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ABSTRACT

A STUDY TO DETERMINE THE EFFECTS
OF STRUCTURED REFLECTIVE WRITING
ON THE PROFESSIONAL AND
PERSONAL DEVELOPMENT OF TEACHERS

By
Mary K. Kelly

This study was made to determine the effects of the
intervention of structured reflective writing, followed by
supportive and challenging feedback, on the professional
and personal development of inservice teachers.

The study was designed to test whether or not the
professional development of teachers, as it was perceived
by Frances Fuller, was effected by this intervention. It
also tested the effect of the intervention upon the closely
related personal development of the participants. This
aspect of the study was based upon the work of tﬁe conceptual
developmentalists O. J. Harvey, D. E. Hunt and H. M.
Schroeder; and on that of Jane Loevinger in the area of
ego development.

The intervention of structured reflective writing
was an adaptation of the works of Sally Glassberg and
B. J. Benham, each of whom found that such writing is an
effective tool for building self-awareness and integration.

Three groups of teachers did structured reflective
writing, in journals, for varying lengths of time, while a

fourth group served as the control group. The writing
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Mary K. Kelly

assignments were structured so that the teachers were
encouraged to reflect along autobiographical, contemporary,
and speculative lines. It was planned that written feed-
back given to the teachers would provide the challenge

and support needed for their professional and personal
growth.

It was felt that such a dialogue might be an effective
and time-efficient means for attending to teachers' needs
and feelings. As such it would be an intervention which
could be used to advantage by professional development
specialists, university educators and public school personnel.

The formal measures used to determine the effectiveness
of the intervention were:

1. The Teacher Concerns Checklist, Form B (TCCL)

2. The Conceptual Systems Test (CST)

3. The Loevinger Sentence Completion Test, Form 9-62
(LSC)

Analysis of the data collected from the administrations
of the formal instruments was made using one-way analysis of
covariance, thus allowing for initial differences between
the groups. The .05 alpha rate was accepted as a measure
of significance.

Results indicated that the intervention had little
effect on the professional and personal development of
teachers as these were measured by the TCCL, CST, and LSC
respectively.

In addition to the formal measures, a questionnaire

was completed by the participants at the close of the study.
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Mary K. Kelly

This was done in order to check the teachers' perceptions
of the journal-writing experience.

The favorable results from this questionnaire, plus
the positive subjective observations of the writers and
the researcher, have led to the conclusion that the
intervention was effective in establishing a challenging,
supportive environment in which the professional and
personal development of teachers can occur over time.

Since such environments have been shown to be essential
for development to occur, it is important that educational
leaders be trained in ways of establishing these environments.
This study suggests that this training should include a
knowledge base consisting of the works of such development-
alists as Fuller, Harvey and Loevinger. It should also
provide for the development of effective interpersonal and
communication skills. For many, the works of Kagan and Burke,
and those of Gordon would be beneficial in this regard.

In the final analysis, then, the study indicated that
while the intervention of structured reflective writing,
done on a short-term basis, did not greatly effect the
professional and personal development of teachers, it was
an effective way of establishing an environment in which

such growth can ultimately take place.
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CHAPTER I

Introduction

This study was made to determine the effects of the
intervention of structured reflective writing, followed
by supportive and challenging feedback, on the professional
and personal development of inservice teachers.

The study was designed to test whether or not the
professional development of teachers, as it was perceived
by Fuller (1969, 1970), was effected by this intervention.
It also tested the effect of the intervention upon the
closely related personal development of the participants.
This aspect of the study was based upon the work of the
conceptual systems developmentalists (Harvey, Hunt and
Schroeder, 1961), (Harvey, 1967); and that of Loevinger
in the area of ego development (Loevinger and Wessler,
1970), (Loevinger, 1977).

The intervention of structured reflective writing
was an adaptation of the work of Glassberg (1978) and
Benham (1978), each of whom found that such writing is
an effective tool for building self-awareness and integration.

Three groups of teachers did structured reflective
writing, in journals, for varying lengths of time, during
the 1978-1979 school year. The writing assignments were
structured so that the teachers were encouraged to reflect

along autobiographical, contemporary, and speculative lines.
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It was planned that written feedback given to the teachers
would provide the challenge and support needed for their
professional and personal growth.

