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ABSTRACT
A DESCRIPTIVE STUDY OF THE CONCERNS OF FIRST-YEAR TEACHERS 

WHO ARE GRADUATES OF THE SECONDARY EDUCATION PILOT 
PROGRAM AT MICHIGAN STATE UNIVERSITY

By
Dennis Pataniczek

This was a descriptive study of the concerns of first-year 
teachers who were graduates of the Secondary Education Pilot Program 
(SEPP) at Michigan State University. SEPP is a four-year alternative 
undergraduate secondary teacher education program. The study had four 

purposes: 1) to identify and describe the concerns of the subjects,
2) to relate those concerns to the subjects' undergraduate teacher 
preparation program, 3) to relate the findings to the developmental 
conceptualization of teacher concerns are posited by Frances Fuller, 

et al., and 4) to gather feedback and evaluative data about SEPP.
Literature was reviewed in the areas of current and historical 

trends in teacher education, conceptualizations of follow-up studies, 
and the concerns of beginning teachers. A separate chapter provided 

information about SEPP, including a program descrptlon, an historical 
framework, prior research, studies of the program and a description 
of program features which led the researcher to hypothesize the 
differences in the first-year teaching concerns of its graduates.

Data were gathered through survey questionnaires to all 
subjects and interviews were conducted with a randomly selected 
sample of the subjects. Data gathered included demographic
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information, the degree of concerns held by subjects in fifty-five 

areas (early and late in the school year) perceived sources of help 
in resolving concerns, evaluative data about SEPP, and reactions to 

the Fuller developmental conceptualization.

Major findings included:

1. The subjects beginning of the year concerns were largely 
self concerns about adequacy, adjustment, and acceptance, 

but subjects also held a high degree of concern for having 
an impact on students, for meeting the needs of individual 

needs of students, for organizing instruction, and for 

improving their own teaching.
2. The subjects maintained their relative degree of concern for 

having Impact on students and for dealing with troublesome 

students throughout the year, but were also concerned with 
individualizing instruction, with meeting the special needs 
of students and with student learning by the end of the 

year. Concerns about being liked, respected, and accepted, 
and concerns about discipline lessened by the end of the 
year.

3. When the concerns were examined by level of concern, there 
was less absolute concern for all levels, but the relative 
concern for teacher-student relationships dropped, and 
concern for meeting the needs of individual students rose. 
Concern about the improvement of Instruction maintained its 

relatively high ranking.
4. Individuals' concerns varied greatly, and movement from the 

beginning to the end of the year also varied.



Dennis Patanlc2ek

5. No statistically significant: variances were found between 

groups of subjects when categorized on the basis of several 

variables.
6. The subjects* undergraduate education program and fellow 

teachers were most helpful in resolving the subjects' first- 

year concerns.
7. SEPP provided strengths to the subjects in relating to 

students, in self-evaluation skills, in problem solving, and 

through personal growth.
8. Field experiences were cited as the single most useful 

portion of SEPP.
9. The subjects believed their concerns to be of a cyclical 

nature, that many levels of concern occurred simultaneously, 
and that they returned to early concerns even when those 
concerns were felt to be largely resolved.

10. The vast majority of the subjects were extremely satisfied 

with their undergraduate teacher preparation.
Reflections and recommendations were made in the areas of 

preservice teacher education, inservice teacher education, follow-up 

studies, and the study of teacher concerns.
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CHAPTER ONE

THE NATURE OF THE STUDY 

Introduction

Much research has been conducted in the last fifteen years in the 
area of teacher concerns. Frances Fuller and her associates at the Uni­
versity of Texas have been instrumental in much of this activity and 
have posited a developmental conceptualization of teacher concerns. 
Furthermore, Fuller and others, notably Hall and Jones, believe that the 
concerns of teachers can change through preparation. (Fuller, 1969; 

Fuller and Bown, 1975; Hall and Jones, 1976.)
According to Fuller, most beginning teachers, either student teach­

ers or first and second year in-service teachers, have as their main 
concern issues of self adequacy and survival in the school setting. 
Moreover, only when these concerns have been largely resolved can teach­
ers move on to concerns about the tasks of teaching, and only after 
these task concerns have been for the most part resolved can teachers 
have as their major concern the Impact they may have on student learn­

ing (Fuller, 1969).
Most pre-service secondary teacher education students follow a pro­

fessional studies curriculum which encompasses four major areas: edu­
cational psychology, teaching methods, student teaching, and social/ 

philosophical foundations of education (Conant, 1963; AACTE, 1976).
This is also the case for most secondary education majors at Michigan 

State University.
1
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There does exist at Michigan State University, however, an alterna­

tive to the "regular" secondary teacher education program. This is the 
Secondary Education Pilot Program, which has completed its fifth year 
of existence. The first graduates of this program were currently In 

their first year of teaching in public and private school classrooms in 
Michigan as well as several other states at the time of this study.

