning and teaching; (c) the threat by
perceived "inspection" by supervisors is reduced; and
(d) supervisory assistance is immediate and frequent
through the utilization of professionals on the team.
On the other hand, the following problems must be
recognized and dealt with: (a) having a colleague

supervisor; and (b) even though planning of the
observation may have been carefully done, there always
remains a certain degree of subjectivity in the
observation stage because the concept of "good" and
"bad" teaching is a very personal belief (pp. 25-26) .

of team supervision as

as a

classroom instruction a natural, accepted, or automatic

"watch" causes anxiety even if the person is not a
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Consultants
Two types of consultants have been identified:

suitant. Usually associated with a university or
other research faculty, or with a private educational
consulting firm, the independent contractor generally
has some particular services to offer and is called
upon when his expertise is deemed useful .to the needs •
of the school. The institutional consultant is generally

full-time employee of the school system (Nicholsona
et al., 1976, p. 21).

Particular characteristics have been associated
with the professional consultant. He is brought from
outside the institutional group to be affected by the
prospective change; he is a resource in the sense that

under study; he is able to provide specific information
that permits more intelligent decision making; and he
is skilled in helping people see and work through their
problems (Goodlad, 1957, p. 174) .

Educational experts have often pointed to the
big flaw of careless utilization of consultants, i.e. ,

Lippitt and Fox (1973) suggestedthe "one-shot" session.
that advance briefing, joint development of plans.
cooperative handling of training, follow-up activities.

the independent contractor and the institutional con-

he appears to have an "answer" to a particular problem
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and evaluation should be integral elements of pro
fessional consultation (p. 147) .

the expert help of consultants was described through
the Virginia Commonwealth University case study. Build
ing on this case, Wergin, Mason, and Munson (1976)
designed a two-phase faculty development model which
suggests that the consultant's major role during the

help will reach the target teachers, the assumption
being that only if and when help is wanted, can the
professional services of the consultant be of any
value. In the second stage (the personal collaborative
phase), the nature of the consultation will take
various forms as required by the particular situation:.

resource person, and sharing educational knowledge
and teaching experiences (pp. 300-306).

Professional Reading
Cogan and Anderson (1977) listed a variety of

for the educator to keep up with the new develop-ways
(a) being active inments of the profession:

professional organizations, (b) taking college course

(c) serving on curriculum revision committees.work,

assessing faculty needs, serving as a catalyst and

The whole faculty development process based on

establish an aura of trust and credibility so that
first stage (the professional expert phase) is to
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(d) participating in workshops and in-service courses.
(e) traveling, and (f) sabbatical leaves. To this list,
they added what they considered to be one of the most
effective, yet often overlooked, avenues to continued
professional growth: a regular and conscientious
program of professional reading (p. 254).

A rapidly proliferating literature about higher
education and innovative instructional techniques
demands and facilitates the formation of faculty

Gaff (1976b) maintained that the collectionlibraries.
of published materials need not be extensive nor expen
sive to be of value. He pointed out that more important
than a voluminous collection of materials is making
them available and useful to the faculty. Suitable
places to do this are those frequented by the faculty

faculty lounge or club (p. 33) .
A secondary school principal saw professional

of the most effective means for
educators to know the material they teach; to be aware
of the innovations, current trends, and issues in the
field; and to keep abreast of new instructional tech
niques (Decker, 1975, p. 26) .

It has been noted that the use of reading
materials seems most common in highly structured formal
courses but efforts to make systematic use of reading

reading as one

such as a
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activities in connection with discussion. in-service
workshops, or interviews have not been very promising

From a study intended to determine the relation
ships between reading practices reported by teachers
and other factors—age, teaching experience, and the
availability of periodical publications in a school
library or reading collection--Cogan and Anderson (1977)
arrived at these conclusions: (a) First, teachers
appear to read significantly more often those periodicals
which give pragmatic ideas that can be implemented in

(b) Second, there is a high correlationthe classroom.
between teacher readership and whether the school library
subscribes regularly to periodicals, (c) The older
teachers read more than the 20-30 year old

These conclusions suggest thatgroup (pp. 257-258).
at present insufficient effort is being made to introduce

to the great wealth of professional educational litera
ture now available.

Graduate Courses
It was recently asserted that:

The ultimate goal of graduate studies in educa
tion is the improvement of professional practice 
in teaching and learning. If professional

(B. M. Harris, 1975, p. 80).

the prospective teachers and the teachers' in-service
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of teaching.
The state of the widespread utilization of

advanced degrees to improve college teaching was summed
up by Dressel and Thomson (1974) in these terms:

Professional Organizations
The teacher, or any other professional nowadays.

is not alone in his endeavors toward self-improvement;

concerned that their members maintain these qualities

p. 40) .

Extensive and recent discussion of the Doctor 
of Arts as the appropriate degree for college 
teachers should not be permitted to obscure 
the fact that several others have been pro
posed and at least five other alternatives 
presently exist. These include at the 
doctoral level multiple track PhDs, and the 
EdD (or DEd). Many institutions offer master's 
degrees in education or in the disciplines 
which include a combination of some attention 
to instruction and some further study in the 
discipline. These 1-year master's degrees 
may be adequate for employment in community 
colleges, and baccalaureate level institutions 
but they are not usually regarded as terminal 
degrees upon which to base a career in teaching. 
The 2-year degrees—Master of Arts in College 
Teaching and Educational Specialist—provide 
a stronger background and often are regarded 
as terminal degrees, suitable for community 
college instruction. The MACT may actually 
provide more and broader coverage of course 
work than the PhD, but it dispenses with 
specialization and with the dissertation 
research. (p. 21)

professional organizations, by their very virtue, are

that characterize a professional person (Bottoms, 1975,

practice is to be improved, it seems to 
follow that knowledge must be applied to the 
development of solutions to everyday problems

(Wilson, 1977, p. 9)
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Nicholson et al. (1976) observed that pro

fessional organizations of teachers have been established
around most of the curriculum areas and in several other

He then mentioned some of the
services offered by those organizations and professional
organization-related entities, together with some of
their limitations:

Learning; a time to see old friends and make
an opportunity to observe, compare, andnew ones;

ask questions about the latest texts, workshops, and
audio-visual materials; and several kinds of demon
strations are some of the benefits which teachers
may obtain from professional meetings and conventions
(Richards, 1977, p. 28).

Research and Publication
Education professors have often argued that

teachers should possess some competence to conduct

Conventions and workshops are among the more 
traditional inservice methods sponsored by 
such organizations; a wide array of these 
activities is available to those teachers 
who are able to take advantage of them. 
Some school districts provide travel and 
living expenses for teachers to attend 
professional meetings but this practice is 
by no means common. Publishers have often 
subsidized such efforts and use them partly 
as a means of presenting their materials, 
while at the same time presenting other 
materials only somewhat less prominently, 
(p. 26)

areas of common concern.
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action research in their classrooms, and most certainly.
they should possess the skills to be able to read and
understand publications where research is cited (Kaplan,
1976b, p. 69).
tions with classroom teachers, Kaplan concluded that they
have little or no competence in conducting formalized

part of their classroom practice.
Some institutions of higher education have not

overlooked educators' needs for and interests in planning
and implementing research projects. An example of
these institutions is the University of Massachusetts
which, through a specific program, attempted to develop
curriculum and instruction research, research evalua
tion, and research diffusion competencies in doctoral

Another graduate program, at Iowalevel students.
State University, provided graduate students with
research training in educational and psychological

in computer supported learning (P. Brown, 1976, p. 78) .
Other institutions of higher learning have also

concentrated on training teachers or prospective teachers
The University of Southern California,in research skills.

for example, offered a preservice course in research
skills designed to prepare teachers to (a) interpret

as a

Through his observations of and conversa-

research and, therefore, hold no value for research

measurement, program evaluation, and educational research
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and apply various types of research to classroom

(b) identify needed research for improvementneeds,
of instructional programs. (c) use facilities to locate
research studies, and (d) conduct classroom research

An innovative research program, which involves

teacher pursuing advanced studies, was based on this
procedure: After an initial discussion the professor
proposes a theory, then the teacher tests it out
in the classroom, and finally both evaluate the results

Wylie (1973) suggested that carefully planned
research by in-service teachers should at least have
the same credit for continuing professional development
that is given to other forms of study such as pro
fessional courses, workshops, and committee work
(p. 39) .

Publishing, the logical follow-up activity of
"will have a considerablecontributory research,

influence on a professor's aspirations, practices
(Eble, 1971, p. 7) .and frustrations"

Herge (1965) reflected that:
The persistent emphasis upon published research 
as the criterion for professional advancement 
in institutions of higher education has been

the collaboration of a university professor and a

(P. Brown, p. 79).

(Nicholson et al., 1976, p. 25).
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Emphasis on publication by the college instructor
has been seen by most authors as an unresolved issue;
however, no one has ever denied its value as an activity
that may contribute substantially to the writer himself
and to the field of education.

Individualized Learning Units
Packet, package, learning module, teaching

and minicourse are all
labels that have been attached to the same concept
which, in 1974, Magidson termed "individualized
learning unit (ILU) " (p. 43) .

Kuzsman and Maclsaac (1975) concurred that the
learning activity package encompasses the most systematic
approach to the individualization of instruction yet

According to Farley and Moore (19 7 5) ,developed (p. 37).
the central thesis of self-instruction packages is
that they can be used as an alternative vehicle for
continuous progress education (p. 9).