In order to determine if these kinds of growth
occurred, several questions needed to be answered.

1) Would the use of structured reflective
writing facilitate the growth of teaéhers through
Fuller's Phases of Concerns--from concerns about
self to‘concerns about pupils?

2) Would the use of the intervention promote
the development of the teachers' conceptual systems
in the direction of more abstractness? That is,
would they become more relative, less concrete,
in their thoughts and actions?

3) Would the teachers who wrote journals show
growth in ego development towards the ultimate goal
of self-actualization?

The study was carried out with four groups of inservice
teachers in Southwest Michigan. Two of the groups were
made up of teachers enrolled in the Master of Arts in
Classroom Teaching (MACT) program. The other two groups

were made up of regular teachers from the area.

Need for the Study

Many feel that these are troubled times for the
schools of the United States. They are encountering

pressures from many quarters. Howey, Yarger and Joyce
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(1978) reported that among pressures are demands made
by the public; those stemming from court decisions; and
those resulting from innovative curricular proposals.
In sum, they wrote,

"...many different sources are ready

and willing to describe the role of

a teacher, and they are not necessarily

consistent in their views concerning

what teachers ought to be doing..."

It is small wonder, then, that the key person in

the schools, the teacher, is feeling the pressure, and

in fact, many are showing signs of "Teacher Burnout"

or stress. An issue of the Instructor magazine (January,

1979) has been widely circulated and discussed by teachers
across the country. The authors cited loneliness,
alienation, and various physical ailments as being
symptomatic of "Burnout".

Further complicating the matter are economic and
sociological factors of the day, such as problems in
the area of school finance and the declining birthrate.
Concerning these problems, Sergiovanni (1978) wrote,
"We are now in a period of retrenchment, of teacher
surplus, of declining student enrollments, and of economic
slowdown.”"” He saw five major areas for concern:

l. Low teacher turnover can cause grave problems
for the schools.

2. Dissatisfied teachers are less likely to leave
the profession now.

3. Teachers who would like to turn over but can't
are staying on for the wrong reasons.



4. Large numbers of teachers staying on for wrong
reasons can have "serious, adverse effects on
the school and its students.”

5. The teachers we have now are the teachers we
will have in the future. Hence, we need to
find ways of keeping teachers "interested,
growing, and highly motivated."

He concurred with Sizer (1973) who wrote, "Any theory
of school reform must start with teachers: they control
the system. Subtle matters---their self-esteem, pride,
loyalty, commitment---are crucial."

His message seems to be clear: interventions which
will increase a teacher's identity, commitment, and
motivation are of prime importance.

Hersh (1978) expressed many of these same concerns.
He felt that staff development is a major concern for
public schools today because while the public's expec-
tations for the school remain high, revenues allocated
to the schools are declining. All of which puts increasing
pressure on the school people to do more with less.

He wrote:
"New energy sources and competence for
effective teaching have to be found
within existing personnel and hence
staff development has taken on new
importance."
He had real concern for the quality of staff develop-

ment efforts which are being put forth as solutions to the

problem. In conclusion, he urged,



the

is

o

"y



"We are entering a period of time in which
the planning for and the effects of staff
development need to be carefully considered
and researched. We are just beginning to
understand the problems of inservice and
just beginning to conceptualize solutions."”

Thus, this study which was designed to investigate
the effectiveness of one possible solution to the problem,

is fulfilling a real need.

Purpose of the Study

The purpose of this study, then, was to determine
if, in fact, the use of structured reflective writing,
followed by supportive and challenging feedback, was an
effective intervention to use in promoting the profession-
al and personal growth of inservice teachers.

Specifically, the author wanted to find out if
inservice teachers who participated in weekly journal-
writing assignments showed greater professional growth,
a positive movement through Fuller's Phases of Teacher
Concerns, than did non-participating teachers. Further,
the study was designed to show whether the intervention
would facilitate the conceptual and ego development of
the participants, as measured by instruments developed
by Harvey and Loevinger, respectively.

