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The purposes of this study were to identify the teaching 

concerns expressed in their early years of teaching by the 

graduates of the Early Childhood Education program in a church-

related teacher education institution, and to determine the 

relationship between teaching concerns and the variables of 

years of teaching experience and grade level taught. 

The Teacher Concerns Questionnaire and the Teacher Con-

cerns Statement were mailed to a sample of 135 teachers in 

September, 1980. Response rate was 97.8 per cent. Responses 

from 109 teachers (83 per cent) currently teaching in pre-

primary through grade three or who had completed their last 

year of teaching in spring, 1980, were utilized. 

Frequencies and percentages were computed to determine 

concerns of the total group. It was found that teachers 

expressed a high degree of concern about the impact that their 

teaching has on students' learning, and a low degree of concern 

about the task of teaching. While 50 per cent of the teachers 

expressed concerns about their own adequacy as teachers, 80 

per cent of them expressed concern whether pupils are learning 

what they need. 



Chi-square analysis yielded a significant relationship 

between number of years of teaching experience and the 

following concerns: feeling under pressure too much of the 

time, having too many noninstructional duties, and maintain-

ing the appropriate degree of class control. No significant 

relationship was found between years of teaching experience 

and TCQ scales; or between either years of teaching experience 

or grade level taught and TCS levels of concerns. 

It was concluded that more similarity than difference can 

be expected when teachers of preprimary and primary grades 

express their concerns about teaching in their early years of 

teaching. It is recommended that instruments be developed 

which could identify concerns unique to teachers of these 

grade levels as well as possible variability among the con-

cerns of early childhood teachers in their early years of 

teaching. 
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CHAPTER I 

INTRODUCTION 

Teachers can generally be counted on to talk about 
developmental needs and stages when they discuss 
children. It may be equally meaningful to think of 
teachers themselves as having developmental sequences 
in their professional growth pattern (21, p. 7). 

Frances Fuller (5) was the pioneer of the studies of the 

possible stages of development of teachers. Her hypothesis 

was that such stages are marked by a change in the type of 

concerns a teacher has at a particular time. Fuller and her 

colleagues developed instruments for measuring such concerns 

of teachers, in an attempt to improve their program of teacher 

education for preservice teachers. Adams (1) utilized the 

hypothesis of Fuller about concerns of teachers and the instru-

ments developed by Fuller and her colleagues, in the follow-up 

studies of graduates of Western Kentucky University, again 

with the objective of improving preservice teacher education. 

According to Adams, follow-up evaluation in teacher educa-

tion has been increasing in recent years. Both Adams (1) and 

Hall (15) note that this may be happening because 

in the 1970 standards adopted by the National Council 
for Accreditation of Teacher Education, it is stated 
that "systematic efforts to evaluate the quality of 
its graduates" should be a characteristic of teacher 
education programs as a basis for certification. In the 
1979 NCATE standards emphasis on this concept' continued 
with reference to inclusion of "evidence of their 
[graduates'] performance relating to program objectives" 
(15, p. 1). 



When representatives from seven colleges and universities 

which have developed such follow-up studies shared their 

teacher education graduate follow-up programs in a meeting 

sponsored by the Research and Development Center for Teacher 

Education in Austin, Texas, it was found that the studies had 

a common purpose: "to assess outcomes and to use the results 

to provide for program maintenance and to make program revi-

sions and adaptations" (15, pp. 185-186). 

In commenting on the fact that many institutions of 

higher education have sent only a "one-shot questionnaire" 

to the graduates of their teacher preparation programs in 

the first year following their graduation, Adams quoted 

Pegues as stating, "There appears to be a notable lack of 

involvement with the institutions1 graduates after this 

initial contact" (1, p. 2). While follow-up evaluation for 

the purpose of improving preservice programs seems reasonable, 

a review of the literature revealed only one attempt by a 

college to follow up its graduates for the purpose of provid-

ing support and assistance to those graduates who became 

teachers (29). Yet the ultimate purpose of teacher education, 

whether preservice or inservice education, is the welfare of 

the pupils who will be taught by those teachers. Fuller and 

Bown state, 

Perhaps most important to the education of pupils is 
the potential contribution of an understanding of the 
teachers' life space. If we understand that life space, 
we may learn to help the teacher change it for the 
pupils' benefit (7, p. 26). 



Concerns about teaching are prominent in the life space of 

teachers. A study of concerns about teaching might provide 

a beginning point for designing a program of inservice 

support for teachers. 

Statement of the Problem 

The problem of this study was to identify the concerns 

about teaching of a selected group of inservice teachers. 

Purposes of the Study 

The purposes of this study were (a) to identify the 

concerns about teaching expressed in their early years of 

teaching by the graduates of the Early Childhood Education 

program from a selected teacher education institution, and 

(b) to determine the relationship between concerns about 

teaching and selected variables. 

Research Questions 

The following questions were addressed in this study. 

1. What are the concerns about teaching of the graduates 

from the past five years, as a total group, from the Early 

Childhood Education program at a selected teachers' college? 

2. Is there a relationship between degree of concern 

expressed about particular items or types of concerns about 

teaching and the number of years of teaching experience? 

3. Is there a relationship between level of concerns 

about teaching and the number of years of teaching experience? 



4. Is there a relationship between level of concerns 

about teaching and the grade level taught? 

Background and Significance 

Research studies during the past half century have pro-

vided a basic knowledge about the concerns and problems of 

teachers. While one of the early researchers collected data 

through personal correspondence with her subjects (25) , recent 

researchers have developed a succession of instruments for 

measuring concerns of teachers in a systematic manner (16). 

In 1961, the late Frances F. Fuller, at the Research and 

Development Center for Teacher Education, University of Texas 

at Austin, began her pioneer studies about the development of 

teachers (5). After individual interviews with 100 students 

in an introductory course in education, Fuller determined that 

three experienced teachers were the only students who enjoyed 

the course. Fuller concluded that perhaps the content of the 

conventional program of teacher education differed from the 

concerns of the students. She then began the series of studies 

which provided a compilation of concerns of student teachers 

and inservice teachers. 

Existing surveys of concerns of beginning inservice 

teachers, which spanned a thirty-six-year period, revealed 

concerns very similar to the concerns of preservice teachers. 

Fuller dichotomized the concerns into two types, which she 

labeled "concern with self" and "concern with pupils." Self 



concerns dealt with such things as class control, subject 

matter adequacy, and finding a place in the power structure 

of the school. These self concerns were the major types of 

concerns found among both preservice and beginning inservice 

teachers. Concern for pupils, which was much less prevalent 

among preservice and beginning inservice teachers, dealt with 

pupil learning, pupil progress, and with ways in which the 

teacher could facilitate pupil progress (5). Studies by 

Gabriel (10) and Jackson (19) of experienced teachers showed 

more concerns for pupils than concerns about self. These 

findings led Fuller to label self concerns "early concerns" 

and pupil concerns "later concerns." Thus was begun the 

concept of stages of concern in teacher development, with an 

added pre-teaching phase which Fuller labeled "non-concerns," 

since these concerns did not relate to teaching (5). 

In the same year that Fuller's conceptualization of 

teacher development, based upon the concerns of teachers, was 

published in the United States, Collins (4) published a book 

in England. Collins described the transition from student to 

teacher during the probationary year. Here, too, self con-

cerns, such as discipline and a sense of isolation, loomed 

large in the perceptions of first-year teachers. The book by 

Ryan (26) about the experiences and feelings during the first 

year of teaching for six secondary school teachers is also 

heavily weighted with concerns for self and for simple 

survival as teachers. 



By 1971, Fuller concluded that the three phases of con-

cerns of teachers seem to occur in the sequence of (a) Non-

Teaching Concerns about Self, (b) Concerns about Self as 

Teacher, and (c) Concerns about Pupils. But Fuller added 

that the three phases were overlapping rather than distinct, 

though teachers tended to express more concerns in one phase 

or another (6, p. 11). Three kinds of concerns had been 

postulated as belonging in Phase II and three others in Phase 

III, and a manual had been developed for use with an open-

ended statement about concerns in which subjects expressed 

their concerns about teaching (8). Fuller suggested that 

the sequence may be related to increasing proficiency in 

teaching and to teaching maturity (6, p. 21). She also stated, 

however, that concerns from an earlier phase might recur when 

a teacher enters a new situation (6, p. 22), and added that 

"concerns are resolved by substantive content and by experi-

ences which enable teachers to accomplish the developmental 

tasks related to each concern" (6, p. 23). 

In 1973, after examining concerns about teaching from a 

content analysis of 1,359 Teacher Concerns Statements (TCS), 

Fuller, Parsons, and Watkins (9) reported again that pre-

service teachers were more concerned about benefit to self 

as teachers while inservice teachers were more concerned about 

benefit to pupils. They also found a third possible level of 

concern among inservice teachers, which they termed Concern 

about Teaching Performance. From that time, then, reference 



to three phases or stages of concerns meant only those con-

cerns related to teaching, with self concerns being those of 

the original Phase II, Self as Teacher (9, p. 38). 

Even while using the Teacher Concerns Statement (TCS) 

extensively, Fuller and her colleagues expressed a need to 

develop an instrument which would be more objective, easier 

to administer, and scored more rapidly. The Teacher Concerns 

Checklist (TCCL), with fifty-six Likert-scaled items each 

related to some category of concerns about teaching from the 

TCS, was the result of their efforts (12). Revised and 

shortened forms of the TCCL have been developed since 1974. 

The most recent instrument, a fifteen-item Likert-scaled 

Teacher Concerns Questionnaire (TCQ), has three categories of 

concerns about teaching derived from the original TCS cate-

gories and presumed as a sequential progression of concerns 

in the development of teachers: (a) concerns about Self as 

a person and teacher, (b) concerns about the Task of teach-

ing, and (c) concerns about the Impact that teaching has on 

students' learning (11) . 

From her earlier studies, Fuller drew implications for 

teacher education. Fuller, Parsons, and Watkins (9) sug-

gested that survival training be offered to preservice 

teachers, who seemed to be a relatively homogeneous group 

with concerns about survival. They suggested, however, that 

inservice teachers are probably not homogeneous. 



Four groups of inservice teachers might exist. 
One wants survival training only. Another wants 
survival training and also performance skills. A 
third wants to find out how to make more impact on 
pupils but is open to learning some performance 
skills. The fourth is only concerned about increas-
ing what pupils learn (9, p. 47). 

A hypothesis closely related to the one suggested by 

Fuller, Parsons, and Watkins (9) was proposed by Katz (20, 

21), who suggested four stages of development of inservice 

teachers, with developmental tasks and training needs for 

each stage. 

Markson (22) utilized the TCS and a thirty-item version 

of the TCQ as instruments for classifying her population of 

fifty-nine preservice and inservice teachers from western 

Massachusetts into three developmental stages or levels as 

suggested by Fuller, Parsons, and Watkins (9). Utilizing an 

Experience Questionnaire which she developed, Markson further 

determined that specific types of experiences seem to be 

important at different stages of development of teachers, 

giving support to both the Fuller and the Katz hypotheses. 

Fuller stated on two different occasions (5, p. 221; 9, 

p. 1) that limited data are available regarding the concerns 

of experienced teachers. Much of the research that was done 

in the 1970's on concerns of teachers involved a high per-

centage of preservice teachers in the studies, with the 

purpose of improving programs of preservice education and 

making them more relevant. But some programs of education 

for inservice teachers might also lack relevance. Meade (23), 



in deploring the lack of relevance of many inservice educa-

tion activities that had been planned for teachers/ stated 

that "one of the shortcomings of present practice is the 

failure to capitalize on one of the best sources of informa-

tion regarding teacher needs: the teacher himself" (23, 

p. 217). Tyler (18) and Bush (3) are among the professional 

educators who agree that teachers themselves should deter-

mine their needs for professional growth. 

Using a Teacher Needs Assessment Survey instrument which 

he had developed to assess expressed needs of inservice 

teachers for further training in teaching skills, Ingersoll 

(17) found differences among teachers' responses as a function 

of the number of years of experience in teaching, as well as 

according to grade level taught. In a later study, Ingersoll 

and Schneider (18) used a revision of that instrument to 

assess perceived needs for training in specific teaching 

skills. Again, some differences in need for training expressed 

by teachers were found as a function of the number of years of 

teaching experience. In the Ingersoll and Schneider study, 

the forty Likert-scaled items on the Teacher Needs Assessment 

Survey were grouped through factor analysis into ten factor 

clusters which were then arranged into three hierarchical 

clusters which the researchers named (a) Student Centered 

Concerns, (b) Classroom Administrative Concerns, and (c) 

Personal and Interpersonal Concerns. The area of Student 
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Centered Concerns, which compares with the Impact Concerns 

of George (11), ranked highest among the teachers as an area 

of perceived need for training. 

The former colleagues of Fuller at the Research and 

Development Center for Teacher Education, University of Texas 

at Austin, have developed the idea of assessing teacher con-

cerns as a basis for designing inservice training related to 

innovation, utilizing the categories of Self, Task, and Impact 

(14) . 

It is likely that more studies of the needs and concerns 

of inservice teachers will be conducted in the future, because 

Title V of the Education Amendments of 1978 (PL 95-561) 

requires that each state educational agency must submit a 

state plan for inservice training activities, and that the 

plan shall be developed with the involvement of teachers (24, 

p. 3) . 

Fuller and Bown stated that "the early inservice years 

may offer the best opportunity for improved teaching, an 

opportunity soon lost. Teaching effectiveness seems to rise 

rapidly during the first years of teaching and then to level 

off or decrease" (7, p. 46). 

Perhaps many states now have more teachers who are in 

their early years of teaching. Burlingame (2) studied the 

change in number of years of teaching experience of teachers 

in the State of Illinois from 1951 to 1975. He found that, 

while the number of teachers increased 275 per cent during 
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that time, the experience level of the teaching force 

decreased. In 1951, only 21 per cent of Illinois teachers 

had from zero to four years of teaching experience, while 

15 per cent of them had from five to nine years of teaching 

experience. The other two-thirds of the teaching force con-

sisted of teachers with ten or more years of experience and 

half of these teachers had twenty or more years of experience. 

In 1975, nearly 40 per cent of teachers in Illinois had from 

zero to four years of teaching experience, and an additional 

26 per cent of the teachers had from five to nine years of 

experience in teaching. Burlingame made suggestions regard-

ing inservice needs of inexperienced teachers, and noted, 

"Clearly, teachers pass through various stages of development 

and need as they move through their careers" (2, p. 159). 