Kaufman (1977) indicated that the package is
coming back into vogue in instructional technology

a double-edged blade. While it has stimulated 
many faculty members to attack the unknown 
independently and to produce significant 
and valuable learnings, it has caused others 
to waste time and effort in the production of 
what one writer terms "minutiae and trivia." 
(p. 89)

module, instructional module,
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(p. 50). Packaged courses specifically designed to
enhance teachers' theoretical educational knowledge
and instructional skills are now available.

Magidson (1974) distinguished six elements in
individualized learning unit:an
1.

2.

3.

4 .

5.

6.

Kuzsman and Maclsaac (1975) identified three
main advantages for the learner using individualized

(a) First, the learner knows exactlylearning units.
(b) Second, the interest ofwhat he is to accomplish.

thethe student is maintained and enhanced through
variety of materials or media.

(c) Third, the learner can work at his own achievement

Pretest--determines if the student has 
the prerequisite skills needed to begin 
the unit.

Learning objectives--tell the learner 
what is expected in order to demonstrate 
his learning proficiency.

Learning activities—those which the 
learner performs in order to achieve 
the objectives.
Posttest—final assessment of the student's 
learning.

Introduction—states the purpose or 
rationale of the unit, introduces 
the topic, and gives instructions 
on how to work on the unit.

Unit evaluation—the learner completes 
a questionnaire to help the author revise 
the unit. (p. 43)

prescription of a
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particular style (p. 38) .

Microteaching

Working through a microteaching session includes
three main steps.
filmed instructional lesson in which one to three
specific skills are described and illustrated.
(b) Second, the trainee prepares a lesson and uses
it with five or six of his own pupils in a micro
teaching situation. (c) Third, the trainee replans
the same lesson and reteaches it with another group of
pupils (Hutchins, Dunning, Madsen, & Rainey, 1971,

5-6) .pp.
A more elaborate version of microteaching was

devised by Central London's School of Communication:
A lesson taught by a regular classroom teacher was

to listen to the recording and to record her comments.
The initial and the new recordings were edited
together.

(a) First, the trainee views a

Later, educational experts were invited

level, at his own pace, and according to his own

Microteaching is based on the assumption 
that teaching can be subdivided into 
relatively autonomous skills, each of 
which can be separately taught using 
demonstrations, practice teaching and 
feedback. (Bergquist & Phillips, 1975, 
p. 195)

sound-recorded, then she was invited to the studio
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to listen to this edition and make comments on it.
Both the experts' recorded comments and the edition

recording to be used not only by the teacher partici
pating in the experiment but also by instructors of

teachers in-service (Schooling,

An important application of microteaching has
materialized in the minicourse. A single minicourse
is an in-service technique which

Agencies of Faculty Development
Meyer (1976) recognized the significance of the

role that any sponsoring agency plays in in-service
He stated that the nature of theeducation programs.

sponsorship can determine the tone of the program and,
therefore, profoundly affect the type of course
offered (p. 11).

Dillion (1974) observed that initially, colleges
and universities had no competition in the area of

However, with the arrival ofstaff development.
Sputnik, the school system suddenly began to look

prospective teachers or

The final product was a

provides all the instructional material 
required to enable the teacher to learn 
a specific set of teaching skills—for 
example, how to use questions effectively 
in a discussion lesson. (Hutchins et al., 
p. 5)

were edited together, too.

1976, pp. 48-49).
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critically at the quality of teacher preparation
and at its own responsibility for in-service training
(pp. 137-138). With the coming of another important
practice in education, collective negotiations, has
come a strong determination on the part of many
teacher organizations to have control over programs
which affect the teaching staff, such as staff develop
ment (p. 139).

Kaplan (1977a) stated that, not too long ago.
education beyond the preservice level was provided
exclusively by colleges of education, but in the past
few years, professional teacher organizations and
teacher centers have,
in-service responsibility (p. 38) . Some educational
experts do not believe that institutions of higher
education, traditionally in charge of in-service
education, have been sufficiently helpful to the
teachers (Edelfelt, (1977a), p. 14).

In Australia the employer, or an agent of the
employer, has traditionally been the sponsor of in-

Other more conventional sponsorsservice courses.
have been universities or teacher education institutions,

More recently, teachersand teacher associations.
themselves have accepted more responsibility for

in a large' measure, taken over
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their own development and have organized centers to
plan and present programs (Meyer, 1976, p. 10).

In terms of their governance, Massarani (1977)
classified the existing structures delivering in-service
education into three categories: (a) teacher-governed
programs in schools or centers, (b) college/university-
governed programs, and (c) a variety of types of
cooperatively governed programs involving representatives
from teacher organizations, school districts, higher
education institutions, and other interested groups
or agencies (p. 41) .

Bottoms (1975) indicated that in-service educa
tion is designed and delivered by local school systems.
state departments of education, institutions of higher
education, and professional organizations; of all these.
the first and the third are the primary deliverers of
this service (p. 42) .

Hite and Howey (1977) cited the following types
of organizational structures for in-service programs:

1. The Independent Inservice Program: The 
focus is usually on the direct concerns 
of teachers, there is no association with 
a formal educational institution. Fre
quently, independent programs are 
administered and staffed by teachers. 
Financing is often tenuous. The indepen
dent program is autonomous, accountable 
only to its own structure and clients.



58
2 .

3.

4.

5.

6.

7.

Summary
The preceding review of related literature was

The Almost Independent Inservice Program: 
There is some formal tie with the institu
tion, but the program serves the genuine 
interests of teachers. Funding is quite 
often tenuous. The autonomy is provided 
by the strength and charisma of the personnel.

The Free Partnership Inservice Program: 
Usually the partnership involves the 
school system and a university or college. 
The word "free" refers to the fact that 
the partnership is entered into willingly, 
rather than being prescribed.

The Professional Organization Inservice 
Program: This type of program is organized 
and operates in the framework of a profes
sional organization. There may well be 
institutional support, but it is likely 
to be a result of the bargaining efforts 
of the organization and the institution.
The Single Unit Inservice Program: 11 is
characterized by its exclusive relationship 
to and administration by a single educa
tional institution. This type of program 
may be organized and administered in a 
multitude of ways, but always in regard 
to a single political unit. Accountability 
is usually to the institution.

The Free Consortium Inservice Program: 
A free consortium is characterized by 
three or more institutions, usually 
geographically close to one another, 
willingly entering into an inservice 
program relationship.
Legislative/Political Inservice Programs: 
This type of program is characterized by 
the fact that its organization and con
stituency are prescribed by legislative 
criteria or political influence. (pp. 45-46)
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intended to develop a rationale for faculty develop-

present the areas of teacher education whichment,
in-service programs have sought to develop, and discuss
the faculty development alternatives most commonly
used in teacher in-service education at present.

The analysis of the philosophy, goals, and
objectives of today's in-service teacher education
has shown that the teachers' needs for a wide variety
of development alternatives are wider than ever before.

diminishing public trust in educational institutions.
and the ever changing advances in all fields of human
endeavor are among the factors which are now demanding
more systematic opportunities for the teachers to
upgrade their personal and professional capabilities.

The traditional emphasis on a conscientious
preparation of the college teacher in his discipline
has shifted toward a comprehensive development of his
theoretical educational knowledge, professional instruc
tional skills, and humanistic educational and personal

The educator of today isattitudes and values.
expected to incorporate into his own self not only
the qualities of
and abilities of an excellent facilitator of learning.

satisfactionand the interpersonal skills to generate

a good scholar but also the knowledge

A more student-oriented philosophy of education, a
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for himself and for those around him in his pro
fessional environment.

The alternatives for faculty development at
present are numerous. Nevertheless, this review of the
literature suggested that only a small number of them
should be expected to develop all the areas that are
needed for the formation of the whole educator. The
majority of them have only been successful in this
task when used within the structure of a carefully
articulated faculty development program.

Much of the success that some faculty development
programs have attained should be attributed to the
entities which have planned and implemented them.
Recently, teachers' organizations in the United States
have played a significant role, directly or indirectly,
in in-service teacher education. However, educational
administrators, college and university consortia,
the teachers themselves, and various other agencies
continue to contribute their enthusiasm, financial

faculty improvement.
resources, and expertise to personal and professional



CHAPTER III

SETTING AND DESIGN OF THE STUDY

The purpose of this study was to determine the
value of the faculty development alternatives most commonly
used at present and to identify the entity with the
highest probabilities of planning and implementing them,
as perceived by the curriculum and instruction supervisors
of the Instituto Politecnico Nacional.

This chapter describes the setting of the study,
the population and the sample, the construction of the
questionnaire, the pilot study to validate it, the adminis
tration of the research instrument, and the methods of data
analysis.

The Setting of the Study
The Instituto Politecnico Nacional is the second

largest educational institution in Mexico. Its major
responsibility is to provide educational services for
nearly 160,000 students at three different levels:

(higher education), and "estudios"educacion superior"
de postgrado" (graduate studies) . At all three levels.

61

"educacion media superior" (grades 10, 11, and 12),
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tion of the students.
Supervision of curriculum and instruction, mainly

of a body of 95 supervisors whose educational background
ranges from some particular expertise in a technical field,
through the BA and BS degrees, up to the MA and MS degrees,
and the doctoral degrees. Only in very rare cases have
the IPN supervisors received some formal training in the
educational supervision field. The supervisors' range of
academic influence reaches approximately 6,000 teachers
with whom they interact throughout the school year in order
to schedule course content, discuss teaching methodology,
supervise teaching, design and administer evaluation
instruments, consult on academic problems, and seek to
accelerate teacher and institutional growth.