Another purpose of the study was to see if the
journal writers who were also students in the MACT class
would show greater development than did those who merely

participated in the writing phase of the project, and
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more than those who did not do any writing at all. This
class, which met for ten weeks in the Fall of 1978, is
the first in what is called the professional development
sequence of the MACT program, and is designed to bring

about teacher self awareness and teacher growth.

Significance of the Study

This study was designed to contribute to the body
of knowledge related to the professional development of
teachers. The specific questions understudy focus on
the linkage of theory and practice, and on the effects
of practice itself, as aspects of the inquiry into teacher
growth.

It was planned that the application of Fuller's
conceptualization of teacher development and the personal
development constructs of Harvey and Loevinger would
shed light on these conceptualizations. Hatfield and
Ralston (1978) felt that this is an important goal for
such studies.

They wrote:

"This approach...of relating research to
practice, and to relating research to
theories is suggested for use in all
areas of education. Because one of
education's most serious problems is

in describing these kinds of relation-
ships, it is our belief that this process
is urgent and essential...(and)...has
great potential for meeting the needs of

both teachers and researchers. In this
way theory and practice can be related."
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Results of this study will be of interest to persons
designing inservice education for teachers. This study
was planned to illuminate the potential of structured
journals as an intervention for the professional develop-
ment of teachers. It was also planned to add weight to
the contention that supportive and challenging feedback
is essential for optimum development to occur. This
notion has been suggested and demonstrated by many
educators and researchers (Fuller, 1969; Bown, 1970;
Atkin and Rath, 1977; Wilson, 1977; Rubin, 1977; Clark,
1978; Glassberg, 1977; Benham, 1978).

Rubin wrote in this regard, (1977)

"Quality inservice must pay attention to
how teachers feel about themselves, the
materials they use, their children, and
their communities."

This study was designed to show that a professional
dialogue, carried out through the process of teachers'
writings, followed by weekly feedback, is an effective
and time-efficient means for attending to these feelings
of teachers. And as such would be an intervention which
could be used to advantage by professional developmental

specialists, university educators and public school

personnel.

Research Questions for the Study

The major research question posed by this study

was: What are the effects of structured reflective
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writing (journéls) 6n the professional and personal
development of teachers?

Subquestions were:

1) How did taking the MACT class and keeping a
journal for eighteen weeks effect the pfofessional and
personal development of teachers?

'2) How did taking the MACT class and keeping a
journal for ten weeks effect the professional and personal
growth of teachers?

3) How did writing a journal for ten weeks effect
the professional and personal development of teachers?

4) What were the effects of natural maturation
and the taking of tests on the professional and personal

development of teachers?

Organization of the Study

The succeeding sections of this study are organized
as follows:

'In Chapter II the relevant literature is reviewed
&ith an emphasis on 1) the work of Fuller, the Phases
of Teacher Concerns; 2) the work of the conceptual and
ego develdbmentalists, Harvey, Hunt, Schroeder, and
Loevinger; and 3) the literature concerning the use of
reflective writing as an intervention for the promotion
of teacher development.

In Chapter III, the design for the study is set forth.

It includes a description of the population and sample,
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the research design, the treatments, the instruments,
data collection and data analysis procedures.

In Chapter IV, the analysis of the results and a
discussion of these results are presented.

In Chapter V are a collation of the chapter summaries,
a statement of conclusions, a discussion of the implications,
and some suggestions for future research.

A review of the relevant literature follows in

Chapter II.



CHAPTER II

REVIEW OF THE LITERATURE

The review of the relevant literature will be in
three parts. First, a review of the literature regarding
the professional development of teachers is presented.
The primary focus is on the work of Fuller and her
associates and related studies. Second, is a review
of writings pertaining to the personal development of
teachers. The works of Harvey, Hunt, Schroeder and those
of Loevinger are highlighted, again followed by reports
of related studies. Finally, literature concerning the
use of journal-writing as an intervention for the promotion
of teachers' professional and personal development is

included.

Professional Development of Teachers

It is becoming increasingly clear that if there is
to be an improvement in the schools of this country that
such a process must begin with the "effective locus of
change"--the teacher. Rubin (1978) wrote, "The need to
elevate the state of the practitioner's personal art is
great." He continued by stating that a continuum of growth
is needed, and that organizational schemes must be provided
which will provide for this continuous and comprehensive

teacher growth.