A review of the literature showed that some attempts 

have been made to identify the concerns of teachers for the 

purpose of improving programs of teacher education for pre-

service teachers, and that other attempts have been made to 

identify needs of inservice teachers so that programs of 

inservice education might be made more relevant. Only one 

study (16) was found in which the attempt was made particularly 

to identify the concerns about teaching of inservice teachers 

who are teaching preprimary or primary age children. One 

study (29) was found in which the college from which the 

teachers graduated was anticipating development of some type 

of support system for those teachers. 
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In this study, the concerns about teaching of a group 

of teachers of preprimary and primary age children in the 

early inservice years of teaching were identified. Whether 

or not a support system is later developed by the college 

from which these teachers graduated, findings from this study 

could be of some value to teachers experiencing periods of 

developmental change. Carl Glickman (13) stated, "Concern, 

to my mind, is only one variable of development, however it 

is an important one." Should there be some pattern of con-

cerns related to years of experience in teaching, as previous 

studies have shown (17, 18, 22), teachers might be able to 

approach these changing concerns with the understanding that 

these concerns are a normal part of development as a teacher. 

Writing in 1950, Smith stated that 

any person wishing either to become a teacher, to plan 
training programs for teachers, or to employ teachers 
is interested in the problems to be met by teachers and 
particularly those problems that trouble new teachers 
(27, p. 264) . 

George concluded that, even if the shift in concerns predicted 

by Fuller's theory (e.g. Self, Task, Impact) does not occur, 

it does not imply that knowledge of these concerns of 
teachers has no value. Even in the absence of a 
developmental sequence, the concerns of teachers may 
prove to be very useful to teacher educators, researchers, 
and evaluators since these concerns very likely reflect 
dependable motives of teachers (11, p. 31). 

Definition of Terms 

For the purpose of this study, the following definitions 

were used. 
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Concerns about teaching.—"Concerns about teaching are 

expressions of felt need which probably possess motivation 

for relevant learning" (9, p. 2) . 

Type of concerns.—When used in the sections on Research 

Questions, Instrumentation, and Analysis of Data, this term 

refers to the Self, Task, or Impact scales or categories of 

the Teacher Concerns Questionnaire (11, p. 7) . 

Level of concerns.—When used in the sections on Research 

Questions, Instrumentation, and Analysis of Data, this term 

refers to the three categories that remain when the six cate-

gories of concerns on the Teacher Concerns Statement are 

combined into three categories of Concerns about Self, Con-

cerns about Teaching Performance, and Concerns about Pupils 

(9, p. 38). 

Preservice teacher.—A student in the teacher education 

program of a college or university. 

Inservice teacher.—A person who is serving as a class-

room teacher. 

Early Childhood Education program.—A twenty-six or 

twenty-seven hour concentration of early childhood courses 

which enables graduates of a selected teacher education pro-

gram to be certified for teaching preprimary through grade 

three. 

Years of teaching experience.—Groupings of the subjects 

according to the number of years each has taught in her own 

classroom as follows: less than one year; one full year and 
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one year plus the early weeks of school in the fall of 1980; 

two full years and two years plus the early weeks of school 

in the fall of 1980; three full years and three years plus 

the early weeks of school in the fall of 1980; and four full 

years and four years plus the early weeks of school in the 

fall of 1980. Subjects with three or more years of teaching 

experience were grouped together for the analysis of data. 

Procedures for Collection and 
Analysis of Data 

The instruments utilized in this study were the Teacher 

Concerns Statement (TCS) and the fifteen-item Teacher Concerns 

Questionnaire (TCQ) developed by Fuller and her associates. 

Personnel in the Alumni and Placement Offices of the 

selected college for teachers provided the addresses of the 

135 graduates of the Early Childhood Education program from 

1976 through 1980. During the third week of September, 1980, 

the instruments were mailed to each graduate. A follow-up 

of graduates was conducted to obtain a rate of return of 97.8 

per cent. 

Two coders scored the responses to the TCS independently. 

Descriptive statistics were used to analyze the responses to 

the TCS and the TCQ to identify the concerns of the subjects 

as a total group, with dichotomized frequencies utilized for 

the TCS. Responses to the TCQ were grouped to identify a 

category of type of concerns for each subject. Responses to 

the TCS were grouped to identify a proportion score which 
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would identify each subject with a. level of concerns. Chi~ 

square analysis was used to determine whether or not a 

significant relationship existed between degree of concern 

expressed about particular items or types of concerns and 

number of years of teaching experience, between level of 

concerns and number of years of teaching experience, and 

between level of concerns and the grade level taught. For 

the purpose of this study, the .05 level of significance was 

utilized. 
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CHAPTER II 

REVIEW OF TEE LITERATURE 

Child development has been an important subject for 

study during the major part of the twentieth century, gaining 

a firm foothold with the establishment of the various Child 

Welfare Research Institutes and Child Study Centers during 

the 1930's (5). Some researchers, such as Gesell in the 

United States and Piaget in Europe, conceptualized aspects 

of child development in sequential stages. Kohlberg, 

Havighurst, and Erikson are among the investigators whose 

concepts of developmental stages extended into adulthood, 

with stages by Erikson (14) encompassing the entire cycle of 

human life. 

Adult Development 

The study of adult developmental stages per se, however, 

did not become a widespread phenomenon until the 1960's and 

1970's. Researchers have been concerned particularly with 

aging and gerontology, while authors of popular articles and 

books tend to focus on the problems of women and the middle-

aged adult. Knox (37) attempted to consolidate the current 

understanding of adult development and learning across age 

levels in a comprehensive handbook with the hope that its ten 

chapters and sixty-four pages of references would assist 

19 
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practitioners in helping their adult clients understand and 

adapt to the changes characteristic of the development of 

adults. 

"The term development refers to the orderly and sequen-

tial changes in characteristics and attitudes adults 

experience over time. Earlier, or antecedent, characteristics 

help shape subsequent, or consequent, characteristics" (37, 

p. 9). Knox points out that, while developmental changes in 

adults occur over time, few occur as a result of time. Rather, 

they evolve from alterations in physical conditions, societal 

expectations, or personal values. 

Many alterations or changes occur during the period of 

early adulthood, which Havighurst (24, p. 83) identified as 

the period from age eighteen to age thirty. Major change 

events which frequently occur during this period of time are 

marriage, first full-time job, first pregnancy, moving to a 

new community, building or buying a house, first illnesses of 

children, and sending children off to school for the first 

time (24, p. 83; 37, p. 6). Tracey (10, p. 87) adds finding 

of a congenial social group and taking on active civic 

responsibilities to her similar list of tasks that new teachers 

must face. "When all types of change events are distributed 

along the adult life cycle in terms of age at which they 

typically occur, a high proportion are concentrated in early 

young adulthood" (37, p. 519), that period of time which 
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Cameron (8) further delineates as ages eighteen to twenty— 

five. 

"Major change events tend to have great influence on 

adult development" (37, p. 29). Change events require a 

person to adapt in major role relationships with others. 

Some of the major change events of early young adulthood, 

such as starting the first major job or changing jobs, might 

involve many such adaptations (37). 

Knox (37) identified five time periods which typically 

occur in relation to a change event, with the individual 

participating differently in each period. During the first 

period, prestructure, there is relative stability before the 

change event is introduced. The second one is the period of 

anticipation from the time the individual becomes aware that 

the change event will occur until its occurrence. The third 

period is often a brief one because it is the actual change 

event. The period of disorganization between the change 

event and the reestablishraent of a stable structure of 

participation is the fourth period. According to Knox, the 

individual's own adaptation strategy and the resources 

available will influence and determine the length of this 

period. The fifth and last period is a "poststructure period 

of relative stability that reflects the reorganization of the 

structure of participation following the change event" (37, 

pp. 536-537). 
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Knox is concerned with the general characteristics of 

adult development that cross occupational categories. How-

ever, examples to illustrate the five time periods can be 

readily found in the literature on the concerns and problems 

of teachers. In Phillips' (45) comparison of the intensive 

vocational training program of the Two-Year College in 

England with the more leisurely pace of the University Educa-

tion Department, the first few years of the University pro-

gram might exemplify the first period described by Knox. 

The vocational course itself, assignment of the first posi-

tion, and the arrival of the time for actually entering upon 

a teaching career might take place during the second period. 

The change event of the third period might be the arrival of 

the teacher at the first post. In the fourth period, the 

new teacher described by Phillips would be involved in 

adjusting to the conditions of work, which might entail use 

of inadequate buildings and equipment, management of large 

classes and difficult individuals, and strained relationships 

with older members of the staff. For the new teacher, the 

fifth period would begin with the stage which Katz (35, 36) 

named consolidation, when the teacher has decided that he or 

she can indeed survive in the situation. The teacher would 

then proceed into crystallization, settling into more or less 

stable routines and practices (40, p. 59). 

According to Knox (37), adults might view change events 

as problems or as opportunities. The need for adaptation in 



23 

relation to a change event produces a readiness to engage in 

some type of educative activity in some adults. "This period 

of heightened readiness has been referred to as a teachable 

moment" (37, p. 539). "Of all the periods of life, early 

adulthood is the fullest of teachable moments and the 

emptiest of efforts to teach. It is a time of special 

sensitivity and unusual readiness of the person to learn" 

(24, p. 83) . 

Problems and Concerns of Teachers 

Throughout the past half century, a number of researchers 

attempted to identify the problems and concerns of teachers 

during the period of early young adulthood. In the context 

of the reported research, the terms concern and problem are 

often used interchangeably. Closely related to the concept 

of the teachable moment is this definition by Fuller, Parsons, 

and Watkins: "Concerns about teaching are expressions of 

felt need which probably possess motivation for relevant 

learning" (19, p. 2). According to Cruickshank, who with 

his associates conducted the most extensive work on problems 

related to teaching during the 1970's (43), the psychological 

and lay definitions of problem include these criteria. 

A problem exists when an organism (for example a 
teacher) is motivated toward some goal and there 
is no ready way to achieve it. 
A problem is an expression of an unmet need or 
unfulfilled goal. 
A problem arises when we want something and cannot 
have it (10, p. 9). 
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"A teaching or teacher problem/1 he adds, "is simply an 

example of goal-response interference that occurs during 

the course of a school day" (10, p. 14). 

Some studies of problems and concerns of teachers were 

conducted in an attempt to improve programs of teacher educa-

tion for preservice teachers (1, 17, 50, 51, 55). Researchers 

in other studies tried to identify needs of inservice teachers 

for further training (23, 30, 31, 46). In other studies, 

particular problem areas were isolated which had been identi-

fied by previous researchers as major concerns, and the 

attempt was made to relate those problems to particular 

variables (2, 26, 27, 38, 43). Other researchers isolated 

variables, such as age level taught, amount of experience of 

the teacher, or location of school, and tried to identify 

problems related to the variables (3, 11, 13, 16, 29, 47, 52, 

53, 54). 

While in some studies data have been collected from the 

perceptions of administrators and supervisors (9, 51, 55) or 

from trained observers (48), investigators in most of the 

studies reported in this chapter collected data from the 

teachers themselves. Data were collected through personal 

correspondence, interviews, questionnaires, open-ended state-

ments, or a combination of these techniques. 

The beginning teacher has been the subject of many of 

the studies which have been conducted. While the term 

beginning teacher is frequently used with reference to an 
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individual during the first year of teaching (13, 16, 26, 50, 

55), it has also been used to refer to preservice teachers 

who are engaged in student teaching (15, 17), and to inservice 

teachers in their first three years of teaching (3, 25, 53). 

The inexperienced teacher might have from zero to four years 

of teaching experience (3). Bush states that it is during 

the teacher's "most formative years, which extend from the 

time of entry into preparation through the first several years 

of teaching" (7, p. 1) that the teacher is developing skills, 

shaping his philosophy, setting his sights, and formulating 

his conceptions of the role of a teacher. Lortie (40, p. 54) 

notes that early teaching experience lies at the core of a 

teacher's work career. "Induction to teaching must be dealt 

with as a pertinent stage in career development" (12, p. vii). 

A thread of commonality is evident in the literature about 

the types of problems which have been identified in the studies 

of beginning teachers. Problems about discipline, control and 

attention, and related aspects of classroom management have 

been reported by many researchers (9; 10, p. 17; 13; 16; 25; 

29; 38; 45; 51; 52; 54; 55) as the most frequent problem area 

of beginning teachers, though some investigators have data 

which suggest that this is not necessarily the most bothersome 

problem area for the teachers in their studies (13, 30). These 

problems head the list when the problems or weaknesses of 

beginning teachers are reported by someone other than the 

teachers. Sixty-seven per cent of all administrators and 
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supervisors in the study by Stout (51) stated that discipline 

was the part of the teacher's task that beginning teachers do 

most ineffectively, while the elementary school principals in 

the study by Cloutier (9) perceived classroom management as 

the most difficult task for their first-year teachers to 

master successfully. 

Problems involving instruction and methods of teaching 

constitute another major area of concern (13, 16, 51). Under-

wood (53) found that instructional activities and methods of 

teaching were a concern for junior high school and middle 

school teachers, but she found no significant difference 

between groups when beginning teachers were compared to 

experienced teachers regarding this category of concerns. 

The beginning teachers in the study by Walker (54) expressed 

difficulty in diagnosing reading problems, whereas organizing 

and managing reading groups was an important concern of some 

beginning teachers at the end of their ninth week of teaching 

in the study by Felder, Hollis, Piper, and Houston (15). Lack 

of instructional materials and poor or inadequate equipment 

were concerns of teachers in five studies (16, 25, 38, 45, 55). 

Having time for planning instruction and for actually 

doing tasks directly related to teaching is a problem expres-

sed by many beginning teachers (10, p. 20; 15; 25; 29). In 

the study by Stout (51) in which the perceptions of adminis-

trators and supervisors about the deficiencies of beginning 

teachers were elicited, the respondents listed inadequate and 
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ineffective planning as a deficiency of beginning teachers 

with whom they worked. Teachers in three studies expressed 

concern about the vast amount of paper work and extra 

curricular duties (15, 25, 45). 

Some beginning teachers have stated that they are unpre-

pared to cope with the wide range of abilities and interests 

they detect in their students. A major problem expressed by 

some of these teachers is individualizing learning experiences 

to meet the diverse needs of the pupils (15, 25, 29, 53, 55). 

The low level of enthusiasm some students have for learning is 

also a concern expressed by some young teachers (25, 38, 55). 

Of the outstanding teachers in his study, who were experienced 

teachers, Jackson stated that "the primary unit of the elemen-

tary teacher's concern and the major source of his satisfac-

tion remains the individual and his development" (32, p. 143). 