The Population and the Sample
The population for this study consisted of the 95

curriculum and instruction supervisors of the IPN Direccion
de Estudios Profesionales (Direction of Professional

The supervisors were considered to be the bestStudies) .
qualified to determine the value of the 13 faculty develop
ment alternatives presented in the instrument and to identify
the entity to plan and implement them for the following
reasons:

emphasis is placed upon a technical and scientific prepara-

at the grades 10, 11, and 12 level, is the responsibility
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1. Generally, they have been appointed supervisors

as
room teachers.

2. They are in contact with the teachers of the
schools they supervise on a permanent basis.

3. They plan, supervise, and evaluate teaching in
all the programs. These tasks put them in the position
of assessing objectively the process and results of the
teachers' work.

4. They have played significant roles in faculty
development programs as organizers, participants, or direc-

Therefore, they were assumed to be able to assesstors.
the value of the faculty development activities and iden
tify the entities required to implement them.

The sample surveyed consisted of 52 of the 95 curri
culum and instruction supervisors employed by the IPN Direc-

The criteria for selectingtor of Professional Studies.
this segment of the population were:

The largest possible number of supervisors would1.
be made available for the survey as long as their partici
pation in it did not interfere with their supervisory
activities previously scheduled.

The supervisors to participate in the study2.
would have to devote a minimum of 1 hour to the questionnaire

administration session because the IPN administration saw

opportunity for the supervisor's growth.anit as

a result of their experience and effectiveness as class-
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Construction of the Questionnaire

A closed-end questionnaire was designed as the
instrument that provided the necessary information to test
the hypotheses of the study. Appendix A shows the Spanish
version of the instrument administered to the IPN curriculum
and instruction supervisors; Appendix B shows a translation
into English of the same instrument. The instrument con-

(b) a brief description of the three areas of faculty devel-
(c) a description of the three entities which mightopment,

plan and implement the faculty development alternatives, (d)

introductory description of the questionnaire, (e) thean

instructions for the completion of the questionnaire, (f)

the rating scale for the faculty development alternatives.
and (g) the body of the questionnaire.

Statements of Purpose
The statements of purpose were intended to introduce

the respondents to the raison d'etre of the questionnaire.
The first statement of purpose indicated that the question
naire was to determine, through the perceptions of the
respondents, the value of 13 of the faculty development
alternatives most commonly used at present to develop the
three central areas in the formation of the professional
educator: theoretical educational knowledge, professional
teaching skills, and humanistic educational attitudes.

tained the following elements: (a) two statements of purpose.
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The second statement of purpose indicated that the

questionnaire was to be used as an instrument to identify

institutional polytechnic entity, and an external academic
organization) the one with the highest probabilities to
plan and implement successfully each faculty development
alternative suggested in the questionnaire.

Description of the Questionnaire
This section of the instrument described the ele

ments and the structure which constituted the body of the
questionnaire. Five columns formed the structure (see
Figure 1) . The central element was the item column (Y)
which listed 13 of the faculty development alternatives
most commonly used at present. Those 13 alternatives were
included in the questionnaire for the following reasons:

review of the literature suggested that they
have been the most successful in faculty development pro-

(b) Second, all the alternatives, except one (No.grams.
4, Mobile Computer Assisted Instruction), have been used in

(c) Third, thesome form of faculty development at the IPN.

taken together, were considered to meet the13 alternatives.

comprehensive faculty development program.

The 13-alternative structure included in the questionnaire

teacher education suggested by Nicholson et al. (1976) :

requirements of a

was designed after the taxonomy of contexts for in-service

(a) First, a

from three viable entities (each IPN school separately, an
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Job-related:

The three columns (V, W, and X) on the left side
of the item column contained the parentheses for the
respondents to determine the value of every alternative
in developing each of the three areas of faculty develop
ment suggested (theoretical educational knowledge, profes
sional teaching skills, and humanistic educational attitudes,
respectively).

The fifth column (Z), on the right of the item
contained the parentheses to be filled out withcolumn,

the letters E, P,

highest probabilities to plan and implement each of the 13
alternatives listed in the questionnaire.

___________ workshops, teacher exchanges and visits, 
teacher centers, training packages, and mobile computer- 
assisted instruction.

or 0 to identify the entity (each IPN

an external academic organization, respectively) with the

Credential-oriented: graduate courses oriented toward 
certification and/or advanced degrees.

school separately, an institutional polytechnic entity, or

Professional organization-related: conventions and 
workshops, specialized professional journals, and 
resource modules.

Job-embedded: committee work, team teaching, con
sultants, professional reading, and curriculum analy
sis .

Self-directed: released time from classroom duties 
during the school week, sabbatical leaves, general 
education courses, and professional libraries (pp. 
19-29) .
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Rating Scale

The respondents were requested to determine
the value of each alternative in developing the three

The following
scale was used:

1

The respondents were requested to rate each
alternative as they perceived it to contribute to the
development of all three areas separately.

Pilot Study
A pilot study was undertaken in order to test

out the data collection procedures and the instrument
which were used in surveying the sample.

The questionnaire was completed by 10 academic
advisers from the IPN Centro de Estudios de Sistemas
Abiertos "Luis Enrique Erro" in Mexico City on May 8,

The participants were selected

The pilotconducting staff development activities.
study suggested that the questionnaire should be
administered by the conductor of the study after a brief

The interview wouldinterview with the respondents.

0 = valueless 
moderately valuable

2 = valuable
3 = very valuable
4 = extremely valuable

on the basis of their broad experience in planning and

areas proposed in the questionnaire.

serve the purpose of clarifying the questions that might

1978 (see Appendix D).
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arise in relation to the terminology used to identify

the faculty development alternatives included in the

questionnaire.
the Spanish terms encuentros (encounters) and semi-
narios (seminars) were often used interchangeably with
talleres (workshops) .

The pilot study corroborated the adequacy of
the methodology previously selected to test the
hypotheses (see Methods of Data Analysis on pages
70-73). Both data anlysis approach and research
instrument required pilot study evaluation because
no similar studies were found to have been done in
a Mexican setting before.

Administration of the Questionnaire
Organizationally, the IPN curriculum and

instruction supervisors act as subordinates of the
Direction of Professional Studies.
official authorization was obtained to carry out the
administration of the instrument for gathering the data.
A letter presenting the conductor of the study and

sent to the IPN Division Heads by the Direction of
Professional Studies Academic Coordinator (Appendix C) .

The sample was divided into four groups. One
questionnaire administration session was assigned for

requesting collaboration to facilitate the task was

It was indicated, for instance, that

Therefore, an
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each group. The sessions were conducted by the researcher
in the following order:

1. Explanation of the nature of the study.
Discussion about the reasons for selecting the2 .

supervisors to participate in the survey.
3. Explanation on the purposes of the question

naire.
Brief discussion about the central areas of4 .

faculty development.
5. Full discussion about the 13 faculty develop

ment alternatives included in the questionnaire.

6. Anonymous and individual answering of the
questionnaire.

The questionnaire was designed to be answered
in 20 minutes. However, each session lasted approximately

90 minutes in keeping with the IPN administration's

desire to make each session "an opportunity for the

supervisors' growth-"

Methods of Data Analysis

The following subsections describe the procedures

utilized in analyzing the data produced by the instru

ment to test both hypotheses of the study.

Hypothesis I

The IPN curriculum and instruction supervisors

believe that, regardless of the nature of the 13 in-service
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one contributes to
member in the three central areas of faculty develop-

theoretical educational knowledge, professionalment:
teaching skills, and humanistic educational attitudes.

Hypothesis I of this study was tested by using

the following methods of data analysis:

1. The percentages of ratings of 0 (valueless) ,
1 (moderately valuable) , 2 (valuable) , 3 (very valuable) ,

and 4 (extremely valuable) were calculated for each of
(columns V, W, and X of the questionnaire)the three areas

for every faculty development alternative.
The percentages of 2 (valuable), 3 (very2.

valuable), and 4 (extremely valuable) obtained for
each of the three areas were added.

The three values so obtained were averaged3.
This particularto produce the value of the statistic.

step was purposefully designed to establish the "balanced
improvement of the faculty member" to which Hypothesis I
refers.

The hypothesis for every faculty development4.
alternative was accepted as tenable if the value of
the corresponding statistic accounted for more than 95%.

Hypothesis XI
The IPN curriculum and instruction supervisors

a balanced improvement of the faculty
education alternatives included in the instrument, each
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think that the professional upgrading of the IPN
faculty members could be achieved more efficiently
through an institutionally articulated faculty develop-

an external program.
"An institutionally articulated faculty

development program" was defined, for the purpose of
testing Hypothesis II,
of six faculty development alternatives." This defini
tion stemmed from: (a) a review of the literature
which indicated that a successful comprehensive faculty
development program should simultaneously include as
wide a variety of alternatives as possible in order to
meet the great diversity of needs which a large faculty
may show, and (b) interviews with officers of the IPN
Direction of Professional Studies, which led to the
estimation that the institution might be able to support

simultaneously incorporate at least six of the 13 faculty
development alternatives proposed in the instrument.

The following methods were used to test
Hypothesis II:

The percentages of responses to E (an IPN1.
(an Institutional Polytechnic Entity), andSchool) , P

(an External Academic Organization) , which identified0

a comprehensive faculty development program which would

as "the simultaneous implementation

ment program than through a unitary school program or
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the entity with the highest probabilities to plan and
implement each faculty development alternative (column
Z of the questionnaire), were calculated.