10



11

An additional argument for procedures and organ-
izational patterns which will promote professional develop-
ment of teachers was made by Sergiovanni (1978). He
believes that when teachers have the opportunities to share
in decision-making practices, they feel a greater ownership
of these practices. This, in turn, leads to an increase
in their school effectiveness, which then leads to an
increase in teacher satisfaction.

Fuller: Phases of Teacher Concerns

The work of Fuller and her associates also has
importance for those who would develop effective profession-
al development programs. Over a period of many years, a
Teacher Concerns Model has been evolved as a result of
studies done with groups of teachers in different countries

(Fuller, 1960).
The concept of concerns has been described as follows:

"The composite representation of the feelings,
preoccupation, thought, and consideration given
to a particular issue or task is called concern.
Depending on our personal make-up, knowledge,

and experiences, each person perceives and
mentally contends with a given issue differently;
thus there are different kinds of concerns. The
issue may be interpreted as an outside threat to
one's well-being, or it may be seen as rewarding.
There may be an overwhelming feeling of confusion
and lack of information about what 'it' is.

There may be ruminations about the effects. The
demand to consider the issue may be self-imposed
in the form of a goal or objective that we wish
to reach, or the pressure that results in in-
creased attention to the issue may be external.
In response to the demand, our minds explore
ways, means, potential barriers, possible actions,
risks, and rewards in relation to the demand.

All in all, the mental activity composed of
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questioning, anaiyzing, and re-analyzing,
considering alternative actions and reactions,
and anticipating consequences is concern. An
aroused state of personal feelings and thought
about a demand as it is perceived is concern."
(Hall, George, Rutherford, 1973).

Professional growth of teachers, according to Fuller

(1969,1970), occurs in three phases. They are:
I. Phase of Concerns about Self

II. Phase of Concerns about Self as Teacher (Tasks of
Teaching)

IITI. Phase of Concerns about Pupils (Impact of Teaching)

Phase I. Concerns about Self

This phase includes all the concerns individuals have
about themselves as persons -- concerns that are typical for
their age group: friends, parents, mates, family, money, and
social life, for example. During this phase, there are no
realistic concerns about teaching or about themselves as
teachers. It is, essentially, a non-teaching phase.

Phase II. Concerns about Self as Teacher (Tasks of Teaching)

During this phase, teachers are still concerned with
themselves as persons, but with a difference. They are now
concerned about themselves as teachers. Fuller identified
three specific concerns of teachers in this phase:

1) Where do I stand?
2) How adequate am I?

3) How do pupils feel about me? What are they
like?

Phase II. Concern 1. Where do I stand?

This question infers concerns about the rules in a
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teaching situation. A teacher may ask, "What is expected
of me as a teacher? What am I supposed to do? How do I
find out if I have been successful or if I have failed?
Who has the power to make decisions?" In general, "Where
do I stand in this position as a teacher?"

Phase II. Concern 2. How adequate am I?

This concern, according to Fuller, may be quite
broad --- it may include concerns about everything from
a squeaky voice to one's professional commitment. But
as might be guessed, the principal concern at this point
is the degree of adequacy the teacher feels in matters of
classroom control, or "discipline". As Fuller puts it,
"As hunters discuss the chase and sailors the shipwreck,
teachers (in this phase) from K through 12, but particularly
in junior high school, talk about 'discipline'."™ (Fuller,
1971).

Another important concern is that of subject matter
adequacy. A teacher may ask, "Do I really know enough
about my subject(s) to do a good job of teaching? Or will
I have to resort to the use of the time-honored phrases,
'T don't know' and 'Let's look it up' too often?"

Phase II. Concern 3. How do pupils feel about me?

What are they like?

Teachers who exhibit this concern have begun to be
aware of their pupils as individuals and of their own

feelings toward them. They have begun to wonder how the
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pupils feel about them, why they act as they do and what
their lives outside of class are like. While they are
beginning to understand their pupils, there is still some
concern about self.