Franc (16) reported that 50 per cent of all responses from 

her beginning teachers with regard to professional satisfac-

tion pertained to child growth and development. 

Beginning teachers sometimes express concern that they 

have been assigned to "unreasonable teaching situations" (25, 

p. 19). For some of her correspondents in the study by 

Phillips (45), an assignment to teach an age level for which 

they had not been prepared represented such a concern. Begin-

ning teachers in the study by Smith (50), as well as in the 

study by Phillips, reported a concern about the assignment 

to teach in a subject field for which they had not been 
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prepared. The subjects in the study by Hunter (29) , who 

were beginning and experienced teachers of kindergarten and 

first-grade children, stated that having too many children 

in the classroom was one of their ten most frequent and 

bothersome problems. 

Several researchers found that the interpersonal rela-

tions aspect of their job is a concern to many teachers. It 

is natural for the new teacher to perceive herself or him-

self as being on trial by more experienced colleagues and 

supervisors (10, p. 16; 34, p. 43; 45). Some beginning 

teachers express a need for more help from administrators 

and supervisors (25, p. 19; 54; 55); while other beginning 

teachers and also some experienced teachers, who have 

developed confidence in their own ability and who desire pro-

fessional autonomy, object to close supervision and evaluation 

(32, pp. 131-132; 40, p. 59). When Hunter (29) studied the 

perceived problems of kindergarten and first-grade teachers, 

she found that administrative-related situations and inter-

personal relations emerged as the major concern in the 

support factor of the four problem areas she analyzed. Inter-

personal problems ranked fifth in order of the problems per-

ceived by teachers, but third in rank order for problems most 

urgent, in the study by Franc (16). Franc reported that 

"teacher-administrator relations accounted for over 80 per 

cent of all problems in interpersonal relations identified 

as urgent and continuing" by the seventy-five beginning 
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elementary school teachers in her study. Relations with 

parents, too, are mentioned as frequent and bothersome con-

cerns (10, p. 18; 13; 15; 29). Administrators and super-

visors in the study by Stout (51) reported that the 

deficiencies they perceived in their beginning teachers were 

chiefly related to human relations. They cited personality 

traits, lack of understanding of children, lack of profes-

sional attitudes, and lack of interest in the total school 

program as examples of such deficiencies. 

In a paper presented at the annual meeting of the 

American Educational Research Association (AERA) in 1979, 

Ryan (48) noted how strongly the personal concerns from the 

private lives of beginning teachers affect their morale, 

energy level, and teaching behavior. The research on which 

Ryan based this statement reaffirmed a conviction expressed 

by Jersild, both in his book, When Teachers Face Themselves 

(34), and in his speech to the National Teacher Education 

and Professional Standards (TEPS) Conference in 1965. 

Jersild stated that "the basic problems the beginning teacher 

faces are primarily subjective in nature—personal and psycho-

logical rather than strictly professional or academic" (33, 

p. 49). Smith (50) found that the lowest satisfaction scores 

of his first-year female teachers in secondary schools were 

associated with the social life of the teachers and with 

possible failure to understand or to be sympathetic to the 

nature of boys and girls. Ingersoll (30) reported that the 
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number one area in which both experienced and inexperienced 

teachers in his study perceived a need for help was in the 

affective or social-emotional domain. 

Stages of Development of Teachers 

It was her discovery of a preponderance of subjective 

concerns among preservice teachers that launched Fuller's 

studies of the development of teachers (17) . Between 1961 

and 1971, Fuller studied the concerns of both preservice and 

inservice teachers, utilizing interviews and an open-ended 

statement in which subjects expressed their concerns about 

teaching. As a result of those studies, she developed the 

hypothesis that the concerns of teachers progress through 

overlapping phases which seem to occur in a sequence of (a) 

non-teaching Concerns about Self, (b) Concerns about Self as 

Teacher, and (c) Concerns about Pupils (18). Between 1971 

and 1978, Fuller and her associates utilized the open-ended 

Teacher Concerns Statement (TCS). They also developed the 

Teacher Concerns Checklist (TCCL) (22) and the Teacher Con-

cerns Questionnaire (TCQ). Both the TCCL and the TCQ permit 

teachers to express their concerns according to degrees of 

perceived difficulty on Likert-type scales (21). 

A refinement of ideas regarding the concerns of teachers 

accompanied the revision of instruments. The most recent 

form of the TCQ has fifteen items, five in each of three 

categories of concerns which are presumed as a sequential 

progression of concerns in the development of teachers: 
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(a) concerns about Self as a person and teacher, (b) concerns 

about the Task of teaching, and (c) concerns about the Impact 

that teaching has on students' learning (21). 

At the TEPS Conference in 1965, Lortie (40) reported that 

one of his assistants, Haller, had a hypothesis regarding 

stages in the development of teachers. Basing his ideas on 

research they had been conducting in Boston and in a Southern 

school system, Haller suggested that the 

data point to a year, and possibly two, of day-to-day 
coping with immediate demands—a kind of struggle 
simply to get through without major damage to students 
or self. As the teacher gains some mastery over the 
demands of his role, he begins to branch out somewhat, 
to innovate, to try different approaches. (During this 
phase, he may try practices which attract unfavorable 
attention from administrators, who may signal him to 
draw back to more conventional ways.) A third stage— 
crystallization—occurs when the teacher settles into 
a more or less stable set of routines and practices. 
It seems that after five years teachers tend to become 
more conservative and more resistant to change. With 
each succeeding interval of experience, our Southern 
teachers show a higher percentage of opposition to 
system-induced change (40, p. 59). 

Katz (35, 36) has suggested four stages of development 

of inservice teachers, and has suggested developmental tasks 

and training needs for each stage. Stage one, which Katz 

labels Survival, might last throughout the first full year 

of teaching and is characterized by the teacher's concern 

to get through each day and week. Katz suggests on-sight 

classroom support, comfort, guidance, and instruction in 

specific skills as the training needs for the survival stage. 

Stage two, Consolidation, is a time in which teachers who 
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have survived consolidate their gains and begin to focus on 

the needs of individual children in their classes. Katz 

suggests that a teacher in this stage is also best helped 

on-site by specialists and consultants who strengthen her 

knowledge and by experienced colleagues with whom she can 

share ideas and information. 

Stage three, according to Katz, is a time of Renewal if 

the teacher continues to progress. It is evident in the 

third or fourth year of teaching when the teacher has tired 

of routine types of activities with her students in the 

classroom. This is the time, Katz suggests, when professional 

journals and organizations, conferences, and workshops are 

welcomed. During the stage of Renewal, teachers benefit from 

visiting other classes or programs and perhaps teacher centers 

to learn new skills and to exchange ideas. Stage four, 

Maturity, might be reached by some teachers within three years, 

while others might teach five or more years before attaining 

maturity. It is the teacher who has reached Maturity who asks 

deeper questions about historical and philosophical roots, 

about the nature of learning, and about the profession. Con-

ferences, seminars, and working toward an advanced degree, as 

well as wide reading and interaction with educators on differ-

ent levels, meet the needs of mature teachers, according to 

Katz (35, 36). 

Basing his conclusions on an analysis of data collected 

through lengthy interviews with fifteen inservice teachers in 
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central Ohio, Burden (6), too, stated that there is reason to 

believe that teachers undergo significant developmental 

changes during their years of teaching. Allowing for some 

variability among teachers, Burden found that teachers in 

the first year; in the second, third, and fourth years; and 

the fifth year and beyond displayed distinct character-

istics that appear to be stages in teacher career development. 

Since the fifteen teachers interviewed had already taught 

from four to twenty-eight years, however, they employed retro-

spection as they discussed their earliest years of teaching. 

Thirteen of the fifteen teachers in the study were female, and 

all fifteen teachers were teaching at the elementary level, 

kindergarten through grade six, in public schools. 

Among the professional characteristics which teachers 

recalled from their first year of teaching, Burden found a 

limited knowledge of teaching activities and the teaching 

environment; a subject-centered approach to curriculum and 

instruction; limited professional insight; feelings of 

uncertainty, confusion, and insecurity; and an unwillingness 

to try new teaching methods. Reported for their second, third, 

and fourth years were increases in knowledge and insights; 

more confidence, security, and maturity; willingness to try 

new teaching techniques; and a growing awareness of children 

as people. Professional characteristics expressed for the 

fifth year and beyond showed continued growth in all of the 

areas listed previously, along with a child-centered approach 
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to curriculum and instruction. Regarding personal develop-

mental characteristics, these teachers reported growth in 

happiness, confidence/ maturity, capability, open—mindedness, 

flexibility, assertiveness, affability, and egocentrism when 

comparing their present stage of career development to their 

first year of teaching (6). 

Years of Experience 

Other researchers, while not suggesting developmental 

stages for teachers, have reported that teachers demonstrate 

changes in needs and in their views about certain aspects of 

teaching as they gain experience in teaching. In the study 

by Anderson (2), teachers with more experience perceived 

their security needs to be satisfied to a greater extent than 

did teachers with zero to four years of experience. Experi-

enced teachers in the study by Walker (54) showed higher 

morale than did beginning teachers on the following three 

dimensions of the Purdue Teacher Opinionaire: Teacher Rapport 

with Principal, Satisfaction with Teaching, and Rapport among 

Teachers. Beginning teachers in the study showed more posi-

tive attitudes toward Curriculum Issues. 

In his first study of the influence of experience on the 

beginning teacher, Hoy (26) reported that student teachers at 

both the elementary and secondary levels had more custodial 

views of pupil control after they completed their student 

teaching than they held prior to that time. He stated 
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further that the pupil control ideology of these beginning 

teachers as a group was significantly more custodial after 

they had completed their first year of teaching. In a study 

of the same teachers a year later, Hoy reported that "pupil 

control ideology remained virtually unchanged as teachers 

acquired their second year of teaching experience" (27, p. 

260). All of the subjects in these studies by Hoy graduated 

from the same university and almost all of them were female. 

In a new book, Teaching is Tough (10), one of Cruick-

shank's associates contrasts the personal needs of teachers 

in young adulthood with those of teachers in midlife. Tracey 

states that the personal needs of individuals will alter their 

professional expectations and affect their interactions with 

others (10, p. 87). 

Using a Teacher Needs Assessment Survey (TNAS) instru-

ment which he had developed to assess expressed needs of 

inservice teachers for further training in teaching skills, 

Ingersoll (30) found differences among the responses of 

teachers as a function of the number of years of experience 

in teaching. Less experienced teachers, who had from one to 

four years of experience in teaching, rated both individualized 

instruction and disciplinary skills as areas in which they per-

ceived a need for training significantly more frequently than 

did teachers who had five or more years of experience in 

teaching. Teachers of elementary schools, junior high schools, 

and senior high schools were included in the first study by 
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Ingersoll. In a later study involving only elementary school 

teachers and their principals, Ingersoll and Schneider (31) 

used a revision of the TNAS to assess perceived needs for 

training in specific teaching skills. Again, they found a 

relationship between the number of years of teaching experi-

ence and the needs for training which were expressed by the 

teachers. 

Using the Teacher Needs Assessment Survey developed by 

Ingersoll, Pisetsky (46) found significant differences across 

levels of teaching experience on the four categories of Plan-

ning Instruction, Conducting and Implementing Instruction, 

Performing Administrative Duties, and Communicating and 

Interacting. In expressing their needs for inservice educa-

tion, teachers with the least experience rated these areas 

as significantly more important than did teachers with more 

experience. 

Babb (3) administered the Teacher Concerns Statement, 

developed by Fuller, to twenty-six beginning teachers and 

sixty-six teachers with three to eight years of experience 

in teaching. He then selected teachers who expressed a pre-

dominance of self concerns ("low concerns") and teachers who 

expressed a predominance of concerns for pupils ("high con-

cerns") from each of the two experience groups. Each of the 

teachers in the four groups identified in the study was then 

observed on three different occasions while teaching in his 

or her elementary school classroom (grades one through six) 
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to determine if there were differences among the four groups 

in their verbal behavior as measured by the Flanders System 

of Interaction Analysis and the Florida Taxonomy of Cognitive 

Behavior. Babb reported that teachers with concerns for 

pupils, regardless of experience, were more indirect in their 

verbal behaviors than were teachers who had the low or self 

concerns. The teachers with high or pupil concerns also spent 

a significantly greater amount of time praising or encouraging 

their students and using student ideas in classroom discussions, 

while teachers who had a predominance of concerns for self 

spent greater amounts of time giving directions and criticiz-

ing. Students in the classrooms of teachers who had low or 

self concerns also had fewer opportunities to use rather than 

to memorize information (3). 

Grade Level 

When the Teacher Characteristics Study was conducted in 

the late 1950's, the range of elementary teachers included 

in the study was limited because "it was recognized that 

teachers of grade one and grade six, who deal with children 

so different in developmental level, might conceivably be 

characterized by quite different classroom behaviors, 

interests, and other traits" (49, p. 63). The grade level 

taught has also been reported by some researchers as a 

significant variable when teachers express their problems 

and needs. Kohr (38) found that teachers in elementary 
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schools used more innovative practices than did teachers in 

secondary schools, and that the elementary school teachers 

also reported fewer problems affecting learning atmosphere 

in the classroom. Elementary teachers in the study by 

Ingersoll (30) tended to rate individualized instruction as 

an area in which they perceived a need for training, more 

than did teachers of either junior or senior high school. 

In her attempt to understand need fulfillment and burn-

out in relation to the way teachers are motivated, Anderson 

(2) also found differences among groups of elementary school 

teachers, groups of teachers of middle and junior high schools, 

and groups of high school teachers. Elementary teachers per-

ceived their esteem needs to be satisfied to a greater extent 

than did teachers of middle and junior high schools. Elemen-

tary teachers also perceived their self-actualization needs 

to be satisfied more than did middle and junior high school 

or high school teachers. Elementary and high school teachers, 

however, perceived their social needs to be satisfied to a 

greater extent than did teachers of middle and junior high 

school, according to Anderson. 

After analyzing the responses from 814 kindergarten and 

first-grade teachers with regard to the frequency and bother-

someness of problems on the Teacher Problems Checklist 

utilized in her study, Hunter (29) reported that first-grade 

teachers perceived 7 8 per cent of the fourteen statistically 

significant different problem statements to be most frequent 
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and most bothersome in comparison to the perceptions of 

kindergarten teachers. 

Among the seventy-five teachers of kindergarten through 

grade six in her study, who had taught one full school year, 

Franc (16) reported that six times as many lower elementary 

school teachers reported personal past experience of on-the-

job growth in adequacy as did upper elementary school teachers. 