The entity which obtained the highest2.

with the highest probabilities to plan and implement
each alternative successfully.

A minimum of seven scores of P (an Tnstitu-3.
tional Polytechnic Entity) of the 13 faculty development
alternatives included in the instrument was considered
necessary to retain the hypothesis. The mathematical
rationale for this step was that 7 was the lowest
number in the scale from 1 to 13 capable of forcing
the elimination of two of the three entities proposed.

Summary
The research was conducted at the Institute

The population forPolitecnico Nacional in Mexico City.
this study consisted of the 95 IPN curriculum and
instruction supervisors of whom 52 constituted the sample.

The data for testing the hypotheses of the
study were gathered through
which included the item column (13 faculty development

faculty development and the entity best qualified to
A rating scale from 0implement the alternatives) .

a closed-end questionnaire

percentage of the three was considered to be the one

alternatives) and four response columns (three areas in
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(valueless) to 4 (very valuable) was used by the

respondents to determine the value of each alternative

in developing the three areas suggested in the

instrument. The entity best qualified to implement
each alternative was identified with a code letter.

The following procedure was followed to test
Hypothesis I: The percentages for each of the three

calculated; these percentages were then
added; the three values so obtained were averaged to
produce the statistic; the hypothesis was retained if
the value of the statistic was above 95%.

Hypothesis II was tested through this procedure:
The percentages of responses identifying each of the
three entities best qualified to implement the alternatives
were calculated; the entity with the highest percentages

selected; the hypothesis was retained if P (anwas
Institutional Polytechnic Entity) obtained a minimum of
seven of the 13 highest percentages.

areas were



CHAPTER IV

PRESENTATION AND ANALYSIS OF DATA

Introduction
The purpose of this chapter is to present the

findings of the study. The presentation and analysis

of data are organized in two sections. The first section

is devoted to determining which of the 13 faculty

development alternatives included in the research

instrument contribute to a balanced improvement of the

faculty member in the three central areas of faculty

development (theoretical educational knowledge, profes

sional teaching skills, and humanistic educational

attitudes).

The second section is concerned with identifying
the entity (an IPN School, an Institutional Polytechnic

External Academic Organization) with the
highest probabilities to plan and implement a faculty
development program successfully at the Instituto
Politecnico Nacional (Mexico) .

The data for this study were collected through

closed-end questionnaire administered to a samplea

composed of 52 of the 95 Instituto Politecnico Nacional
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Entity, or an
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(IPN) curriculum and instruction supervisors. 0 f the

Of the two considered nonusable, one was incomplete and
the other one was completed incorrectly due to failure
to follow the instructions as requested.

The instrument was administered by the conductor
of the study in the IPN governance building in Mexico
City on May 11 and 12, 1978.

Hypothesis I of this study stated that the IPN
curriculum and instruction supervisors believe that each
in-service education alternative included in the research
instrument contributes to a balanced improvement of the
faculty member in the three central areas of faculty
development (theoretical educational knowledge, profes
sional teaching skills, and humanistic educational
attitudes). The respondents were requested to rate each

alternative with 0 (valueless) , 1 (moderately valuable) ,

2 (valuable), 3 (very valuable) , and 4 ( extremely valuable)

they considered it to contribute to the improvement ofas

The following subsectionseach of the three areas.
present and analyze the collected data as they were
treated to test Hypothesis I.

Alternatives Which Contribute to a Balanced 
Improvement of the Faculty Member

52 instruments collected from the sample, 50 were usable.
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Percentages of Ratings of Alternatives

Table 1 shows the percentages of ratings of 0
(valueless) ; 1 ( moderately valuable) , 2 (valuable) ,
3 (very valuable), and 4 (extremely valuable) obtained
by the 13 faculty development alternatives as they
were thought to contribute to improving the area of
theoretical educational knowledge.

Professional Libraries received 58%, the highest
percentage of ratings of 4 (extremely valuable) , followed
by Teacher Centers, and Research and Publication with
46%; Mobile Computer Assisted Instruction received the
lowest percentage in this category with 20%. The highest
percentage of ratings of 3 (very valuable) was given
to Consultants, immediately followed by Workshops with
56%; Mobile Computer Assisted Instruction received the
lowest percentage (25%) in this category, too. Exchanges
and Interschool Visitations scored the highest (40%)

The ratings of 1in this category of 2 (valuable) .

(moderately valuable) given to all the alternatives

considerably lower, compared with the three preceding•were
categories, ranging from zero to a mere 8%. Four
alternatives (Mobile Computer Assisted Instruction,

Committee Work, Graduate Courses, and Microteaching)

theoretical educational knowledge by 2% of the res

pondents .

were considered valueless in developing the area of
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Table 1

0 3 4Alternative

98Workshops 0 2 16 56 26
0 2 40 28 30 98

Teacher Centers 0 2 14 38 46 98
2 8 46 24 20 90

Committee Work 2 2 20 40 36 96
Team Teaching 0 4 30 42 24 96
Consultants 0 2 14 58 26 98
Professional Libraries 0 2 12 28 58 98
Graduate Courses 2 2 16 40 40 96

0 4 30 42 24 96

0 2 6 46 46 98

Instructional Modules 20 12 44 42 98
Microteaching 02 16 52 30 98

Mobile Computer
Assisted Instruction

Professional
Organizations

Research and
Publication

Exchanges and Inter
school Visitation

Percentages of Ratings of Faculty Development 
Alternatives in Improving the Area of 

Theoretical Educational Knowledge

Sum of 
2, 3, & 4

Rating
1 2
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Table 2 shows the percentages of ratings of 0,

1,
they were thought to contribute to the improvementas
the faculty member in the area of professional teachingof

skills. Instruction Modules received 44%, the highest

percentage of the ratings of 4 (extremely valuable);

Teacher Centers was next with 42%. Mobile Computer
Assisted Instruction was given 8%, the lowest percentage,
in this category. In category 3 (very valuable) , Work
shops was given 56%, the highest percentage of ratings;
24%, the lowest percentage, was obtained by Mobile Computer
Assisted Instruction. In category 2 (valuable), Mobile
Computer Assisted Instruction received 50%, the highest
percentage of ratings, surpassing the nearest alternative,
Professional Organizations, by a wide margin. The
percentages of ratings of 1 (moderately valuable) given

Mobileto all the alternatives ranged from zero to 10%.

Computer Assisted Instruction was rated as valueless in

developing the area of professional teaching skills by 10%

of the respondents.

4 received by the faculty development alternatives as

they were thought to contribute to improving the area of

humanistic educational attitudes. In category 4 (extremely

valuable) , Teacher Centers was rated the highest among the

Instructional13 alternatives in achieving the purpose.

Table 3 displays the ratings of 0, 1, 2, 3, and

2, 3, 4 obtained by the faculty development alternatives
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Table 2

Alternative 0 1 4

Workshops 0 0 16 56 28 100
2 4 16 48 9430

Teacher Centers 0 0 10028 30 42
8 8210 8 50 24

96Committee Work 0 4 18 46 32
Team Teaching 32 38 940 6 24

9826 42 300 2Consultants
Professional Libraries 26 8810 28 342

980 30 40 282Graduate Courses
926 32 40 202

30 36 94282 4

36 44 1002000Instructional Modules
26 9424 4442Microteaching

Mobile Computer
Assisted Instruction

Exchanges and Inter
school Visitation

Professional
Organizations

Research and
Publication

Percentages of Ratings of Faculty Development 
Alternatives in Improving the Area of 

Professional Teaching Skills

Sum of
2, 3, & 4

Rating
2 3
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Table 3

Alternative 0 1 4

Workshops 2 10 22 44 22 88
2 4 26 36 36 98

Teacher Centers 0 0 22 38 40 100
14 24 38 10 14 62

Committee Work 6 • 922 20 46 26
Team Teaching 2 0 24 42 32 98

946 22 42 30Consultants 0
Professional Libraries 10 26 24 36 864

32 32 30 944 2Graduate Courses
18 46 24 886 6

30 9038 224 6

20 38 922 346Instructional Modules
18 8210 14 508Microteaching

Percentages of Ratings of Faculty Development 
Alternatives in Improving the Area of 

Humanistic Educational Attitudes

Mobile Computer
Assisted Instruction

Exchanges and Inter
school Visitation

Research and 
Publication

Professional
Organizations

Sum of
2, 3, & 4

Rating
2 3
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Modules ranked next with 38%. Mobile Computer Assisted

Instruction was given 14%, the lowest percentage in this

Microteaching received 50%, the highest, ofcategory.

ratings of 3 (very valuable) . Mobile Computer Assisted

Instruction obtained the lowest (10%) in this category.

In category 2 (valuable), Mobile Computer Assisted

Instruction, and Research and Publication obtained

38%, the highest percentage. The lowest percentage

of ratings of 2 was given to Microteaching (14%) .
Mobile Computer Assisted Instruction received 24% and 14%
of the ratings of 1 (moderately valuable) and 0
(valueless) respectively. Teacher Centers was the only
alternative which obtained no ratings in these two
categories.