Phase III. Concerns about Pupils (Impact on Teaching)

During this phase, teachers have moved beyond the
concerns for self and are concerned more about their
pupils. Three concerns which teachers have in this phase
are:

1) Are the pupils learning what I'm teaching?

2) Are the pupils learning what they need?

3) How can I improve myself as a teacher?
(And improve all that influences pupils?)

Phase III. Concern 1. Are the pupils learning what

I'm teaching?

At this point, teachers are largely concerned with
the cognitive or knowledge gains of their pupils. They
are somewhat concerned with the pupils' gains in the
understanding, application, synthesis and evaluation of
what is being taught. They are concerned with teaching
methods which will help pupils learn what has been planned
for them.

Phase III. Concern 2. Are they learning what they

need?
This new concern recognizes the individual needs of

the pupils. Teachers now attempt to personalize their
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teaching to meet the interests, needs and abilities of
their pupils.

Phase III. Concern 3. How can I improve myself as

a teacher? (And improve all that influences pupils?)

According to Fuller, this concern is rare. Such
teachers are unconcerned with themselves except as con-
tributors to the development of their pupils and of children
generally. The rarest and most mature concerns of all are
those involving teachers' attempts to analyze their impact
on students, and to subsequently develop strategies to make
this impact more positive.

Fuller (1970) wrote that in order for progress to be
made through the phases of concerns, it is necessary that
teachers become aware of their concerns, that they become
public. This process, an adaptation of the Johari Window
(Luft, 1969), is depicted below:

Increasing Awareness of Concerns

Self
Known Unknown
Known Public Incongruent
N Incongruent to Public
. N
~
Unknown Private Unconscious
Unconscious to Incongruent
kyrivate to Public ¢ | Unconscious to Private
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Fuller (1971) felt that it is also necessary to continue
cycles of concern arousal and concern resolution in order
that teachers may move from concerns about self to those of
pupils. She pictured the process as steps leading up a

learning staircase.

resolution

arousal

resolution

arousal

Studies Related to Fuller's Work

Fuller (1971) summarized results of studies done over
a period of time. She wrote that the more experienced
teachers, those likely to be more proficient, expressed
Phase III concerns about pupils more frequently than did
beginning teachers. 1In addition, experienced teachers who
were rated 'more effective' were more likely to have Phase
III concerns about pupils, while those rated 'less effective'
were less likely to have Phase III pupil concerns and were
more likely to have Phase II self concerns. She also found
that teachers who expressed Phase III concerns taught
differently than did teachers who expressed Phase I or
Phase II concerns. Teachers with Phase III concerns asked
more questions and lectured less. They were rated as

more interésting in their teaching. She concluded,
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"Since these are teaching behaviors usually
considered characteristic of better teachers,
it seems reasonable to conclude that when
teachers are concerned about pupils, rather
than about themselves, they are likely to do
a better job of teaching, a not very sur-
prising thought!"

Fuller (1969) drew on the results of a five year study
of the effects of feedback on student teachers to present
a picture of a teacher at a high concern level. She wrote:

"This teacher is rather different from the
happy, optimistic stereotype who is supposed to
be more at home with pupils than with adults.
Compared to the stereotype, she is more sure of
herself both as a teacher and as a woman. She
is more organized and confident when she teaches.
She thinks of herself as being more persistent,
more self-reliant, and more able to withstand
stress. She is less concerned about herself and
more concerned about students, less worried or
at least less concerned about failure both at
school and in her personal life.

When teaching she talks less and elicits
more talk from pupils. She listens more to pupils.
However, when she acts, she feels more competent
in dealing with pupils.

She is more frank about her negative feelings
toward others, sounds more cynical, or at least
less 'Pollyanna-ish'. She is more imaginative, more
interesting and creative in her teaching. If the
feedback has been task-oriented she is more likely
to assess her teaching competencies realistically.
If she is competent, she is more likely to think
of herself as a teacher and to have increased more
in her commitment to teaching as a career."