In reporting their perceived needs for further inservice 

education, the teachers of grades four through six in the 

study by Pisetsky (46) rated categories of Assessing and 

Evaluating Student Behavior, Planning Instruction, Conducting 

and Implementing Instruction, and Performing Administrative 

Duties as significantly more important than did teachers of 

grades nine through twelve. 

Cognitive Ability 

One of the purposes of the study by Dropkin and Taylor 

(12) was to determine if there was a relationship between 

cognitive ability and the reported problems of teachers. 

The subjects in the study were seventy-eight elementary educa-

tion graduates who were completing their first year of teach-

ing. The researchers hypothesized that "brighter" teachers 

would perceive themselves as having fewer problems. Two 

measures of cognitive ability were correlated with each of 

seven problem area scores on the research questionnaire. 

One measure was the score each respondent had received on 
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the American Council of Education Psychological Examination 

(ACE), with which respondents had been tested at the begin-

ning of their freshman year in college. The other measure 

was the grade-point average each had earned in thirty-two 

credits of professional education courses taken prior to 

college graduation. 

The rating scale of the questionnaire utilized by Dropkin 

and Taylor was of such a nature that the lower the mean rating 

for a problem area the more difficulty the respondent felt he 

was having. When the data were analyzed, twelve of the four-

teen coefficients of correlation were negative in direction. 

While none of the coefficients was high, one of the seven 

problem areas was significantly related to the ACE total score, 

and four of the seven problem areas were significantly related 

to grade-point average in professional education courses. 

Beginning teachers who had earned the highest grade-point 

averages perceived themselves as experiencing greater diffi-

culty in the areas of classroom management, materials and 

resources, planning, and discipline than did teachers whose 

grade-point averages had been lower. The researchers posed 

the following questions. 

Are they really having more difficulties, or do they 
understand the educational process more deeply than 
students who did not perform as well in professional 
course work? Might not these findings suggest that 
beginning teachers who feel they have many problems 
are operating from a broader set of understandings 
of the educational process (13, p. 389)? 
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Lortie suggested an idea similar to that of Dropkin and 

Taylor. 

One cannot help but wonder whether beginning teachers 
differ in their sensitivity and standards of perfor-
mance; it is theoretically possible that the abler 
ones, already possessing higher standards, are more 
ready to sense their own deficiencies while the 
mediocre ones are content with what is (40, p. 64). 

Already in 1932, as a result of her correspondence with young 

teachers in England, Phillips had made the observation that 

"generally speaking, the more developed are a young teacher's 

professional ideals and sense of professional responsibility, 

the more vividly does she feel her inadequacy" (4 5, p. 242). 

Data reported by Hunter (29) in 1979 suggested that 

there is a relationship between advanced educational level of 

teachers and perceived bothersomeness of problems. Seventy-

two per cent of the fifty problems on the Teacher Problems 

Checklist used in her study were perceived as more bothersome 

by teachers holding a master's degree than by teachers 

possessing only the bachelor's degree. 

Need for Assistance 

While many researchers have shown that the kinds of 

concerns expressed by teachers do shift as teachers gain 

experience (1, 6, 15, 17, 18, 20, 21, 32, 41, 44), Cruickshank 

stated that "teacher concerns or problems do not go away with 

the accumulation of teaching experience. Practice per se 

does not necessarily make perfect. Practice is only effec-

tive when learners receive adequate knowledge of how well 
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they perform" (10, p. 2). It would also appear that problems 

of the past must be resolved before the individual can cope 

with present concerns (14, 18, 24, 34). 

Suggestions have been made of possible ways in which 

inservice teachers might be helped in dealing with their 

concerns. After particular concerns have been identified 

and particular needs articulated, teacher centers or educa-

tional service units might design brief, well-focused units 

on solving those particular problems (9, 42). Giving teachers 

released time for small-group interaction sessions to develop 

competencies in dealing with particular problems, with 

immediate feedback, has been tested successfully (28). Bush 

(7) suggested providing arrangements which permit teachers 

and pupils to establish close personal relationships and give 

teachers time to devote themselves to the general concerns of 

pupils; establishing more flexible schedules that give teachers 

time to teach; and making libraries and laboratories, filled 

with the best possible materials for teaching and learning, 

open and available to teachers (7, p. 7). 

Adams (1), Cloutier (9), and Ladd (39) suggested a need 

for closer collaboration between the schools in which new 

teachers are teaching and the colleges and universities from 

which the teachers have graduated. Preservice and inservice 

programs might be planned through the cooperative efforts of 

teacher education personnel and public school administrators. 
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Ladd proposed that the beginning teacher be defined as 

a learner, and that a master teacher, supervisor, principal, 

or college faculty member be assigned to assist him in learn-

ing (39, p. 81). Beginning teachers appear to feel alone and 

isolated in their first several weeks as teachers, and some 

of tnem express a desire to have someone listen to them, to 

help them understand and cope with their problems (4, 15, 54, 

55). While new members of such professions as medicine, law, 

and architecture are gradually inducted into their profes-

sions through internships or apprenticeships, the beginning 

teacher in the United States must function in what Lortie 

calls the "Robinson Crusoe syndrome," assaulting the challenge 

of survival alone (40, p. 59). Ryan told members of the AERA 

in 1979: 

Normally when a new teacher begins her first teaching 
assignment she is cut off, both physically and psycho-
logically, from the college or university where she 
trained. She is on her own. As a first-year teacher, 
she may receive two or three classroom visitations by 
and conferences with administrators. However, she 
rarely receives any special help to aid in the transi-
tion from student of teaching to teacher (48, p. 7). 

The sixteen teachers in Ryan's study expressed positive 

feelings about having the researchers coming into their class-

rooms throughout their first year of teaching, even though the 

researchers were trying to be unobtrusive and were not con-

sciously trying to provide support for the teachers. Ryan 

expressed his belief that this was an indication of the 

loneliness and professional isolation of first-year teachers. 
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In 1932, Phillips wrote that "there is a strong case 

for considering ways and means of reducing in number or 

intensity the tensions characteristic of the first few years 

of professional life" (45, p. 256) . Felder, Hollis, Piper, 

and Houston, writing in 1980, said that "many of these 

problems become relatively minor concerns as teachers gain 

experience; they could be easily 'taken in stride1 by begin-

ning teachers if professional support systems were available 

to ease their entry into the real world of teaching" (15, p. 

19) . 

Summary 

A number of researchers have stated that many of the 

change events which influence adult development occur during 

the period of early young adulthood. One of the major change 

events is obtaining the first full-time job. In reviewing 

the literature, it appears that young teachers might experi-

ence a specialized set of problems and concerns in the early 

years of their professional careers. Some investigators have 

suggested that teachers might progress through a sequence of 

stages as they develop the ability to resolve their problems. 

Other researchers have found a relationship between particular 

concerns and the number of years of experience in teaching. 

A relationship has also been found between grade level taught 

and problems perceived by young teachers. Teachers who seem 

to be more able because of cognitive ability and level of 
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professional education and idealism perceive themselves as 

experiencing greater difficulty than do teachers who seem to 

have less ability. Some specific suggestions have been made 

for possible methods to assist teachers in handling their 

concerns after those concerns have been identified. 

Although the studies reviewed in this chapter span a 

period of fifty years, a limited number of studies of the 

problems or concerns of teachers could be located. The con-

cerns of the teachers of children during the preprimary and 

primary years of school were specifically investigated in 

only one study. 
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CHAPTER III 

METHODS AND PROCEDURES OF THE STUDY 

Survey research was utilized in this study about the 

concerns of teachers. "Survey research is considered to be 

a branch of social scientific research . . . " (11, p. 410). 

Surveys are classified according to the method of obtaining 

information. Personal interview, mail questionnaire, panel, 

telephone interview, and controlled observation are the most 

common methods. "Of these," states Kerlinger, "the personal 

interview far overshadows the others as perhaps the most 

powerful and useful tool of social scientific survey research" 

(11, p. 412). 

Because of the wide geographical scatter of the subjects 

in this study, it was not feasible to collect data through 

personal interviews. A mail questionnaire was utilized. 

Although the mail questionnaire is used frequently in educa-

tional research, it has serious drawbacks. According to 

Kerlinger, the most serious defect is the possible lack of 

response. "Responses to mail questionnaires are generally 

poor. Returns of less than 40 or 50 per cent are common. 

Higher percentages are rare" (11, p. 414). Because valid 

generalizations about a population cannot be made when return 

rates of data from the sample are so low, Kerlinger states 
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that every effort should be made to obtain returns of at 

least 80 or 90 per cent or more. 

With one exception, each person to whom a questionnaire 

was mailed in this study was a former student of the 

researcher. The assumption was made that the subjects would 

respond. 

Selection of Subjects 

Population 

The population included in this study consisted of the 

graduates of the Early Childhood Education (ECE) program at 

Concordia Teachers College (CTC), Seward, Nebraska. The 

total number in this population, from the time the first 

students completed the ECE program in 1976 until the data for 

this study were collected in the fall of 1980, was 135 grad-

uates . 

Concordia is a college of approximately 1,100 students 

who come from all sections of the United States and several 

foreign countries. While more than 80 per cent of the college 

students plan to become teachers, this population is unique 

in that these ECE graduates not only complete the regular 

program for elementary (kindergarten through grade six) 

certification in the State of Nebraska, but they also complete 

a twenty-six or twenty-seven semester hour concentration of 

early childhood courses which enables them to be certified 

particularly for teaching preprimary through grade three. 
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Most of the graduates in this population to date have been 

Anglo and female, with the exception of one Black American 

male. 

A distinctive feature of most of the graduates of the 

teacher education program at CTC, including the population 

for this study, is the schools to which they are assigned to 

teach. Both the college and the elementary schools are owned 

and operated through the same church denomination, so they 

have a common philosophical theological basis. Through the 

college placement system, graduates might be placed into any 

Lutheran school throughout the United States. Unless he or 

she elects to teach in the public school system, in child 

care programs that are not affiliated with the Lutheran or 

with the public schools, or in church-related schools outside 

the United States, each CTC graduates teaches in a geographi-

cal region designated as one of the forty Districts of the 

Lutheran Church—Missouri Synod. Each District has an execu-

tive who functions in an advisory capacity for the Lutheran 

schools in that District. Each school is owned and operated 

by a local congregation or a cluster of congregations, with 

its own Board of Education and its own principal or, in the 

case of some preprimary programs and day-care centers, its 

own director. Middle class socioeconomic status is the norm. 

Lutheran schools serve a variety of ethnic groups, but non-

white students are not represented in large numbers in most 

of these schools. 
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Many of the Lutheran schools have an enrollment of 

fewer than 200 students in kindergarten through grade eight. 

It is not uncommon for teachers to teach multiple-grade 

combinations. It was believed that the challenge of multiple-

grade teaching might raise particular concerns for teachers 

in Lutheran schools. 

Unique also to the Lutheran school system is the fact 

that most teachers are expected to assume responsibilities 

other than those directly related to teaching. These 

responsibilities might involve directing choirs, playing the 

organ for church services, coaching athletic teams, teaching 

Sunday school, sponsoring youth groups, or similar activi-

ties. Such activities, in addition to teaching in a school, 

might also arouse additional concerns for teachers in 

Lutheran schools. 

Sample 

The sample selected for this study consisted of the 135 

ECE graduates from Concordia Teachers College, Seward, 

Nebraska for the five years from 1976 through 1980. Each 

graduate was asked to provide information through mailed 

questionnaires and personal data forms. 

One hundred thirty-two responses were received. One 

hundred nine responses were used, while twenty-three were 

eliminated from the study. Data from the following graduates 

were eliminated: nine graduates who had never had sole 



56 

responsibility for their own classrooms, seven who had taught 

but who had discontinued teaching prior to the 1979-1980 

school year, five whose teaching assignment was in a grade 

level higher than grade three, and two whose students were 

of such diverse ages (grade one through eight, ages six through 

sixty-five) that the graduates could not express teaching con-

cerns specifically related to preprimary or primary children. 

Of the 109 subjects included in the study, ninety-eight 

were teaching during the 1980-1981 school year in preprimary 

through grade three, while eleven had completed their last 

year of teaching in the spring of 19 80 within the acceptable 

age or grade level range. One subject who was currently 

teaching part time in a fourth-grade classroom but who had 

taught kindergarten through grade three the preceding year 

was included in the study because she provided two sets of 

responses to the questionnaires. Only those responses related 

to her teaching of younger children were included in the 

analysis of data. 

Classification of the 109 subjects according to number 

of years of teaching experience provided the following infor-

mation. Twenty-four subjects had less than one full year of 

teaching experience. Of those twenty-four subjects, two had 

begun teaching in January of the 1979-1980 school year while 

twenty-two subjects had assumed responsibility for their own 

classrooms in the fall of 1980. Thirty-two subjects had 

completed one full year of teaching, and twenty-nine of those 
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subjects were beginning their second year. Thirty-one 

subjects had completed two full years of teaching, with 

twenty-seven of those subjects beginning their third year 

of teaching at the time they responded to the request for 

data about their teaching concerns. Fourteen subjects had 

completed three years of teaching, and twelve of those 

subjects were beginning their fourth year. Eight subjects 

had completed four years of teaching, with five of those 

eight subjects beginning their fifth year. 

Demographic information obtained from the 109 subjects 

who were included in this study provided the following 

information. 

Personal data.—All of the subjects were Anglo and 

female. These young adults ranged in age from twenty-one to 

twenty-six years. Wide geographical scatter characterized 

the group, since they were living in twenty-nine different 

states when the data were collected. Knox (12) noted the 

move to a new community as one of the abrupt transitions 

which characterize the life of a young adult. Although the 

109 subjects listed twenty-five different states and one 

province in Canada as their homes prior to graduation from 

college, eighty-nine of them were now residing in a state 

other than the one in which they had lived prior to begin-

ning their careers in teaching. 

Marriage and the birth of children are other major 

change events which have an influence on the development of 
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the young adult, according to Knox (12) and Havighurst (10). 

Sixty-one of the subjects were married, and forty-eight 

subjects had never married. Eight of the subjects had a 

total of nine children, all of whom were age three or younger. 

Five subjects noted that a first child would be born during 

the current school year. In Table I, marital status and 

parenthood are cited in relation to the number of years of 

teaching experience of the subjects. Whether or not the 

subject was teaching at the time the data were collected is 

also noted. Because January 1, 19 80 through the early months 

of the 1980—1981 school year was the time period for which 

concerns about teaching were elicited, major change events 

related to marital status and parenthood are listed separately 

for that period of time. 