Sums of Percentages of Ratings of Alternatives
The percentages of 2 (valuable), 3 (very valuable) ,

(extremely valuable), calculated for each of threeand 4
(educational knowledge, teaching skills, and humanareas
attitudes) , were added as shown in the right endistic

These figures and theircolumn of Tables 1, 2, and 3.
arithmetical, sums are concentrated in Table 4. The 13
faculty development alternatives are presented in a

descending order determined by their averages. Averaging
the sums of the percentages of ratings of 2, 3, and 4 ,
obtained by each alternative in the areas of faculty
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Table 4

Alternative Skills AttitudesKnowledge Average

Teacher Centers 98 100 100 99.33
98 98 96.6694

98 94 96.66Consultants 98
96.66Instructional Modules 9298 100
96.00Team Teaching 96 94 98
96.0094Graduate Courses 96 98

88 95.3310098Workshops
94.66929696Committee Work

90 94.009498

92.00889296

91.33829498Microteaching
90.668688Professional Libraries 98
78.00628290

Exchanges and Inter
school Visitation

Research and
Publication

Mobile Computer
Assisted Instruction

Professional
Organizations

Values of Faculty Development Alternatives 
in Improving Three Central Areas
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development, was used as the statistical procedure which

assured

to which Hypothesis I refers.

the three individual areas compared with the ratings of

the other alternatives in the same areas. Exchanges and

Interschool Visitations, Consultants, and Instructional

Modules obtained the same average, 96.66%; of these.

only Instructional Modules showed a wide range between

the lowest (92% in improving attitudes) and the highest

(100% in developing skills) degrees of contribution in

the three areas.

Both Team Teaching and Graduate Courses obtained

Next on the list of faculty development alterna

tives is Workshops (95.33%), which was considered to

contribute the most to developing professional teaching

skills (100%) , but was rated relatively low in improving

Committee Work, Researchhumanistic educational attitudes.

and Publication, Professional Organizations, Micro

teaching, and Professional Libraries ranked in a gradually

Theydiminishing order from 94.66% to a 90.66% average.
showed certain uniformity in their contributions to the

The exception isareas.

Teacher Centers ranked the highest among the 13 
faculty development alternatives not only in terms of its

development of the three
Microteaching, which was rated relatively low in the area

a 96.00% average showing a short range in the three areas.

"a balanced improvement of the faculty member"

average, 99.33%, but also in terms of how its ratings in
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of humanistic attitudes. Mobile Computer Assisted

Instruction was rated the lowest on the list of alternatives

with a very low 78% average.

Determination of Tenability of Hypothesis I

Hypothesis I stated that the IPN supervisors

believe that each of the 13 faculty development alternatives

contributes to a balanced improvement of the faculty

member. For this reason, the hypothesis was tested against
each one of the 13 alternatives. The criterion for
determining the tenability was that, if the average of
ratings in the three areas fell above 95%, the hypothesis
was accepted as tenable.

Table 5 lists the averages obtained by the
the basis of the

adopted criterion, on the retention or rejection of the
hypothesis as it relates to each alternative.

Hypothesis I was retained for Teacher Centers which
obtained a 99.33% average; Exchanges and Interschool
Visitations, Consultants, and Instructional Modules which
received 96.66%; Team Teaching and Graduate Courses,
96.00%; and Workshops, 95.33%.

Committee Work, 94.66%; Research andalternatives:

Publication, 84.00%; Professional Organziations, 92.00%;

Hypothesis I was rejected for six of the 13

alternatives and the decision, on
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Table 5

Alternative DecisionAverage

Retained99.33Teacher Centers
96.66 Retained

Retained96.66Consultants
RetainedInstructional Modules 96.66

RetainedTeam Teaching 96.00

Retained96.00Graduate Courses

Retained95.33Workshops

Rejected94.66Committee Work
Rejected94.00Research and Publication

Rejected92.00Professional Organizations

Rejected91.33Microteaching
Rejected90.66Professional Libraries

Rejected78.00

Exchanges and Interschool 
Visitation

Mobile Computer Assisted 
Instruction

Averages of Faculty Development Alternatives 
and Decisions on Tenability of Hypothesis 1
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Microteaching, 91.33%; Professional Libraries, 90.66%,

and Mobile Computer Assisted Instruction, 78.00%.

Hypothesis II of this study stated that the IPN

curriculum and instruction supervisors think that the

upgrading of the IPN faculty members could be achieved

more efficiently through an institutionally articulated

faculty development program through a unitary school

program or an external program. The following subsections

present and analyze the collected data as they were

to test the hypothesis.treated

Percentages of Responses Identifying the Entities

Table 6 shows the percentages of responses obtained

Institutional Polytechnic Entity,

and an External Academic Organization, which identified

the entity with the highest probabilities to plan and

implement each faculty development alternative successfully.

The respondents considered that all the alternatives could be

planned and .implemented by any one of the three entities.

This was suggested by the fact that the three entities

received some degree of consideration through the

Graduate Courses were clearly recognized as an

alternative which should be planned and implemented by

Research

Entities Which Could Plan and Implement 
a Faculty Development Program at the IPN

responses (i.e., none obtained zero percent).

by an IPN School, an

an External Academic Organization (76%) .



88
Table 6

Alternative

Workshops 26 (54) 20
10 (64) 26

Teacher Centers (50)10 40
(50)14 36

Committee Work (66)26 8
Team Teaching (52) 42 6
Consultants 36 (56)8
Professional Libraries (62)22 16

20 (76)Graduate Courses 4
Professional Organizations (58) 402

(74)Research and Publication 242
(60) 1624Instructional Modules

8(50)42Microteaching

Mobile Computer Assisted 
Instruction

Exchanges and Inter
school Visitation

Percentages of Responses Identifying the Entity 
Which Could Plan and Implement Each 

Faculty Development Alternative

Polytechnic 
Entity

External 
Organization

IPN
School

Note: Numbers in parentheses indicate the highest 
percentage obtained by each alternative.
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and Publication was plainly thought to be the responsibility

of an Institutional Polytechnic Entity (74%) . The responses
evidenced that Committee Work as an alternative for
faculty development should be planned by an Institutional
Polytechnic Entity, although the probability of an IPN
School's taking the responsibility was also contemplated.
A similar situation was shown .by Exchanges and Inter
school Visitations in that an Institutional Polytechnic
Entity (64%) was considered to be the appropriate agency
to plan and implement it; however, the situation differs
in that an External Academic Organization, not a school.

Professional Libraries andwas ranked second.
Instructional Modules showed a very close resemblance:
both were thought to be the duty of an Institutional
Polytechnic Entity (62% and 60%, respectively) , an IPN
School was regarded to be the second most viable agency
to implement them both (22% and 24%, respectively), and

the same percentage for both alternatives.
alternative for

faculty development was regarded to be the function of
an

External Academic Organization was also considered very
Consultants asseriously to plan and implement it.

another faculty development alternative was put into the

Professional Organizations as an

an External Academic Organization ranked last with 16%,

an Institutional Polytechic Entity (58%),- however,
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hands of an External Academic Organization (56%),

to be carried out by an Institutional Polytechnic
Entity. Fifty-four percent of the respondents believed

that planning and implementing Workshops should be the

role of an Institutional Polytechnic Entity. Team

Teaching was left in the hands of an ipn School (52%)
although a strong segment of the respondents (42%) thought

responsibility to plan and implement it. Microteaching

shows a close parallelism with Team Teaching in the pattern

of percentage distribution: 50% of the respondents

thought that microteaching should be planned and

implemented by an Institutional Polytechnic Entity, but

also a strong 42% thought that it should be the

responsbility of an IPN School.

Implementation of both Mobile Computer Assisted

Instruction and Teacher Centers was considered to be the

function of an Institutional Polytechnic Entity, but a

relatively large percentage of respondents thought that both

should be a task for an External Academic Organization

(36% and 40%, respectively). Neither of these two faculty

development alternatives was strongly deemed to be a

commitment for an IPN School.

nevertheless, some respondents (36%) saw it as a task

that an Institutional Polytechnic Entity should have the
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Entities Which Could Plan and Implement the Alternatives

Table 7 lists the entities which could plan and

implement the selected faculty development alternatives.

The arrangement follows a descending order determined by

the percentages which originated the decision of selection

(i.e., the highest percentage obtained by each alternative).

An Institutional Polytechnic Entity was identified

as the agency with the highest probabilities to plan and

implement successfully 10 of the 13 faculty development

alternatives included in the research instrument. They

Research and Publication, Committee Work, Exchangeswere:

and Interschool Visitations, Professional Libraries,

Instructional Modules, Professional Organizations, Work

shops, Teacher Centers, Mobile Computer Assisted Instruc-

An External Academic Organizationtion, and Microteaching.

considered to be the most appropriate entity to planwas

and implement two of the 13 alternatives: Graduate

An IPN School was considered theCourses and Consultants.

entity with the highest probabilities to plan and

implement successfully one alternative: Team Teaching.

The high 76% obtained by an External Academic Organization

the entity which could plan and implement Graduateas

alternative for faculty developmentCourses

evidenced a clear conviction on the part of the respondents

of its efficiency in this sort of educational endeavor.

an InstitutionalNext on the descending-order list was

as an
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Table 7

Alternative EntityPercentage

External OrganizationGraduate Courses 76

Research and Publication 74 Polytechnic Entity
Polytechnic EntityCommittee Work 66

Polytechnic Entity64

Polytechnic EntityProfessional Libraries 62

Polytechnic EntityInstructional Modules 60

Polytechnic EntityProfessional Organizations 58

External Organization56Consultants

Polytechnic Entity54Workshops

IPN School52Team Teaching

Polytechnic Entity50Teacher Centers

Polytechnic Entity50

Polytechnic Entity50Microteaching

Exchanges and Inter
school Visitation

Mobile Computer Assisted 
Instruction

Entities Which Could Plan and Implement 
the Faculty Development Alternatives
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Polytechnic Entity which, through a 74% indicated the
respondents' strong belief in its efficiency in planning
.and implementing Research and Publication as a faculty
development alternative. The figures concerning the

entity which could carry out the rest of the alternatives

did not show such a strong belief in the appropriateness

of the entities to perform the task.