Such a teacher is obviously one who could be called
a professional. It is imperative that means of moving a
majority of today's teachers through the Phases of Concerns
to this point be found. It was one goal of this study to

determine if structured reflective writing is such a means.
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Personal Development of Teachers

Another goal of the study was to see if the inter-
vention of structured reflective writing would positively
effect the personal development of the participants. One
of the underlying issues in education today is that of
adult development. Educational psychologists are coming
to see that using the various structural-developmental
theories as "maps" can provide the direction needed for
programs which will increase teachers' identity, commit-
ment and motivation (Witherell and Erickson, 1978).

Some trace the beginning of the current interest in
adult development to John Dewey (1938). He wrote that
true education must involve a restructuring of an indiv-
idual's thinking so that an increase in the complexity,
differentiation and integration of one's conceptual and
ego processes results. He felt that it is essential that
education provide for "...the introduction of a new order
of conceptions leading to new modes of practice."

Subsequent work in the area of cognitive and structural
development has determined that regardless of the exact
number or nature of the stages, they have the following
general characteristics: 1) The stages form an invariable
order or succession in development. 2) No stage can be
skipped. 3) The stages are qualitatively different.

4) At each stage there is an underlying organization which

characterizes that stage. 5) Each stage is more complex
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than the preceding one, and is a hierarchical integration

of the preceding stage (Metcalf, 1971).

The most noted of the cognitive developmentalists is

Jean Piaget. A study conducted in 1968 showed that Piaget

was the most frequently cited author in the child-development

field during the 1950's and 1960's. He has spent over 50

years developing and refining his theories (Wadsworth, 1973).

His Theory of Cognitive Development has four stages:

1) Sensori-motor (birth - 2 years)
2) Preoperational or Intuitive Mode (2-7 years)
3) Concrete Operations (7-11 years)

4) Formal Operations (11-16 years)

Included in the work done in the area of adult cognitive

development is that of Schaie (1978). He proposed four

adult stages. They are:

1)

2)

3)

4)

the Acquisitive Stage (high school age), when
intellectual skills are acquired in a protective
environment;

the Achieving Stage, when the young adult strives
towards goals and independence;

the Responsible Stage, in which there is a
pattern of long-term goal integration and increased
problem-solving skills;

and the Reintegrative Stage in which there is a
relinquishing of occupational and family respon-
sibilities and a simplification of cognitive

structures. (Schaie and Willis, 1978).
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Harvey, Hunt and Schroeder: Conceptual Development

Of particular importance to this study was the work
of the conceptual developmentalists. Harvey has explained
the basis for their thinking this way:

"...an individual's more central concepts direct

him toward efforts at making and keeping his world

consonant with these concepts. Serving as a kind

of evaluative prism or yardstick in terms of which

the impinging world is rendered relevant, coded and

processed into psychological significance. They

dispose the individual not only toward selective,
channelized, and often distorted perception and
thought but also, wittingly and unwittingly, toward
attempts at shaping or modifying the social environ-

ment to accord with them." (Harvey, 1967)

Thus, according to Harvey, the total of an individual's
definitions of the world and his ties to it, his conceptual
system, may be equated with the self. His work has concen-
trated on the quality of concreteness-abstractness, or
how an individual articulates and organizes concepts of
his environment. The greater the concreteness of a person's
conceptual system the more likely he is to manifest some
of the following characteristics:

1) a simpler cognitive structure with more incomplete

integrations;

2) more polarized evaluations: good-bad, black-white;

3) a greater dependency on status and authority;

4) a greater intolerance of ambiguity;

5) a greater need for cognitive consistency;

6) a greater inability to change set--hence more

sterotypy in the solution of problems;
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7) a poorer delineation between means and ends,

fewer methods of solving problems or of achieving
goals;

8) a greater insensitivity to subtle cues and more

susceptibility to false ones;

9) a poorer capacity to assume the role of others;

10) a tendency to hold opinions with greater strength
and over longer periods of time;

11) a tendency to be more dictatorial, structured,
inflexible; with a high dependency on rules,
procedures and punitiveness; with low ratings
as to diversity of activities and the encouragement
of individual responsibility;

12) a low degree of task orientation; and

13) a greater tendency to form and generalize impressions
of others from highly incomplete information.

Few, if any, educators would see these characteristics
of the highly concrete person as being desirable ones for
teachers to possess. Hence, it follows that intervention
strategies which may stimulate the conceptual g<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>