Professional data.—During their careers as teachers, 

the 109 subjects in the study were experiencing both stability 

and change in their lives as professional persons. Each of 

seventy-one subjects had taught in only one school; thirty-

three subjects had taught in two different schools; four sub-

jects had taught in three different schools. One subject, 

whose husband was a member of a profession which required 

that he move frequently during the years of early young adult-

hood, had taught in four different schools. At the time the 

data were collected, 100 subjects were teaching or had 

taught most recently in schools or in child care centers 
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owned and operated by churches of the Lutheran Church— 

Missouri Synod (LC-MS). Four of the six subjects whose 

current or most recent teaching experience was in a non-

Lutheran proprietary or church-related child care center 

had also taught one or more years in LC-MS programs for 

young children. Three subjects had taught in a public 

school system each year following graduation from college. 

Fifty-four of the 109 subjects assumed some kind of 

teaching responsibility that was new to them during the 

1980-1981 school year. Twenty-two new teachers began 

teaching in their own classrooms for the first time. Nine-

teen other teachers began teaching in different grade levels 

in their schools or in different schools within the state in 

wnich they had taught previously. Thirteen teachers moved 

to different states, making changes in school and, for some, 

changes in grade level as well. Major change events in their 

professional lives for tiie thirty—two experienced teachers 

are illustrated in Table II. 

At the time the data were collected, the subjects in 

the study noted that their current or their most recent 

teaching assignment involved the following age groups: 

fifty subjects taught in prekindergarten or kindergarten, or 

in both of these age levels; eighteen taught in grade one; 

nine taught in grade two; five taught in grade three; and 

twenty-seven taught in multiple-grade classrooms. Twenty-

two of the multiple-grade classrooms had students in two 
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grade levels with eighteen of these classrooms having grades 

one and two. Two multiple-grade classrooms had three differ-

ent grade levels; two had four different grade levels; and 

one had students in kindergarten through grade four. 

TABLE II 

PROFESSIONAL LIFE CHANGE EVENTS OF EXPERIENCED TEACHERS 
FOR THE 1980-1981 SCHOOL YEAR 

Changes Same State Different State 

Different Age 
or Grade Level 12 • • 

Different School 1 4 

Different Age or 
Grade Level and 
Different School 6 9 

Total 19 13 

Number of different students for whom any one teacher 

had full responsibility as the classroom teacher in a 

multiple-grade classroom ranged from five students in one 

combination of grades two and three to thirty students in a 

classroom that had children in each of grades one through 

four. Number of different students in the single-grade 

classrooms ranged from a low of eight in one first grade 

classroom to a high of thirty-two in one third grade class-

room. One teacher of children ages three, four, and five 
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reported that she had responsibility for eighty different 

children in any two-day period of time. 

Nine of the 109 subjects had responsibilities of direc-

tor, principal, or assistant principal of their preprimary 

program or school as a part of their job description, in 

addition to their teaching responsibilities. Three subjects 

helped organize new schools in the fall of 1980, and they 

were serving as the first teachers in those schools. Two 

other subjects helped organize prekindergarten programs for 

their schools in the fall of 1980, and one of these subjects 

was also teaching in that program. 

Only twenty of the subjects who were teaching or had 

most recently taught in LC-MS schools reported having no 

school or church responsibilities in addition to their own 

classrooms. Eighty were involved in departmentalized teach-

ing, in coaching of sports or cheerleading, in directing 

school choirs, or in leading a variety of programs in their 

congregations. Two of the public school teachers and four 

of the teachers in non-Lutheran proprietary or other church-

related preprimary programs had no school responsibilities 

other than classroom teaching and no church-related respon-

sibilities as a part of their job description. 

Instrumentation 

For the purposes of this study, two instruments were 

utilized. The Teacher Concerns Statement (TCS) is a free-

response instrument, while the Teacher Concerns Questionnaire 
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(TCQ) consists of fifteen specific items to which subjects 

respond on a Likert-scale with their degree of concern 

regarding that item. Fuller, Parsons, and Watkins stated 

that teachers "do not choose from a suggested list the same 

concerns they write down spontaneously" (7, p. 45). Use 

of both the TCS and the TCQ provided subjects with the 

opportunity to express different concerns about teaching. 

The TCS (Appendix) is the original instrument developed 

by Fuller and Case (3, 7) for the purpose of studying the 

concerns of teachers. On the TCS, teachers express their 

concerns about teaching by responding to one question: "When 

you think about your teaching, what are you concerned about?" 

Subjects are given approximately ten minutes to respond on both 

sides of an eight and one-naif by eleven inch sheet of paper. 

The scoring system for the TCS consists of one non-

teaching category and six categories of concerns related to 

teaching, as follows: (0) Non-Teaching Concerns, (1) Where 

Do I Stand? (2) How Adequate Am I? (3) How Do Pupils Feel 

About Me? What Are Pupils Like? (4) Are Pupils Learning 

What I'm Teaching? (5) Are Pupils Learning What They Need? 

and (6) How Can I Improve Myself As A Teacher? Each thought 

unit expressed by the subject is coded, according to a 

scoring manual (6), with numerals from zero through six 

which represent a continuum from concerns about self to 

concerns about pupils. Two coders score the TCS independently, 

and their coding of the concerns is compared. Fuller, Parsons, 
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and Watkins determined through use of Spearman rank order 

correlation coefficients that "coder stabilities are rela-

tively high for this kind of instrument" (7, p. 16). When 

an experienced coder in their studies coded a sample of the 

same TCS protocols twice, two weeks apart, to test stability 

of coding, the correlation coefficients between codings for 

frequency of concerns coded in each of the six categories of 

concerns about teaching ranged from .50 to .85. Correlation 

coefficients for the proportion score for each category 

ranged from .54 to .83. Intercoder consistency between the 

experienced coder and an inexperienced coder was reported 

by Fuller, Parsons, and Watkins to range on the second 

cooing from .26 to .64 for frequency of concerns about 

teaching in each of the six categories, and from .22 to .60 

for the proportion score for each category. 

Carol Case, co-author of the scoring manual (5, 6), 

worked with Fuller in developing the concept of teacher 

concerns, and she has coded more than 10,000 Teacher Con-

cerns Statements. Case expressed her own commitment to the 

use of the TCS because it provides "insight into where the 

teachers are—their own focus" (3). Validity of the 

instrument is supported by the fact that programs developed 

for preservice and for inservice teachers, based upon con-

cerns they expressed on the TCS, were declared beneficial 

by the teachers, according to Case (3) . 
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The TCS can be used for determining a mean for each 

subject which indicates that subject's placement along the 

continuum from concern with self/ a low—level concern, to 

concern with pupils, a high-level concern (6, p. 8). The 

TCS can also be used for determining which categories of 

concerns are predominant for a particular teacher or group 

of teachers, utilizing frequency of expression in a particu-

lar category of concerns. After simple frequencies have 

been tabulated for each category of concerns on an individual 

protocol, a dichotomized frequency score can be defined for 

each category by assigning a value of 1 to each category in 

which the subject expressed any concerns and a 0 to each 

category in which the subject expressed no concerns. 

Dichotomized frequency scores can thus be utilized to deter-

mine the presence or absence of concern in each category for 

the subject. A proportion score can be defined for each cat-

egory of concerns for a subject by dividing the number of 

concerns originally expressed in that category by the total 

number of concerns expressed by that subject in all cate-

gories. The proportion score, then, reflects the relative 

strength of a concern for that subject (7, pp. 9-10). 

Following factor analysis of more than 1,300 Teacher 

Concerns Statements, Fuller determined that the categories 

could be combined so that three categories reflect the 

stages or levels of concerns of teachers (7, p. 38). In 

this combination of categories into levels of concerns, 
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category 0 is not counted in the scoring; categories 1 and 

2 are combined into Concerns about Self; category 3, which 

Fuller considered to be weak conceptually, is dropped; 

category 4 is Concerns about Teaching Performance; and 

category 5 is Concerns about Pupils. Category 6 is dropped 

because, as Fuller and Case stated, teachers seldom express 

concerns that can be coded into that category in the con-

ceptualized sequence (3; 7, p. 38). 

In this study, subjects were mailed a copy of the TCS 

printed on green paper. They were directed to complete the 

TCS prior to reading the other forms in the packet. After 

the forms were returned, Case served as a coder along with 

the researcher. Each coder scored the 109 TCS protocols 

independently. The scores assigned by the two coders were 

then compared. Case, the experienced coder, had expressed 

interest (4) in seeing the protocols scored by the 

researcher, who had not scored a TCS protocol prior to this 

time. When she returned the protocols to the researcher, 

Case enclosed a letter (2) in which she stated, "You are to 

be congratulated on the sensitivity with which you scored 

these protocols! You have done a fine job of interpreting 

the coding manual, and when you weren't quite sure, you 

made some thoughtful decisions. I imagine the reliability 

will be quite high." Case further stated, "I felt, at times 

as you did, that I was a little uncertain about a particular 

code. Some of them simply do not fit into our 'neat little 
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categories.She noted that some thought units can be 

coded either 2 or 5, depending upon the "feeling tone" of 

the entire protocol. Experience in coding aids in detecting 

feeling tones in an instrument which requires some degree of 

subjective judgment in its interpretation, as does the TCS 

(2) . 

The most recent form of the Teacher Concerns Question-

naire (Appendix) was utilized in this study. On the TCQ, 

the subject reads each of the fifteen statements and then 

asks himself or herself, "When I think about my teaching, 

how much am I concerned about this?" The subject then 

circles a numeral after each item on a Likert scale as 

follows: 1—not concerned, 2—a little concerned, 3 — 

moderately concerned, 4—very concerned, and 5—extremely 

concerned. 

The fifteen items on the TCQ cluster into three types 

of concerns. Five items, numbers 3, 7, 9, 13, and 15 have 

high factor loadings for Concerns about Self as a person and 

teacher; five items, numbers 1, 2, 5, 10, and 14 have high 

factor loadings for Concerns about the Task or teaching 

situation; and five items, numbers 4, 6, 8, 11, and 12 have 

high factor loadings for Concerns about the Impact that 

teaching has on students' learning. The TCQ type of Self 

concerns equates with the TCS level of Concerns about Self 

while the Impact type of concerns equates with the TCS 

level of Concerns about Pupils. The TCQ type of Task 
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concerns differs from the TCS level of Concerns about Teach-

ing Performance in that the TCQ Task items are more related 

to the teaching situation than to the teacher's performance 

as a teacher. 

George (8) reported "very good internal consistency" 

for the Self and Impact Scales, and "respectable" internal 

consistency for the Task scale. Test-retest reliability 

correlation coefficients of .79, .71, and .77 were found for 

the three scales. Intercorrelations of the scores of the 

three scales indicate that they are "fairly independent, but 

slightly positively intercorrelated" (8, p. 27). George 

demonstrated construct validity for the Self and Task scales 

in keeping with the concerns theory of Fuller, which would 

predict that preservice and beginning inservice teachers 

would have high Self concerns, while inservice teachers with 

more experience would have more Task concerns than would the 

inexperienced teachers (8, p. 28). The Impact scale has not 

discriminated between teachers on the basis of experience in 

teaching, but it is frequently high for inexperienced as 

well as experienced teachers. 

Other researchers who have attempted to validate the 

TCQ for sequential stages of development (1, 13) found that 

the Self dimension correlated with Fuller's level or stage 

one, but that Task and Impact differences are not significant 

across groups according to number of years of experience in 

teaching. This finding would leave the concept of successive 



69 

stages of teacher development as measured by the TCQ open 

to question. None of these researchers has actually 

utilized the fifteen-item form of the TCQ, however, and 

George states that this form of the TCQ is a research tool 

which has not been fully field tested (8, p. 5). Whether or 

not the TCQ delineates three successive stages of development 

of teachers, it does identify areas of concerns of teachers, 

and Carl Glickman (9) stated that it is "a fine instrument 

to use. Glickman is currently developing and testing an 

instrument which will combine items from the TCQ with other 

items to measure several variables of teacher development 

which he considers important. 

In the present study, the TCQ was sent to the subjects 

printed on pink paper. Subjects were instructed to complete 

the TCQ after they had completed the TCS. The intent of the 

researcher was that the TCQ, with its specific listing of 

concerns, would thus not influence the responses of the 

subjects on the TCS. There was no way of determining whether 

or not the respondents did complete the instruments in the 

prescribed order. 

Collection of Data 

Through the cooperation of the Alumni Office and the 

Placement Office of Concordia Teachers College, addresses 

were obtained for the 135 graduates of the ECE program for 

the years 1976 through 1980. According to that information, 
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133 graduates were residing in thirty different states, one 

was in Japan, and one was in Nigeria. 

At tne end of the third week in September, 1980, a packet 

was mailed to each graduate. The packet included a cover 

letter (Appendix), the Teacher Concerns Statement (Appendix), 

the Teacher Concerns Questionnaire (Appendix), a data form 

for demographic information (Appendix), and a self-addressed 

stamped envelope. 

One week after the packet was mailed, the rate of return 

was 31 per cent; and after two weeks, the return rate had 

increased to 61 per cent. At that time, a follow-up letter 

(Appendix) was mailed with a second packet to the fifty-three 

graduates who had not yet responded. One month from the date 

of the first mailing, the rate of return was 79 per cent; and 

two weeks later, it had increased to 89 per cent. Because 

only fifteen graduates had not responded at the end of the 

sixth week, the researcher called by telephone to verify 

addresses and to assure them that their responses would still 

be accepted. Reminders were sent to persons who had not been 

contacted by telephone. By mid-November, 131 responses had 

been received. A final response arrived from the graduate 

who was teaching in Japan, for a total of 132 responses, or 

a 97.8 per cent rate of return. One of the non-respondents 

lives in Nigeria; one is no longer in the teaching profes-

sion; and the third could not be located with certainty. 
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Of the twenty-four respondents who were beginning teach-

ing in the fall of 1980, 75 per cent (eighteen) had returned 

their responses within the first two weeks. Fifty-three per 

cent (seventy) of the respondents included notes or letters 

to the researcher when returning the instruments. 

Analysis of Data 

Descriptive statistics were used to analyze responses 

to the Teacher Concerns Questionnaire (TCQ) and the Teacher 

Concerns Statement (TCS) to answer research question one, 

"What are the current concerns about teaching of the graduates 

of the past five years, as a total group, from the Early Child-

hood Education program at a selected teachers college?" An 

item analysis of the TCQ was utilized to determine the degree 

of concern expressed by each subject about each item. Frequen-

cies were then tabulated in each of the five Likert categories 

for each item. After simple frequency scores had been tabu-

lated in each category of concerns on the TCS for each 

subject, dichotomized frequency scores were calculated for 

each subject. When there was a discrepancy in scoring between 

coders, the score assigned by the experienced coder was used 

in this study. 