Determination of Tenability of Hypothesis II

An Institutional Polytechnic Entity was required

to be identified as the entity which could plan and

implement at least seven of the 13 alternatives included

in the research instrument in order for Hypothesis II to

The mathematical rationale forbe accepted as tenable.

this requirement was that seven was the lowest number in

from one to 13 capable of forcing the eliminationthe scale
The eliminationthe three entities proposed.of two of

the three entities was implicitly requiredof two of
in the last part of Hypothesis II, "through an institu
tionally articulated faculty development program than
through a unitary school program or an external program. "
Finally, for the purpose of testing this hypothesis,
"an institutionally articulated faculty development program"

minimum of six faculty development alternatives," as
was defined as "the simultaneous implementation of a-
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suggested by
literature and interviews with IPN academic officers.

Table 7 shows that an IPN School was considered
appropriate to plan and implement only one faculty
development alternative, Team Teaching. An External

Academic Organization was selected to plan and implement

two of the alternatives (Graduate Courses and Consultants) .

Table 7 also shows that an Institutional

Polytechnic Entity was considered to have the highest

probabilities to plan and implement successfully 10 of the

13 faculty development alternatives included in the research

Therefore, Hypothesis II was retained.instrument.

an estimation based on a review of related



CHAPTER V

Chapter V is intended to (a) summarize the

purpose of the study, the methodology of data

collection and analysis, and the findings of the

(b) present the conclusions which stemmedsurvey;

from the findings of the study; (c) offer recommenda
tions considered pertinent for action; and (d) present
the implications for further study.

Summary

Purpose of the Study

The purpose of this study was to search for

What is the value of 13 selected faculty1.

development alternatives in improving the three

central areas of concern in upgrading the faculty

members in service?

Which is the entity with the highest2.

probabilities to plan and implement these faculty

95

SUMMARY, CONCLUSIONS, RECOMMENDATIONS, AND 
IMPLICATIONS FOR FURTHER STUDY

answers to the following questions:
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development alternatives within a comprehensive faculty

development program for the Institute Politecnico

Nacional?

The questions were converted into hypotheses

in order to proceed through a systematic search for

the answers.

Hypothesis I. The IPN curriculum and instruc

tion supervisors believe that, regardless of the nature

of the 13 in-service education alternatives included

in the instrument, each one contributes to a balanced

improvement of the faculty members in the three central

areas of faculty development: theoretical educational

knowledge, professional teaching skills, and humanistic

educational attitudes.

The IPN curriculum and instruc-Hypothesis II.

tion supervisors think that the professional upgrading

be achieved moreof the IPN faculty members could

institutionally articulatedefficiently through an

faculty development program than through a unitary school

program or an external program.

Methodology of Data Collection and Analysis

Both hypotheses of the study made explicit

reference to the IPN curriculum and instruction super

visors as the population to survey in order to produce
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the data for testing the propositions. Therefore,

arrangements were made with the IPN chief academic

officer to facilitate the completion of the question

naire . The sample of the study consisted of 52 of the

9 5 curriculum and instruction supervisors. The instru

ment was administered by the conductor of the study

in the IPN governance building on May 11 and 12, 1978.

The questionnaire listed 13 of the most

successful and commonly used faculty development

alternatives. The respondents were requested to

(a) rate the alternatives as to their perceived value

in developing each of the three central areas of faculty

development, and (b) identify the entity with the

highest probabilities to plan and implement each

The scale used by the respondents toalternative.

rate the alternatives included five categories:

0 (valueless) , 1 (moderately valuable) , 2 (valuable) ,

3 (very valuable) and 4 (extremely valuable) . The

letter code for identifying the entity to implement

the alternatives included P (an Institutional Poly

technic Entity) , E (an IPN School, and 0 (an External

Academic Organization) .

Hypothesis I was tested by using the following
procedures:
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1. Percentages were calculated for the ratings

2. The percentages of 2 (valuable), 3 (very
valuable) , and 4 (extremely valuable) calculated for each
of the three areas were added.

3. The three values so obtained were averaged
to produce the value of the statistic.

The hypothesis was tested against each4.

Hypothesis I was retained if the valuealternative.

of the statistic exceeded 95%.

Hypothesis II was tested by using the following

procedures:

The percentages of responses of P, E, and1.

0, which identified the entities required to implement

the alternatives, were calculated.

The entity which obtained the highest2 .

percentage of the three was selected as the one with

highest probabilities to plan and implement eachthe

alternative successfully.

retained if P (an Institu-The hypothesis3. was

tional Polytechnic Entity) obtained seven of the 13

possible identifying scores.

of the alternatives in the three areas.
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Findings of the Study

The procedures of data analysis to test the
hypotheses of the study yielded a number of findings
concerning both the value of the 13 faculty develop
ment alternatives in contributing to a balanced
improvement of the faculty member and the entity
considered to have the highest probabilities to plan

faculty development program for the
Institute Politecnico Nacional.

The data collected in relation to the value of
the 13 faculty development alternatives as they were
thought to contribute to a balanced improvement of the
faculty member originated the following findings.

• Seven of the 13 alternatives were found to contribute
to the purpose of the degree required by the criterion
selected to retain Hypothesis I: Teacher Centers
obtained a 99.33%; Exchanges and Interschool Visita-

96.66%; Team Teaching and Graduate Courses, 96.00%;
The six alternatives which didand Workshops, 95.33%.

not meet the criterion to be considered contributory
to a balanced development of the teacher in-service

Committee Work, 94.66%; Research andwere:
94.00%; Professional Organizations, 92.00%;Publication,

and implement a

tions, Consultants, and Instructional Modules received
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Microteaching, 91.33%; Professional Libraries, 90.66%;

and Mobile Computer-Assisted Instruction, 78.00%.

The findings concerning the entity with the

highest probabilities to plan and implement a compre

hensive faculty development program were the following:

1.

faculty development alternative—Team Teaching.

2 . An External Academic Organization was
selected to plan and implement two alternatives—Graduate
Courses and Consultants.

An Institutional Polytechnic Entity was3.
found to be the appropriate agency to carry out 10 of
the 13 faculty development alternatives proposed in
the questionnaire.
Hypothesis II was retained in compliance with the adopted
criterion, which required that an Institutional Poly
technic Entity be considered to have the highest
probabilities of planning and implementing a minimum

the 13 faculty development alternativesof seven of

the research instrument.included in

Conclusions
findings of the study concerning the valueThe

of the 13 faculty development alternatives in

sible for the planning and implementation of only one

An IPN School was considered to be respon-
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contributing to a balanced improvement of the faculty

member led to the following conclusions:

1. Twelve of the 13 faculty development alterna

tives presented in this study contribute to the improvement

of the faculty member. However, not all of them contri

bute to a balanced improvement.

2. Teacher Centers, Exchanges and Interschool

Teaching, Graduate Courses, and Workshops contribute

to a balanced improvement of the faculty member; there-

means to achieve this purpose.

Committee Work, Research.and Publication,3.

Professional Organizations, Microteaching, and Pro

fessional Libraries do not contribute to a balanced

improvement of the faculty member; therefore, they

self-sufficient meanscannot be used as individual,

to achieve this purpose.

Most of the efforts toward the improvement4.

in service have been made in the areaof the instructor
This studyof theoretical educational knowledge.

revealed that all the alternatives, except Mobile

Computer-Assisted Instruction, contribute highly to the

improvement of this area.

Visitations, Consultants, Instructional Modules, Team

fore, they can be used as individual, self-sufficient
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5. The field of in-service teacher education

has not yet made sufficient provisions for improving

the area of professional teaching skills, as revealed

by the fact that five of the 13 alternatives were rated

relatively low in such

6 . In-service education has neglected its obliga

tion to improve the instructor's humanistic educational

attitudes. The faculty member has not been given

adequate and sufficient opportunities to achieve a

balanced improvement in the three areas: theoretical

knowledge, teaching skills, and humanistic attitudes.

The contributions of today's technological7.

advancements to the field of faculty development have

not been substantial enough to be recognized by those

in charge of promoting educational change at the IPN,

of faculty development.

The findings of the study in relation to the

entity with the highest probabilities to plan and imple

ment successfully a comprehensive faculty development

program at the IPN gave rise to the following conclu

sions:

A comprehensive faculty development program1.

is not the responsibility of any

an area.

Mobile Computer Assisted Instruction in the three areas

one of the 28 schools

as indicated by the extremely low ratings obtained by
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which constitute the IPN system. However, some alterna
tives , such as Team Teaching,

efficiently by each school independently.

2. A comprehensive faculty development program
for the IPN is not likely to be planned and implemented
successfully by External Academic Organization.an

Nevertheless, some of the most successful faculty
development alternatives, e.g., Graduate Courses and
Consultants, yield better results when left in the
hands of such an organization.

3. A comprehensive faculty development program

is the responsibility of an Institutional Polytechnic

Entity. Such an entity offers the highest probabilities

to plan and implement successfully

faculty development alternatives (see Table 7) .

Recommendations

The findings and conclusions of the study served
the basis for the following recommendations:as

Faculty development alternatives should not1.

be used indiscriminately in staff development programs.

given faculty development programIf the objective of a

is a balanced improvement of the instructor, only

alternatives which have been perceived to achieve this

objective should be included in the program.

can be carried out more

a large number of
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2 . A comprehensive faculty development program

should ideally include the seven faculty development

alternatives which have been considered to contribute

to a balanced improvement of the faculty member

(Teacher Centers, Exchanges and Interschool Visitations,

Consultants, Instructional Modules, Team Teaching,

Graduate Courses, and Workshops).

3 . The value of the five alternatives—Committee

tions, Microteaching, and Professional Libraries—found

to be effective in developing only one or two specific

be ignored. The particular needs andareas, should not

resources of the school or system will determine the

appropriateness of their use.

The responsibility of planning and imple-4 .

a comprehensive faculty development programmenting

IPN should not be given to any one of the 28for the
The human andwhich constitute the system.schools

material constraints may be too strong to allow for

full efficiency in a task of such magnitude.

The responsibility of conducting a compre-5.

hensive faculty development plan for the IPN should not

be given to an external academic organization. Factors

such as institutional pride, unpredictability of results,

Work, Research and Publication, Professional Organize-
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and scarce resources may turn this alternative into

an inappropriate one. Nevertheless, an intelligent

comprehensive faculty development program should make

provisions for taking full advantage of the expertise

of the necessary external academic organizations as

suppliers of professional consulting services and

graduate courses and programs.

An IPN institutional entity such as the6 .

Centro de Comunicacion y Tecnologia Educativa should

take the responsibility of planning and implementing

an IPN comprehensive faculty development program. Based

should seek to incorporate those faculty development

alternatives which have been found to contribute to a

balanced improvement of the faculty member.

Cooperative plans between the IPN and7.

similar educational institutions throughout the world

An association with the Divisionshould be developed.

of Community Junior Colleges of the State of Florida,

for instance, might offer excellent opportunities to

share valuable experiences, implement teacher exchange

programs, and explore possible solutions to common

problems such as fast growth, large numbers of part-
time instructors, and need for ongoing faculty and
curriculum development plans.

on an institutional needs assessment, such a program
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Implications for Further Study
The process and findings of the study suggested

the following recommendations for further study:
1. A study to determine the value of the 13

balanced improvement of the faculty member should be
undertaken in a different setting so that broader
generalizations can be made. The most suitable setting
would be a community college system because of the
similarities between the IPN system and the American
community college system in terms of their faculty

structures.
The population of this study should be2.

surveyed again within a pertinent period of time in

order to determine the reasons for their rating the

The results of the new13 alternatives as they did.

frame of reference to identify

and/or design other valuable faculty development

alternatives.

faculty development alternatives in contributing to a

study would be used as a

bodies, curriculum orientation, and organizational
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PROPOSITOS DE ESTE CUESTIONARIO

1.

a)

b)

c)

2.

a)

b)

c) la UIA, o la Normal Superior.

Area de habilidades didacticas—motivaci6n 
del alumno, relacion maestro-alumno en el 
salon de clases, utilizacion de medics di- 
dacticos auxiliares, diseno y aplicacion 
de instrumentos de evaluacion del aprendi- 
zaje.
Area de actitudes y valores educativos hu- 
manisticos—autoestima del profesor, je- 
rarquizacion de valores, sentido de coope- 
racion con los companeros maestros y con 
los directives, satisfaccidn en el traba- 
jo, orientacion a los alumnos.

Cada una de las escuelas del IPN aislada- 
mente.

A traves de los supervisores de ensenanza del IPN, 
este cuestionario se propone:

Determinar el valor de 13 de las alternatives 
para la superacion del magisterio mas comfin- 
mente usadas en la actualidad para desarrollar 
las tres fireas centrales de la formacion del 
educador que a continuacion se mencionan:

Area de conocimientos teoricos sobre la 
educacion—psicologia educativa, mane~jo 
del salon de clases, teorias y corrientes 
educativas.

Un organismo academico externo como la 
UNAM, la UIA, o la Normal Superior.

Una entidad institucional politScnica co
mo el Centro de Comunicacion y Tecnologla 
Educativa del IPN.

Identificar la entidad academica con las mas 
altas probabilidades de exito en la planifi- 
caci6n y realizacidn de las alternativas para 
la superacion del personal docente del Insti
tute Politecnico Nacional. Las entidades pro- 
puestas en este cuestionario son:
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CUESTI0NARI0

Descripcion

Instrucciones

c)

f)

Tabla de valores para las columnas V, W y X

0 = sin valor
1 = poco valiosa
2 = aceptable
3 = muy valiosa
4 = valiosisima

a)
b)

d)
e)

Lea con cuidado la descripcion de la alternativa No. 1
Lea la descripcion de la columns V y en el parentesis asig- 
ne un ndmero del 0 al 4 (vea tabla de valores abajo) para 
determinar el valor que la alternativa No. 1 tendria en esta 
area de la superacion profesional del maestro.
Lea la descripcion de la columns W y repita la operation del 
inciso anterior
Haga lo mismo con la columns X
En el parentesis de la columna Z escriba la letra E (su Es- 
cuela) , la letra P (entidad interescolar Politecnica), o la 
letra 0 (Organismo academico externo como la UNAM, la UIA, 
la Normal Superior) para identificar la entidad que en su 
opinion tendria las mas altas probabilidades de planificar 
y realizar con exito la alternativa de superacion corres- 
pondiente
Repita el ciclo descrito en los incisos anteriores para cada 
una de las alternativas restantes

El cuestionario consta de cinco columnas. La columna Y des
cribe las alternativas mas comunmente usadas en programas de supe
racion profesional de profesores. Las columnas V, W y X describen 
tres areas de la formation profesional del edutador que las alter
nativas de la columna Y podrian auxiliar a desarrollar. La columna 
Z esta destinada a identificar la entidad academica que podria pla
nificar y realizar cada una de las alternativas para la superacion 
profesional.
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5. Trabajo en comites. Los maestros se or- 
ganizan en comites formales para anali- 
zar planes y programas de estudios, se- 
leccionar materiales didacticos, dis- 
tribuir los temas de los programas de 
acuerdo con los calendarios, comentar 
tecnicas de ensenanza a utilizar, y 
preparar examenes.

6. Ensenanza por equipos. En casos espe- 
ciales, los maestros forman parejas. 
Los miembros de cada pareja se ayudan 
mutuamente en la planificacion, puesta 
en practica y evaluation de uno o va
ries temas del programs. Esta alternati
ve se utiliza lo mismo para "iniciar" 
a los maestros nuevos que para refinar 
las habilidades de los expertos.

7. Asesorlas o consultorias. Expertos de 
la education ofrecen a las institucio- 
nes servicios profesionales de consul- 
toria o asesoria en areas especificas 
de la ensenanza: motivation, manejo de 
grupos numerosos, evaluation, medios 
audiovisuales.

8. Bibliotecas profesionales. Maestros, 
autoridades y organismos varios fomen- 
tan la formation y utilization de bi
bliotecas especiales para profesores 
y directives.

4. Unidades moviles de instruction por 
computadoras. Instruction individuali- 
zada con la ayuda de terminales de com
putadoras instaladas en unidades moto- 
rizadas. Los cursos se imparten gene- 
ralmente en instituciones que carecen 
de centros magisteriales.



112

WV X Y Z

( )( ) ( ) ( )

) ( ) ( ) ( )

( ) ( ) ( ) ( )
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( )( ) )( ) ( 13. Microensenanza. Sesiones experimenta
les de ensenanza, a menudo videograba- 
das, en las que se reduce el numero de 
variables (tiempo de clase, numero de 
alumnos, extension del tema) para en- 
focar la atencion en pasos especificos 
del procedimiento. Despues de cada se- 
sion, el conductor y los observadores 
analizan los puntos de interes.

12. Hodulos didacticos. Unidades autosufi- 
cientes disenadas para auxiliar al 
maestro a adquirir, a traves del auto- 
didactismo, conocimientos en areas muy 
especificas de la education. Los modu
les incluyen objetivos, actividades, 
autoevaluaciones y bibliograffa.

10. Convenciones de profesionistas. Orga- 
nizaciones de profesionistas (arqui- 
tectos, contadores, economistas, in- 
genieros, maestros, etc.) patrocinan 
actividades tales como congresos, se
minaries y talleres para estudiar pro- 
blemas de interes general para sus 
agremiados.

11. Investigation y publication de proyec- 
tos educativos. Se estimula y apoya la 
realization de proyectos de investiga
tion educativa en varias areas y nive- 
les. Los avances y resultados se dan a 
conocer a traves de los medios adecua- 
dos tales como publicaciones especia- 
lizadas, radio y television, conferen- 
cias, paneles y mesas redondas.

9■ Cursos universitarios de grado. Prepa
ration generalmente encaminada a la 
obtenoion de una maestria o doctorado 
en alguna de las especialidades de la 
education. Los creditos se otorgan a 
traves de cursos de verano, sabatinos, 
nocturnos, de estudio independiente, 
e investigation de campo.
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PURPOSES OF THE QUESTIONNAIRE

1.

a)

b)

c)

2 .

Each IPN school separately.a)

b)

c)

Professional teaching skills—student 
motivation, student-teacher relation
ship in the classroom, educational 
media and administration of evaluation 
instruments.