Chi-square contingency analysis was used to answer 

research questions two, three, and four. According to 

Kerlinger, the chi-square test is "one of the simplest and 

yet most useful of statistical tests" (11, p. 166) . The 
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following formula (14, p. 257) was utilized in the calcula-

tion of chi-square. 

X2 = ££ (0i -i ~ Ei-i) 2 

Eij 

The chi-square test of independence was used in two 

ways with the data from the TCQ to answer research question 

two, "Is there a relationship between degree of concern 

expressed about particular items or types of concerns about 

teaching and the number of years of teaching experience?" 

In the first test, the separate items from the TCQ were used. 

For statistical purposes, the five Likert scale categories 

were combined into three groups as follows: one and two 

combined, three separately, four and five combined. Years 

of teacning experience were expressed as four groups to 

obtain relatively equal groupings, as follows: less than one 

full year of teaching experience; one full year, and one year 

plus the early weeks of school in the fall of 1980; two full 

years, and two full years plus the early weeks of school in 

the fall of 1980; and three full years or more of teaching 

experience. The chi-square test was then used to determine 

if a relationship existed between years of teaching experience 

and the degree of concern expressed about each item of concern 

on the TCQ. Prior to the second test, the Likert scale scores 

for each subject were grouped and tabulated to determine the 

predominance of the Self, Task, or Impact type of concerns for 

each subject (8, p. 8). The chi-square test of independence 
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was then used to determine if a relationship existed between 

type of concerns and years of teaching experience, again 

utilizing a three by four contingency table. 

Data from the Teacher Concerns Statement (TCS) and the 

chi-square test of independence were used to answer research 

question three, "Is there a relationship between level of 

concerns about teaching and the number of years of teaching 

experience?" Proportion scores were calculated to classify 

each subject into one of the three levels of concerns 

obtained by a combination of the TCS categories as described 

by Fuller, Parsons, and Watkins (7, p. 38). The levels of 

concerns were then placed on a contingency table with the 

four groups of subjects according to the number of years of 

teaching experience, and the statistical test was made. 

Proportion scores from the TCS were compared to grade 

levels taught by the subjects to answer research question 

four, "Is there a relationship between level of concerns 

about teaching and grade level taught?" 

Because proportion scores from the TCS were being 

utilized for the statistical analysis in this study, inter-

coder consistency or reliability was calculated by counting 

the number of agreements between coders for the proportion 

score which each assigned to a subject and dividing that 

number by the number of agreements plus disagreements. Of 

the 109 subjects, 81 were placed into the same category by 

both coders, which made the reliability figure a 74 per cent 
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agreement. This is a higher percentage than any reported by 

Fuller, Parsons, and Watkins for intercoder consistency in 

the use of the TCS (7, pp. 16, 58). Proportion scores 

assigned by the experienced coder were utilized in the 

analysis of data when there had been a discrepancy between 

coders. 

For the purpose of this study, the .05 level of signifi-

cance was utilized. 
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CHAPTER IV 

ANALYSIS OF THE DATA 

The purposes of this study were to identify the con-

cerns about teaching expressed in their early years of 

teaching by the graduates of the Early Childhood Education 

program froin a selected teacher education institution, and 

to determine the relationship between concerns about teach 

ing and selected variables. The variables selected for the 

study were the number of years of teaching experience and 

the grade level taught by the subjects. 

The Teacher Concerns Questionnaire (TCQ) and the Teacher 

Concerns Statement (TCS) were mailed to a sample of 135 Early 

Childhood Education program graduates. Responses were 

received from 132, or 97.8 per cent, of the graduates; and 

responses from 109 of the graduates were utilized in the 

study. Responses on the TCQ and the TCS were analyzed in 

order to ascertain the answers to the stated research ques-

tions. The chi-square test of independence at the .05 level 

of significance was utilized. 

Data Related to Research Question 1 

Research Question 1. What are the concerns about 

teaching of the graduates from the past five years, as a 

77 
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total group, from the Early Childhood Education program at 

a selected teachers' college? 

Figures 1 through 15 illustrate the results of an item 

analysis of the fifteen items on the Teacher Concerns Ques-

tionnaire. The five Likert categories, through which each 

subject expressed the degree of concern she had regarding 

that item, are depicted on the abscissa of each histogram. 

The Likert categories for this instrument were (1) not 

concerned, (2) a little concerned, (3) moderately concerned, 

(4) very concerned, and (5) extremely concerned. On the 

ordinate of each histogram, frequencies for the 109 subjects 

as a total group are plotted. For example, Figure 1 illus-

trates that twenty-eight subjects were not concerned about 

lack of instructional materials, forty-two subjects were a 

little concerned, twenty-two subjects were moderately con-

cerned, eleven subjects were very concerned, and six subjects 

were extremely concerned about the lack of instructional 

materials. 

As indicated in Figures 1 through 15, the subjects as a 

group expressed a high degree of concern about meeting the 

needs of different kinds of students (Figure 4), about diagnos-

ing student learning problems (Figure 6), and about whether 

each student is getting what he needs (Figure 12). The sub-

jects as a group expressed very little concern about lack of 

instructional materials (Figure 1), having too many non-

instructional duties (Figure 5), working with too many 
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Fig. 1—Lack of instructional materials (1 = not concerned, 
3 = moderately concerned, 5 = extremely concerned). 
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Fig. 2—Feeling under pressure too much of the time 
(2. = not concerned, 3 = moderately concerned, 5 — extremely 
concerned). 
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Fig. 3--Doing well when a supervisor is present (1 = 
not concerned, 3 = moderately concerned, 5 — extremely con 
cerned). 
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Fig. 4—Meeting the needs of different kinds of students 
(1 = not concerned, 3 = moderately concerned, 5 = extremely 
concerned) . 
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Fig. 5—Too many noninstructional duties (1 = not con-
cerned, 3 = moderately concerned, 5 = extremely concerned). 
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Fig. 6—Diagnosing student learning problems (1 = not 
concerned, 3 = moderately concerned, 5 ?= extremely concerned) 
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Fig. 7—Feeling more adequate as teacher (1 - not con-
cerned, 3 = moderately concerned, 5 = extremely concerned), 
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Fig. 8—Challenging unmotivated students (1 = not con-
cerned, 3 = moderately concerned, 5 = extremely concerned), 
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Fig. 9—Being accepted and respected by professional 
persons (1 = not concerned, 3 = moderately concerned, 5 = 
extremely concerned). 
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Fig. 10—Working with too many students each day (1 
not concerned, 3 = moderately concerned, 5 = extremely 
concerned). 
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Fig. 11—Guiding students toward intellectual and 
emotional growth (1 = not concerned, 3 = moderately con-
cerned, 5 = extremely concerned). 
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Fig. 12—Whether each student is getting what he needs 
(1 = not concerned, 3 = moderately concerned, 5 = extremely 
concerned). 
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Fig. 13—Getting a favorable evaluation of my teaching 
(1 = not concerned, 3 = moderately concerned, 5 = extremely 
concerned). 
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Fig. 14—The routine and inflexibility of the teaching 
situation (1 = not concerned, 3 = moderately concerned, 
5 = extremely concerned). 
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Fig. 15—Maintaining the appropriate degree of class 
control (1 = not concerned, 3 = moderately concerned, 
5 = extremely concerned). 
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students each day (Figure 10), or about the routine and 

inflexibility of the teaching situation (Figure 14). 

Table III indicates frequencies and percentages for each 

of the seven categories of the Teacher Concerns Statement in 

which subjects had expressed concerns. 

TABLE III 

FREQUENCIES AND PERCENTAGES OF CONCERNS EXPRESSED ON 
THE TEACHER CONCERNS STATEMENT 

Category of Concerns 

Category 
Number 

Category Names Number 
Per 
Cent 

0 Non-Teaching Concerns 2 2 

1 Where Do I Stand 19 17 

2 How Adequate Am I 5 4 50 

3 How Do Pupils Feel About 
What Are Pupils Like 

Me 13 12 

4 Are Pupils Learning What 
Teaching 

I'm 66 61 

5 Are Pupils Learning What They Need 87 80 

6 How Can I Improve Myself As A Teacher 17 16 

Subjects 
Expressing 
Concern 

Although any subject might have expressed a number of con-

cerns in any one category, the frequencies utilized in Table 

III are dichotomized frequencies. Whether a subject expressed 

one concern or several concerns that were coded in a particu-

lar category of concerns, that subject received only one 

dichotomized frequency score for each category in which she 
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expressed concerns. Dichotomized frequency scores for each 

category of concerns were then summed for the total group of 

subjects. The numerals in the third column of Table III 

express the number of dichotomized frequency scores for that 

category, which is the number of subjects who expressed con-

cern in that category of concerns. The last column of Table 

III depicts the percentage of all 109 subjects who expressed 

concern in that category of concerns. 

Because each subject might have expressed concern in 

more than one category, the total number of subjects in the 

third column is greater than the actual number in the sample, 

which was 109 subjects. For this reason, the percentage 

figures do not equal 100 per cent. 

As indicated in Table III, 61 per cent of the subjects 

in the study expressed concern that pupils are learning what 

the teacher is teaching, and 80 per cent of the subjects 

expressed concern that pupils are learning what they need. 

Fifty per cent of the subjects expressed some concern about 

their own adequacy as teachers. 

Data Related to Research Question 2 

Research Question 2. Is there a relationship between 

degree of concern expressed about particular items or types 

of concerns about teaching and the number of years of teach-

ing experience? 
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To answer this research question, the chi-square test 

of independence was used in two ways with the data from the 

Teacher Concerns Questionnaire. In the first test, the 

fifteen items from the TCQ were analyzed separately to deter-

mine whether a relationship existed between the degree of con-

cern expressed about each item and the number of years of 

experience in teaching for the 109 subjects. For statistical 

purposes, the five Likert score categories were combined into 

three groups, as follows: 1—not concerned was combined with 

2—a little concerned; 3—moderately concerned; 4—very con-

cerned was combined with 5—extremely concerned. These 

combined categories are the row variables of the fifteen 

three by four contingency tables which were combined into 

Table IV. Years of teaching experience were expressed as 

four groups to obtain relatively equal groupings. These 

groups are the column variables of the fifteen contingency 

tables which compose Table IV. 

For each item, the expected frequency is in parentheses 

under the observed frequency in each cell of the contingency 

table for that item. 

As indicated in Table IV, a statistically significant 

relationship was found between years of teaching experience 

and the degree of concern expressed about that item for three 

of the fifteen items. Item 2, "Feeling under pressure too 

much of the time," was significant at the .05 level. It 

appears that the subjects with more experience in teaching 
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TABLE IV 

DEGREE OF CONCERN ON TEACHER CONCERNS QUESTIONNAIRE 
ITEMS RELATED TO NUMBER OF YEARS OF 

TEACHING EXPERIENCE 

Likert 
Number of Years of Teaching Experience 

Chi-
Square 
Values 

Grouped 
Category Less Than 

1 Year 
1 Year, 
1 Year + 

2 Years, 
2 Years + 

3 Years 
or More 

Chi-
Square 
Values 

1. Lack of instructional materials 

1 and 2 
Little 
Concern 

15 
(15.4) 

19 
(20.6) 

22 
(19.9) 

14 
(14.1) 

3 
Moderate 
Concern 

7 
( 4.8) 

8 
( 6.4) 

3 
( 6.3) 

4 
( 4.5) 4.81 

4 and 5 
Much 
Concern 

2 
( 3.8) 

5 
( 5.0) 

6 
( 4.8) 

4 
( 3.4) 

2. Feeling under pressure too much of the time 

1 and 2 
Little 
Concern 

16 
(11.0) 

14 
(14.7) 

13 
(14.2) 

7 
(10.1) 

3 
Moderate 
Concern 

7 
( 6.8) 

10 
( 9.1) 

10 
( 8.8) 

4 
( 6.3) 14.00* 

4 and 5 
Much 
Concern 

1 
( 6.2) 

8 
( 8.2) 

8 
( 8.0) 

11 
( 5.6) 

3. Doing well when a supervisor is present 

1 and 2 
Little 
Concern 

17 
(15.0) 

20 
(20.0) 

17 
(19.3) 

14 
(13.7) 

3 
Moderate 
Concern 

5 
( 6.1) 

10 
( 8.2) 

7 
( 8.0) 

6 
( 5.7) 5.51 
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Likert 
Grouped 
Category 

Number of Years of Teaching Experience 
Chi-
Square 
Values 

Likert 
Grouped 
Category 

Less Than 
1 Year 

1 Year, 
1 Year + 

2 Years, 
2 Years + 

3 Years 
or More 

Chi-
Square 
Values 

4 and 5 
Much 
Concern 

2 
( 2.9) 

2 
( 3.8) 

7 
( 3.7) 

2 
( 2.6) 

Meeting the needs of different kinds of students 

1 and 2 
Little 
Concern 

2 
( 1.1) 

1 
( 1.5) 

1 
( 1.4) 

1 
( 1.0) 

3 
Moderate 
Concern 

1 
( 2.7) 

7 
( 3.5) 

3 
( 3.4) 

1 
( 2.4) 6.95 

4 and 5 
Much 
Concern 

21 
(20.2) 

24 
(27.0) 

27 
(26.2) 

20 
(18.6) 

5. Too many noninstructional duties 

1 and 2 
Little 
Concern 

19 
(14.1) 

22 
(18.8) 

16 
(18.2) 

7 
(12.9) 

3 
Moderate 
Concern 

4 
( 5.3) 

7 
( 7.0) 

5 
( 6.8) 

8 
( 4.9) 16.98** 

4 and 5 
Much 
Concern 

1 
( 4.6) 

3 
( 6.2) 

10 
( 6.0) 

7 
( 4.2) 

6 Diagnosing student learning problems 

1 and 2 
Little 
Concern 

6 
( 4.6) 

9 
( 6.2) 

2 
( 6.0) 

4 
( 4.2) 

3 
Moderate 
Concern 

3 
( 3.8) 

6 
( 5.0) 

5 
( 4.8) 

3 
( 3.4) 6.25 

4 and 5 
Much 
Concern 

15 
(15.6) 

17 
(20.8) 

24 
(20.2) 

15 
(14.4) 
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TABLE IV—Continued 

Likert 
Number of Years of Teaching Experience 

Chi-Likert Chi-
Grouped Less Than 1 Year, 2 Years, 3 Years Square 
Category 1 Year 1 Year + 2 Years + or More Values 

7. Feeling more adequate as a teacher 

1 and 2 
Little 
Concern 

12 
( 9.5) 

10 
(12.6) 

11 
(12.2) 

10 
( 8.7) 

3 
Moderate 
Concern 

6 
( 7.5) 

14 
(10.0) 

7 
( 9.7) 

7 
( 6.8) • 6.53 

4 and 5 
Much 
Concern 

6 
( 7.0) 

8 
( 9.4) 

13 
( 9.1) 

5 
( 6.5) 

8. Challenging unmotivated students 

1 and 2 
Little 
Concern 

2 
( 5.3) 

10 
( 7.1) 

6 
( 6.8) 

6 
( 4.8) 

3 
Moderate 
Concern 

9 
( 7.5) 

10 
( 9.9) 

8 
( 9.7) 

7 
( 6.9) 5.70 

4 and 5 
Much 
Concern 

13 
(11.2) 

12 
(15.0) 

17 
(14.5) 

9 
(10.3) 

9. Being accepted and respected by professional persons 

1 and 2 
Little 
Concern 

15 
(14.3) 

21 
(19.1) 

17 
(18.5) 

12 
(13.1) 

3 
Moderate 
Concern 

6 
( 6.2) 

8 
( 8.2) 

8 
( 7.9) 

6 
( 5.7) 1.78 

4 and 5 
Much 
Concern 

3 
( 3.5) 

3 
( 4.7) 

6 
( 4.6) 

4 
( 3.2) 
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Likert 
Number of Years of Teaching Experience 

Grouped 
Category 

Less Than 
1 Year 

1 Year, 
1 Year + 

2 Years, 
2 Years + 

3 Years 
or More 

Chi-
Square 
Values 

10 Working with too many students each day 

1 and 2 
Little 
Concern 

16 
(14.3) 

22 
(19.9) 

18 
(19.2) 

11 
(13.6) 

3 
Moderate 
Concern 

2 
( 2.5) 

4 
( 3.5) 

2 
( 3.5) 

4 
( 2.5) 4.82 

4 and 5 
Much 
Concern 

5 
( 6.2) 

6 
( 8.6) 

11 
( 8.3) 

7 
( 5.9) 

11. Guiding . . . intellectual and emotional growth 

1 and 2 
Little 
Concern 

4 
( 5.1) 

6 
( 6.8) 

7 
( 6.5) 

6 
( 4.6) 

3 
Moderate 
Concern 

6 
( 5.5) 

7 
( 7.3) 

8 
( 7.1) 

4 
( 5.1) 1.43 

4 and 5 
Much 
Concern 

14 
(13.4) 

19 
(17.9) 

16 
(17.4) 

12 
(12.3) 

12. Whether each student is getting what he needs 

1 and 2 
Little 
Concern 

0 
( 1.9) 

3 
( 2.7) 

3 
( 2.6) 

3 
( 1.8) 

3 
Moderate 
Concern 

3 
( 4.3) 

6 
( 5.9) 

9 
( 5.7) 

2 
( 4.1) 7.44 

4 and 5 
Much 
Concern 

20 
(16.8) 

23 
(23.4) 

19 
(22.7) 

17 
(16.1) 
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TABLE IV—Continued 

Number of Years of Teaching Experience 
Likert 
Grouped 
Category 

Less Than 
1 Year 

1 Year, 
1 Year + 

2 Years, 
2 Years + 

3 Years 
or More 

Chi-
Square 
Values 

13. Getting a favorable evaluation of my teaching 

1 and 2 
Little 
Concern 

16 
(14.3) 

18 
(19.9) 

22 
(19.2) 

11 
(13.6) 

3 
Moderate 
Concern 

3 
( 4.5) 

9 
( 6.2) 

4 
( 6.0) 

5 
( 4.3) 4.97 

4 and 5 
Much 
Concern 

4 
( 4.2) 

5 
( 5.9) 

5 
( 5.8) 

6 
( 4.1) 

14. Routine and inflexibility of teaching situation 

1 and 2 
Little 
Concern 

20 
(18.0) 

24 
(24.1) 

23 
(23.3) 

15 
(16.6) 

3 1 6 4 4 
Moderate ( 3.3) ( 4.4) ( 4.3) ( 3.0) 3.83 
Concern 

4 and 5 3 2 4 3 
Much ( 2.7) ( 3.5) ( 3.4) ( 2.4) 
Concern 

15. Maintaining the appropriate degree of class control 

1 and 2 
Little 
Concern 

6 
( 9.5) 

15 
(12.6) 

8 
(12.2) 

14 
( 8.7 / 

3 
Moderate 
Concern 

8 
( 4.2) 

5 
( 5.6) 

5 
( 5.4) 

1 
( 3.8) 14.50* 

4 and 5 
Much 10 12 18 8 
Concern (10.3) (13.8) (13.4) ( 9.5) 

*p < .05. **£ < .01. Degrees of Freedom = 6 
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also experienced greater pressures. Item 5, "Too many non-

instructional duties," was significant at the .01 level. 

Again/ the subjects with more experience in teaching appear 

to be laden with more duties which they consider unrelated 

to classroom instruction. Item 15, "Maintaining the 

appropriate degree of class control," was significant at the 

.05 level. From the data in Table IV, it would appear that 

subjects who have less experience in teaching express a greater 

degree of concern in the area of class control. 

Prior to the second test, the Likert-scale scores for 

Self, Task, and Impact for each subject were tabulated. The 

five items which had high factor loadings (4, p. 23) for each 

of the three types of concerns were grouped as follows: con-

cerns about Self as a person and teacher comprise items 3, 7, 

9, 13, and 15; concerns about the teaching situation or Task 

comprise items 1, 2, 5, 10, and 14; and concerns about the 

Impact that teaching has on students1 learning comprise items 

4, 6, 8, 11, and 12 (4, p. 8). Likert scores for each type 

of concerns were then summed for each subject, and the sub-

ject was assigned to the Self, Task, or Impact category 

according to the predominance of that type of concerns in her 

TCQ protocol. The Self, Task, and Impact types of concerns 

are the row variable, while years of teaching experience are 

the column variable on Table V, a three by four contingency 

table. The chi-square value is shown in the last column of 

Table V. 
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TEACHER CONCERNS QUESTIONNAIRE TYPES OF 
CONCERNS RELATED TO NUMBER OF YEARS 

OF TEACHING EXPERIENCE 
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TCQ Number of Years of Teaching Ex perience Chi-
Type of 
Concerns 

Less Than 
1 Year 

1 Year, 
1 Year + 

2 Years, 
2 Years + 

3 Years 
or More 

Square 
Value 

2 5 2 0 
Self ( 2.0) ( 2.6) ( 2.6) ( 1.8) 

Task 
0 

( 1.8) 
3 

( 2.3) 
2 

( 2.3) 
3 

( 1.6) 7.96 
NS* 

Impact 
22 
(20.2) 

24 
(27.0) 

27 
(26.2) 

19 
(18.6) 

*Non-significant for 6 degrees of freedom. 

Because the majority of the young teachers in this study 

expressed a predominance of concerns in the category of 

Impact that their teaching has on students' learning, no 

statistically significant relationship was found between years 

of teaching experience and the grouped types of concerns 

measured by the TCQ. 

Data Related to Research Question 3 

Research Question 3. Is there a relationship between 

level of concerns about teaching and the number of years of 

teaching experience? 

The chi-square test of independence was utilized with 

data from the Teacher Concerns Statement (TCS) to answer 

this research question. Each subject was classified 
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according to one of the three levels of concerns obtained by 

combining the TCS categories as described by Fuller, Parsons, 

and Watkins (3, p. 38). Categories were combined as follows: 

omit categories 0, 3, and 6; combine category (1) Where Do I 

Stand? with category (2) How Adequate Am I? into the level of 

Concerns about Self; category (4) Are Pupils Learning What 

I'm Teaching? became the level of Concerns about Teaching 

Performance; and category (5) Are Pupils Learning What They 

Need? became the level of Concerns about Pupils. A proportion 

score was then calculated for each subject from the simple 

frequencies of concerns expressed by that subject in the three 

levels of concerns. In Table VI, the Self, Teaching Perfor-

mance, and Impact levels are the row variable, while years of 

teaching experience are the column variable on the three by 

four contingency table. The chi-square value is shown in the 

last column of Table VI. 

It can be observed from Table VI that the subjects in 

their early years of teaching are distributed across the 

levels of concerns, while the subjects with two or more years 

of teaching experience are predominantly grouped into the 

level of Concerns about Pupils. However, no statistically 

significant relationship was found between years of teaching 

experience and level of concerns about teaching measured by 

the Teacher Concerns Statement. 
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TABLE VI 

TEACHER CONCERNS STATEMENT LEVELS OF CONCERNS 
RELATED TO NUMBER OF YEARS OF 

TEACHING EXPERIENCE 

TCS Number of Years of Teaching Experience Chi-
Level of 
Concerns 

Less Than 
1 Year 

1 Year, 
1 Year + 

2 Years, 
2 Years + 

3 Years 
or More 

Square 
Value 

Self 
9 

( 6.6) 
11 
( 3.8) 

7 
( 8.5) 

3 
( 6.1) 

Teaching 
Perfor-
mance 

6 
( 4.2) 

5 
( 5.6) 

4 
( 5.4) 

4 
( 3.8) 7.14 

NS* 

Pupils 9 
(13.2) 

16 
(17.6) 

20 
(17.1) 

15 
(12.1) 

*Non-significant for 6 degrees of freedom. 

Data Related to Research Question 4 

Research Question 4. Is there a relationship between 

level of concerns about teaching and the grade level taught? 

The chi-square test of independence was again utilized 

with data from the Teacher Concerns Statement (TCS) to 

answer this research question. The level of concerns 

according to which each subject was classified was the same 

level used in answering research question three. Subjects 

were grouped according to the grade level taught as follows: 

subjects who taught in prekindergarten, kindergarten, and 

child care programs for children under the age of six were 

classified as Preprimary teachers; subjects who taught 
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grades one, two, or three in single-grade classrooms composed 

the second group; and subjects who taught in classrooms which 

had students in two or more different grade levels in the 

classroom simultaneously composed the Multiple grades group. 

In Table VII, levels of concern are the row variable, and the 

grade level groupings are the column variable of the three by 

three contingency table. The chi-square value is shown in 

the last column of Table VII. 

TABLE VII 

TEACHER CONCERNS STATEMENT LEVELS OF 
CONCERNS RELATED TO GRADE 

LEVELS TAUGHT 

TCS 
Level of 
Concerns 

Grade Level Taught 
Chi-
Square 
Value 

TCS 
Level of 
Concerns 

Preprimary Grades 
If 2, 3 Multiple 

Chi-
Square 
Value 

Self 
13 11 7 

Self (14.2) (9.1) ( 7.7) 

Teaching 11 4 4 
Performance ( 8.7) ( 5.6) ( 4.7) 1.91 

NS* 
26 17 16 

Pupils (27.1) (17.3) (14.6) 

*Non-significant for 4 degrees of freedom. 

Again, the majority of the young teachers in this study 

expressed a predominance of concerns in the category related 

to the general welfare of the students they taught. No 

statistically significant relationship was found between 



97 

level of concerns measured by the TCS and the grade level 

taught. 

In summary, it was indicated in Figures 1 through 15 

that the subjects in this study, as a total group, expressed 

much concern about three items on the Teacher Concerns Ques-

tionnaire and very little concern about four items. Some 

concern was expressed about each item on the instrument. 

There was a significant relationship between number of years 

of teaching experience and degree of concern expressed about 

each of three items. No significant relationship was found 

between number of years of experience in teaching and either 

the TCQ data grouped into three types of concerns or the 

Teacher Concerns Statement categories grouped into levels of 

concerns. No significant relationship was found between 

grade level taught and TCS level of concerns about teaching. 

Discussion 

The concerns about teaching expressed by the subjects 

in this study appeared to be comparable to the concerns of 

teachers in their early years of teaching which were 

identified in the published and unpublished research reviewed 

in Chapter II. The subjects in this study also identified 

spontaneously some concerns on the TCS that they could not 

identify from the specific listing of concerns on the TCQ, 

as Fuller, Parsons, and Watkins had found true in their 

research with open-ended and specific-item instruments (3, 
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p. 45). One such concern in this study was related to the 

teaching of reading, which was expressed on the TCS as a 

major concern by 32 per cent of the subjects who taught 

grade one in either a single-grade or in a multiple-grade 

classroom. That concern was not identifiable when the data 

from the TCS were coded into categories, even as other 

specific data from both the TCS and the TCQ items were lost 

when the data were grouped. 

Some other concerns, which might pertain particularly 

to the 100 subjects who were teaching or who had taught most 

recently in schools or in child care centers owned and 

operated by churches of the Lutheran Church—Missouri Synod, 

could also not be reported specifically as the data from the 

TCS were analyzed. Concerns for the spiritual well-being 

of the students in their classrooms, or about their own role 

as a model of Christian witnessing for their students, were 

expressed by the subjects thirty-three times on the TCS. 

These concerns were coded most frequently into category 5, 

"Are Pupils Learning What They Need?", and were grouped in 

the level of Concerns about Pupils by both TCS coders. 

It is possible that some of the responsibilities which 

Lutheran teachers assume in addition to classroom duties may 

have aroused concerns for some of the subjects in this study. 

Two of the three statistically significant items on the TCQ 

were about feeling under pressure too much of the time and 

too many non-instructional duties. While these concerns were 
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significantly related to the number of years of teaching 

experience, a perusal of the demographic data forms revealed 

that principalships, directorships, and other positions of 

administrative responsibility identified in Chapter III under 

the subtitle of professional data are concentrated among 

teachers with more experience. 

No significant relationships were found in this study 

between years of teaching experience and either TCQ type of 

concerns or TCS level of concerns that would support the 

hypothesis of Fuller about stages of concern in teacher 

development (2, 3, 4). Trends in the direction of the 

hypothesis could be detected when the raw data from the TCQ 

were examined for each year of teaching experience. Task 

concerns appeared more frequently as the second category of 

predominance for teachers with three or more years of teach-

ing experience, and Self concerns appeared more often as the 

second most predominant category for teachers with less 

experience in teaching. Of the three TCQ items which were 

statistically significant, the two items which appear to be 

of greater concern to teachers with more years of experience 

in teaching are Task concerns; while the item related to 

class control, a Self concern, appeared to be a greater con-

cern for teachers with fewer years of experience. This find-

ing would support the hypothesis of Fuller. The finding that 

TCQ concerns about Impact were predominant for the majority 

of the subjects in this study is similar to the findings of 
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Adams (1) and Markson (6), who utilized earlier forms of the 

TCQ than the fifteen-item instrument, and of George (4). 