Humanistic educational attitudes—teacher 
self-esteem, values clarification, 
cooperative interaction with peers and 
administrators, job satisfaction, 
student mindedness.

Theoretical educational knowledge— 
educational psychology, classroom 
management, educational theories and 
trends.

Determine the value of 13 of the faculty 
development alternatives most commonly 
used at present to develop the three 
central areas described below:

Through the perceptions of the IPN curriculum ' 
and instruction supervisors, this questionnaire intends 
to:

An external academic organization such 
as UNAM, UIA, or Normal Superior.

An institutional polytechnic entity such 
as the IPN Communication and Education 
Technology Center.

Identify the academic entity with the highest 
probabilities of planning and implementing 
successfully the alternatives for faculty 
development at the Institute Politecnico 
Nacional. The entities proposed in this 
questionnaire are as follows:
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QUESTIONNAIRE

Description

Instructions

a)

b)

c)

Do the same with column X.d)

e)

f)

Rating Scale

0 = valueless
1 = moderately valuable
2 = valuable
3 = very valuable
4 = extremely valuable

Read the description of alternative No. 1 
carefully.

Read the caption of column W and repeat the 
operation described in b.

In the parenthesis of column Z, write the 
letter E (an IPN School), the letter P (an 
Institutional Polytechnic Entity) , or the 
letter 0 (an External Academic Organization) 
to identify the entity which, in your 
opinion, would have the highest probabilities 
of planning and implementing the corresponding 
faculty development alternative successfully.

Repeat the cycle described in a) through 
e) for each alternative.

This questionnaire consists of five columns.
Column Y describes the alternatives most commonly used in 
faculty development programs. Columns V, W, and X 
describe three different areas in the development of 
educators which the alternatives presented in column Y 
could help to develop. Column Z is designed to identify 
the academic entity which could plan and implement 
each faculty development alternative.

Read the caption of column V and, in the 
corresponding parenthesis, put a number 
from 0 to 4 (see rating scale below) to 
determine the value which alternative No. 
1 would have in developing this area.



116

Q XV Y Z

( ( ) () ) 1. ( )

( )( ) (( ) ) 2 .

( )( () ( ) ) 3.

tn 
W > 
H

Z a 
M 
eh 
fa

Eh z w 
s 
Bi o 
fa 
H > 
M □
X

fa□
U<
fa

M
U 

fa Q
< M 
O fa 
H 3 
Fi O 
M Z 
K Z 
O
M fa 
OS <
Eh Z

O 
fa fa 
O E-I<
< O 
M D 
fa Q
< H

cn 
h 
Q 

O D 
fa Eh 
Eh fa 
W Eh 
fa EH z < < 
X fa 
D < 
fa Z

O 
fa fa 
O Eh<
< O 
fa fa 
fa Q
< fa

fa
Z 
O 
fa
CO CO 
CO fa 
M fa 
fa fa o z 
fa co 
fa o fa z 
O fa

K
< o 
fal < 
fa fa
< Eh

Exchanges and Interschool 
Visitations. One or more 
teachers visit other schools 
to observe and/or teach 
classes. They interact and 
share experiences with host 
teachers and administrators 
during variable periods of time.

Teacher Centers. Places 
specifically designed for the 
teachers to acquire, enrich, 
and share teaching skills 
and knowledge in a formal 
or informal environment according 
to their own needs and interests.

Workshops. The teachers, 
usually under the guide of an 
activity director, get together 
to revise curricula, 
receive training in new 
teaching techniques, discuss 
innovations in their profes
sional fields during periods 
of time varying from one day 
to two weeks.
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Mobile Computer Assisted 
Instruction. Individualized 
instruction with the help of 
computer . terminals installed 
in mobile units. The courses 
are generally offered in 
institutions which do not have 
a teacher center.

Professional Libraries. Teach- 
ers, administrators, and other 
entities encourage and sponsor 
the formation and use of profes
sional libraries for educators.

Committee Work. The teachers 
constitute committees to revise 
curricula, select teaching 
materials, schedule course 
contents, discuss teaching 
strategies and prepare 
examination materials.

Team Teaching. Teams of two 
or more teachers are formed. 
The members of each team help 
each other in the planning, 
teaching, and evaluation 
of one or more course topics, 
"initate" the new teachers and 
refine the abilities of the old 
ones.

Graduate Courses. Preparation is ( 
generally geared toward the 
master's or doctoral degree in 
some special field of education.

Consultants. Educational experts ( 
offer their professional consult
ing services in specific areas such 
as student motivation, large 
class instruction, evaluation, and 
audio-visual aids.
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Credit is earned through 
summer, evening, and weekend 
courses, independent study, 
and research projects.

Instructional Modules. Self- 
contained units are designed to 
help the learner acquire know
ledge in specific areas of 
education on a self-instruc
tional basis. An instructional 
module includes learning 
objectives, activities, self
evaluations, and bibliography.

Professional Organizations.
Professional organizations 
(architects, accountants, 
economists, engineers, teachers, 
etc.) sponsor activities such 
as congresses, workshops, and 
seminars to study matters which 
concern the members.

Microteaching. Experimental 
teaching sessions, frequently 
videorecorded, in which the 
number of variables (class time, 
number of students, breadth of 
topic, etc.) is reduced so that 
the attention can be focused on 
specific steps of the procedure.

Research and Publication. Re
search m various areas of edu
cation is encouraged. The 
results of the studies are 
presented to interested groups 
through specialized publications, 
radio and television, lectures, 
panels, and round tables.
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Asunto:

Expediente:

Oficio No.463

c.c.p.

SDP'mzs*

c.c.p.
c.c.p.

Instituto Politecnico Nacionai.
Direccion de Estudios Profesionales

CC. JEFES DE DIVISION 
DE LA DIRECCION DE ESTUDIOS 
PROFESIONALES DEL I.P.N., 
Pre sente.

Me permit© presentar al C. JOSAFAT ADAN FIGUEROA, pro 
fesor de la Escuela Luis Enrique Erro, quien esta - 
realizando estudios de Postgrado sobre Administra----
cion Escolar en la Universidad de Alabama, U.S.A.,en 
donde para presentar su disertacion requiere de in— 
formacion que pueden proporcionar los supervisors 
de la Division a su digno cargo.

SECRETARIA 

OE ' 
EOUCACION PUQLICA

At entamZ n/t e .

V. ■

Mexico, D. F., 9 de mayo de 1978.

ING. SALVADOR DELGADILLO PRADO
COORDINADOR ACADEMICO ,*V.

C. Dr. Benjamin Varela 0.-Director de Estudios 
Profesionales.
C. Ing. Manuel Colin Portillo.
C. Pro fa. Sara Alicia Ponce de L.-Coordinadora 
del Programa de Evaluacidn.

Por lo anterior y tomando en cuenta que esta informa 
cion la puede obtener el interesado por medio de en- 
trevistas con los supervisors que usted indique, pa 
ra conocer en esta forma la opinion de los entrevis- 
tados en lo relacionado al proceso Ensenanza-Aprendi 
zaje, le suplico se sirva dar las facilities que el 
caso amerite. . \
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PILOT STUDY

Time Activity Outcome

1.

2.

1.

1.

2.

9 : 00
10:00

8:25
8:55

8:00
8:25

Administration of 
the questionnaire 
to the academic 
advisers

Discussion about 
the applicability 
of the question
naire with the 
academic advisers

Analysis of data 
by the conductor 
of the study

Some questions were 
asked in regard to 
the terminology iden
tifying the faculty 
development alterna
tives.

The administration 
of the questionnaire 
exceeded the esti
mated time by five 
minutes.

The advisers sug
gested that the 
questionnaire should 
be administered 
after an interview 
with the subjects 
for clarification of 
terminology concern
ing the faculty de
velopment alterna
tives.

The instrument was 
found to be adequate 
for the'survey.

The data analysis 
methodology did not 
present any flaws, 
however, the con
ductor of the study

The pilot study was conducted in the conference 
room of the IPN Centro de Estudios de Sistemas Abiertos 
"Luis Enrique Erro" in Mexico City on May 8 , 1978, 
according to the following agenda:
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1.

The following academic advisers participated in 
the study:

4 : 00
5:00

Discussion with the 
academic advisers 
about data analysis 
methodology and 
findings of the 
study

thought the cut-off 
point (95%) to deter
mine the tenability 
of Hypothesis I was 
too high because 
seven of the 13 alter
natives were not con
sidered to contribute 
to a balanced improve
ment of the faculty 
member.

*The academic advisers from the IPN Centro de Estudios 
de Sistemas Abiertos "Luis Enrique Erro" have been con
ducting faculty development programs for the IPN and other 
institutions since 1970. Therefore, the opinion of those 
who participated in the study was used as the expert judg
ment upon which the adoption of the 95% cut-off point to 
determine the tenability of Hypothesis I was based.

The academic advisers 
considered the 95% 
cut-off point to be 
appropriate for the 
purpose of testing 
Hypothesis I. They 
opined that the value 
of the seven alterna
tives found to be 
ineffective in improv
ing all three areas 
"was indeed question
able."*

Profa. Guadalupe D. B. Bueno 
Dr. Juan Junoy Garcia de Viedma 
Dr. Luis Fernando Brehm 
Profa. Estela Medina 
Prof. Miguel Ruiz 
Lie. Antonio Nogueira 
Lie. Edmundo Diaz Barriga 
C. P. Josd Asiain 
Lie. Marcela Bueno 
Arq. Juan Jos£ Reveles
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