Three subjects who had taught one full year reported 

that their concerns vary at different times in the school 

year. Perhaps teachers of varying grade levels and with 

varying numbers of years of teaching experience have very 

similar concerns within the first few weeks of the school 

year, which was the time when data for this study were 

collected. 

A number of characteristics of the sample utilized in 

this study might also provide reasons for the similarity of 

concerns among the subjects. All subjects were female, and 

all were graduates of the same Early Childhood Education 

program at one teachers' college. There was not a wide 

range in the number of years of teaching experience repre-

sented among the subjects in the study. Of the 109 subjects, 

101 subjects fit one or more of the definitions of beginning 

teacher that were utilized by the various researchers whose 

studies were reported in Chapter II. Fifty-three per cent 

of the subjects sent personal notes or letters with the 

questionnaires they returned. Seventy-five per cent of the 

first-year teachers returned their responses within the first 

two weeks after the packet was mailed. This prompt response 

might be indicative of a sense of loneliness among beginning 

teachers identified by previous researchers. Similarly to 
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the subjects in the study by Ryan (7) , these young teachers 

expressed appreciation about being included in the study. 

All of the subjects taught children in preprimary or 

primary grades. Perhaps there is not much variability among 

concerns of teachers of children in this narrow range of age 

or grade level. Because only one study (5) was found that 

had as its subjects only teachers of such young children, 

there was not a sufficient quantity of data with which to 

compare the subjects in this study on the variable of grade 

level taught. 

As reported in Chapter III, many of the subjects in 

this study had experienced major change events in their lives 

in the weeks and months immediately preceding the collection 

of the data. These changes might have influenced their 

responses on the instruments, but it was not possible to 

detect any such possible relationships with the instruments 

utilized in this study. 

Perhaps the TCQ and the TCS are not sensitive enough to 

detect the variability which might exist among the concerns 

of the sample in this study. A much larger sample, which 

would be more representative of the population of Early 

Childhood Education graduates in their first five years of 

teaching, might show greater variability of concerns. 
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CHAPTER V 

SUMMARY, FINDINGS, CONCLUSIONS, IMPLICATIONS, 

AND RECOMMENDATIONS 

Summary 

The purposes of this study were to identify the con-

cerns about teaching expressed in their early years of 

teaching by the graduates from a selected Early Childhood 

Education program, and to determine the relationship between 

concerns about teaching and selected variables. 

The instruments used were the Teacher Concerns Statement 

(TCS) and the fifteen-item Teacher Concerns Questionnaire 

(TCQ). Both instruments were developed at the Research and 

Development Center for Teacher Education, University of 

Texas at Austin. The sample for the study was 135 Early 

Childhood Education graduates from a selected teacher educa-

tion institution. 

Because of the wide geographical scatter which character-

ized the sample, the instruments were mailed. A packet was 

mailed the third week in September, 1980, and follow-up 

letters were mailed in October. Responses were received 

from 97.8 per cent of the sample, and 83 per cent (109) of 

the responses were utilized in the study. Frequencies and 

percentages were computed to report the teaching concerns of 

103 
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the subjects as a total group. The chi-square test of 

independence yielded a significant relationship between 

number of years of teaching experience and degree of con-

cern expressed about three items on the TCQ. The chi-square 

test yielded no significant relationship between number of 

years of teaching experience and either the grouped types of 

concerns about teaching or level of concerns about teaching. 

No significant relationship was found between level of con-

cerns about teaching and the grade level taught. 

Findings 

The findings alluded to in this section apply solely 

to the subjects used in this study. The findings were con-

tingent upon the variables considered, the instruments used 

to collect the data, and the conditions under which the data 

were collected. The following findings resulted from the 

study. 

1. As a total group, the subjects in the study expressed 

a high degree of concern about meeting the needs of different 

kinds of students, about diagnosing student learning problems, 

and about whether each student is getting what he needs. 

These three items represented 60 per cent of the specific 

items of concern related to the impact that teaching has on 

student learning. 

2. As a total group, the subjects in the study expressed 

very little concern about lack of instructional materials, 

about having too many noninstructional duties, about working 
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with too many students each day, or about the routine and 

inflexibility of the teaching situation. These four items 

represented 80 per cent of the specific items of concern 

related to the teaching situation or the task of teaching. 

3. Fifty per cent of the subjects expressed concern 

about their own adequacy as teachers. Sixty-one per cent of 

the subjects expressed concern that pupils are learning what 

the teacher is teaching. Eighty per cent of the subjects 

expressed concern that pupils are learning what they need. 

4. A significant relationship was found between years 

of teaching experience and the degree of concern about 

feeling under pressure too much of the time, between years 

of teaching experience and the degree of concern about having 

too many noninstructional duties, and between years of teach-

ing experience and the degree of concern about maintaining 

the appropriate degree of class control. 

5. No significant relationship was found between years 

of teaching experience and the grouped types of concerns 

about teaching: Self, Task, and Impact. 

6. No significant relationship was found between years 

of teaching experience and level of concerns about teaching: 

Self, Teaching Performance, and Pupils. 

7. No significant relationship was found between grade 

level taught and level of concerns about teaching: Self, 

Teaching Performance, and Pupils. 
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Conclusions 

The following conclusions are based upon the findings 

from the sample in the study. 

1. Early childhood teachers express a high degree of 

concern about the impact that their teaching has on students' 

learning. 

2. Early childhood teachers express a very low degree 

of concern about the teaching situation or task of teaching. 

3. While some early childhood teachers in their first 

five years of teaching express concerns about their own 

adequacy as teachers, as a total group they express more 

concerns about the learning needs of their pupils. 

4. Significant relationships can be expected between 

number of years of teaching experience and degree of concern 

expressed about some specific concerns about teaching. 

5. More similarity than difference in types and levels 

of concerns can be expected when early childhood teachers 

express their concerns about teaching in their first five 

years of teaching. 

Implications 

The following implications are suggested from an analysis 

of the data in this study and from previous research. 

1. The concerns of early childhood teachers in their 

early years of teaching need to be identified so that teachers 

might be able to approach these concerns with an understanding 

that concerns are a normal part of the development of a teacher. 
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2. Information about the concerns about teaching of 

early childhood teachers in their early years of teaching 

might be beneficial for their administrators, so that on-site 

assistance might be provided to facilitate the resolution of 

concerns. 

3. Information with regard to the concerns about teach-

ing of early childhood teachers in their early years of 

teaching might be beneficial for the institution from which 

the teachers graduated, so that a support system might be 

planned in cooperation with school personnel. 

Recommendations 

The following recommendations are based upon the data 

in this study. 

1. Development and refinement of an instrument is 

recommended to provide a more precise tool to identify the 

particular concerns of early childhood teachers. 

2. Development and refinement of an instrument is 

recommended to provide a more precise tool to identify 

possible variability among the concerns of early childhood 

teachers in their early years of teaching. 

3. Development and refinement of an instrument is 

recommended to identify the concerns which might be unique 

to teachers who teach in church-related preprimary and 

primary educational programs. 
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NTSU Box 7402 
Denton, Texas 76203 
September 19, 1980 

Dear CTC ECE Graduate, 

Greetings from the other side of the desk! I am 
currently a doctoral student in Early Childhood Education 
at North Texas State University, and I need your help in 
the research for my dissertation. 

I am attempting to determine what the real world is 
like for teachers of young children in their early years of 
teaching. In order to do this, I need to find out your feel-
ings about teaching. 

I realize that you are a very busy person. Because 
there is a time limit in obtaining my data for my research, 
however, your prompt response is urgent and will be 
appreciated. Please complete the enclosed forms within this 
next week, and return them in the enclosed envelope. 

Thank you for your time and cooperation, 
my research depends on you. 

Sincerely, 

The success of 

Leah Serck 

INSTRUCTIONS 

Enclosed with this letter are three sheets of colored 
paper on which you are to supply information about your feel-
ings and about your teaching experience. It will take 
approximately 30 minutes of your time to complete all three 
forms. Whether or not you are teaching during the current 
school year, I really need the responses from you. 

As you complete these forms, it is most important that 
you write not what you think someone else would like to hear 
you say, but, rather, what you actually feel. You will not 
be personally identified in the study with any of the informa-
tion you have supplied. 

Please complete the three forms in the following order. 

1. Complete the green sheet first, before you look at 
the other two forms. Take approximately 10 minutes 
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to respond to the question on the green sheet, and 
use both sides of the paper if necessary. 

2. Complete the pink sheet next. 

3. Use as much time as necessary to complete the 
goldenrod sheet. 
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NTSU Box 7402 
Denton, Texas 76203 
October 6, 1980 

Dear CTC ECE Graduate, 

Three colored forms for my doctoral dissertation 
research study were sent to you two weeks ago. If you have 
completed and mailed those forms to me, thank you for your 
promptness, and please disregard this request. If you had 
to put the forms aside temporarily because of other commit-
ments, it is still not too late to complete and return them. 
In case you cannot readily locate the forms sent previously, 
I am enclosing another set of forms and instructions for 
your convenience. 

The response to my request, to date, has been excellent! 
But my research cannot be complete without your input. Please 
do complete and return the forms within the next few days. 

Thank you for your time and cooperation. 

Sincerely, 

Leah Serck 

INSTRUCTIONS 

Enclosed with this letter are three sheets of colored 
paper on which you are to supply information about your 
feelings and about your teaching experience. It will take 
approximately 30 minutes of your time to complete all three 
forms. Whether or not you are teaching during the current 
school year, I really need the responses from you. 

As you complete these forms, it is most important that 
you write not what you think someone else would like to hear 
you say, but, rather, what you actually feel. You will not 
be personally identified in the study with any of the informa-
tion you have supplied. 

Please complete the three forms in the following order. 

1. Complete the green sheet first, before you look at 
the other two forms. Take approximately 10 minutes 
to respond to the question on the green sheet, and 
use both sides of the paper if necessary. 
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2. Complete the pink sheet next. 

3. Use as much time as necessary to complete the 
goldenrod sheet. 
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TEACHER CONCERNS STATEMENT 

Take approximately 10 minutes to answer the following ques-
tion. You may use both sides of this paper if you wish. 

WHEN YOU THINK ABOUT YOUR TEACHING, WHAT ARE YOU CONCERNED 
ABOUT? 

(Do not say what you think others are concerned about, but 
only what concerns you now.) Please be frank. 

Do not write 
in this space. 

Please place a check by the thing that concerns 
you most. 
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TEACHER CONCERNS QUESTIONNAIRE 

This questionnaire is designed to explore what teachers 
are concerned about at different points in their careers. 
There are, of course, no right or wrong answers; each person 
has his or her own concerns. We consider you to be "concerned" 
about a thing _if you think about it frequently and would like 
to do something about it personally. You are not concerned 
about a thing simply because you believe it is important. If 
it seldom crosses your mind, or you are satisfied with the 
current state of affairs, do not say you are concerned about 
it. You may be concerned about problems, but you may also be 
concerned about opportunities which could be realized. You 
may be concerned about things you are not currently dealing 
with, but mark as concerns only if you anticipate dealing 
with them and frequently think about them from this point of 
view. In short, you are concerned about it if you often 
think about it and would like to do something about it. 

CD T3 
Read each statement, then ask yourself: £ c 

(3 ID U 

WHEN I THINK ABOUT MY TEACHING, HOW MUCH H V 0 
AM I CONCERNED ABOUT THIS? 0) B U C 0 

C O S-T O 
M U >1 <D 
(D H O >i 
O CD <U C H 
CJ I—I -P o (U 
o -P A u g 
U -P M <D 
•H <D >i n 

•u j'd n +J 
o o 0) X 
s <c a > w 

1. Lack of instructional materials 1 2 3 4 5 
2. Feeling under pressure too much of the time . . 1 2 3 4 5 
3. Doing well when a supervisor is present . . . . 1 2 3 4 5 
4. Meeting the needs of different kinds of 

students 1 2 3 4 5 
5. Too many noninstructional duties 1 2 3 4 5 
6. Diagnosing student learning problems 1 2 3 4 5 
7. Feeling more adequate as a teacher 1 2 3 4 5 
8. Challenging unmotivated students 1 2 3 4 5 
9. Being accepted and respected by professional 

persons 1 2 3 4 5 
10. Working with too many students each day . . . . 1 2 3 4 5 
11. Guiding students toward intellectual and 

emotional growth 1 2 3 4 5 
12. Whether each student is getting what he needs . 1 2 3 4 5 
13. Getting a favorable evaluation by my teaching . 1 2 3 4 5 
14. The routine and inflexibility of the teaching 

situation 1 2 3 4 5 
15. Maintaining the appropriate degree of class 

control 1 2 3 4 5 
Thank You. 
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NAME 
(Last) (First) 

YEAR OF GRADUATION FROM CTC, SEWARD, NB 

LAST NAME AT TIME OF CTC GRADUATION, IF DIFFERENT FROM PRESENT 
SURNAME 

HOME STATE PRIOR TO BEGINNING TEACHING 

YOUR PRESENT AGE 

In the chart below, please fill in every box that is appli-
cable to you, even though you repeat some information. Thank 
you. 

1976- 1977- 1978- 1979- 1980-
1977 1978 1979 1980 1981 

1. Put a check in each box that 
designates a school year in 
which you taught. 

2. Name of school in which you 
taught, for each year. 

3. City and state in which 
school was located, for 
each year. 

4. Grade level(s), e.g. grades 
1 & 2; or age, if pre-
kindergarten, e.g. Age 4, 
that was your principal 
teaching responsibility 
each year. 

5. Approximate size of class 
which you taught, for each 
year. 

! 

6. If you do or did any depart-
mentalized teaching besides 
your #4 level, what is your 
subject specialty? 
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1976- 1977- 1978- 1979- 1980-
1977 1978 1979 1980 1981 

7. If you do or did any depart-
mentalized teaching (#6 
above), which grades or ages 
did you teach? 

8. Approximate number of 
students for whom you had 
some responsibility out-
side your #4 assignment, 
for each year. 

9. If you were the person who 
founded your school's pro-
gram, or have served as 
director, principal, or in 
a similar leadership role, 
specify role, for each year. 

10.What other parish respon-
sibilities, besides class-
room teaching, were 
included in your Call or 
contract each year? 

A. Number of college hours 
earned toward degree 
beyond your B.S., each 
year 

B. Name(s) of professional 
organization(s) to which 
you belonged, each year. 

C. Name(s) of professional 
journal(s) to which you 
subscribed, each year. 

D. Date of your wedding, 
including year. 

E. Birth date(s) of your 
own child(ren). 
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