This alternative program differs from other teacher education pro­
grams in several respects, and at this writing no attempt has been made 
to survey the graduates of this program who are currently teaching as 

to their perceptions about their professional preparation In light of 
their experiences.

Statement of the Problem 

The intent of this study was to identify and describe the perceived 
concerns of a group of beginning teachers whose pre-service preparation 
occurred in Michigan State University's Secondary Education Pilot Pro­
gram. Additionally, selected beginning teachers of this group were in­
terviewed to determine if possible relationships existed between their 
major foci of concern and the role of pre-service professional prepara­

tion.
Overview of the Study 

This study surveyed graduates of the Secondary Education Pilot Pro­
gram who were engaged in their first year of teaching in a public or 
private school. Graduates who were enrolled in graduate programs as 
full-time students, those graduates who were substitute teaching, and 
those graduates in field other than teaching were not Included in the 
study. Additionally, selected first year teachers were interviewed to
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obtain additional information about their pre-service preparation, their 

major concerns, and their perceptions about changes in concerns during 
their first year of teaching.

The study included subjects' perceptions of the degree of concern 
they held regarding fifty-five areas at the time of the study, as well 
as the degree of concern they had at the beginning of their teaching 

year. Additional Information was gathered about various sources of help 
in resolving concerns and about their pre-service preparation. Subjects 
interviewed were surveyed as to the role of their pre-service prepara­

tion as it related to resolving concerns, and were also surveyed as to 
their reactions to the Fuller developmental conceptualization as it 

related to individual teaching situations.

The study concentrated on a description of the concerns held by 

subjects who graduated from Michigan State University in 1976 and whose 
pre-service professional preparation occurred in the Secondary Educa­

tion Pilot Program. These subjects are described by utilizing data 
drawn from a four-part survey questionnaire. Additionally, subjects 
are described utilizing data from interviews.

The Intent of the study was to describe the concerns of these be­
ginning teachers to the extent that the information could be utilized 
to determine if their concerns are congruent with concerns that might 
be expected from beginning teachers according to the developmental con­
ceptualization formulated by Fuller, and additionally to determine if 
possible relationships existed between the nature of their pre-service 

preparation and the major concerns as beginning teachers.
The study design builds on a prior study (Norris, 1976) in which 

an evaluation model based on that described by Stake (1967) was
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proposed. Data relevant to the descriptive portion of the Stake model 

was collected, especially to identify and describe certain outcomes of 

the program. The Fuller conceptualization of teacher concerns and re­
search conducted by Briscoe (1972) were also utilized to build an organ­

izing conceptual framework for this study.

Purpose of the Study
One purpose of the study was to describe the perceived concerns of 

graduates of the Secondary Education Pilot Program who were currently 
engaged in the first year of full time teaching. Descriptions of the 

perceived concerns could serve to answer such questions as:
1. What were the perceived concerns of SEPP graduates who 

were completing their first year of teaching?

2. What were the changes in perceived conoerns that took 
place since the beginning of the teaching year?

3. What resources were perceived to have been most helpful 
In identifying and resolving such concerns?

4. What were the relationships between the perceived degree 
of concern and selected variables, namely:
a. Satisfaction with present teaching level
b. Extent of teaching assignment in major field 

of study
c. Average class size
d. Attendance at in-service meetings (1977-78)
e. Enrollment in college graduate courses (1977-78)
f. Average age of building faculty
g. General satisfaction with undergraduate teaching 

preparation
h. Amount of pre-service experience with school age 

students
1. Commitment to teaching'
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Interviews with selected beginning teachers were conducted to serve 
the following purposes:

1. To Identify the role of pre-service professional prepara­
tion In resolving concerns

2. To Identify the role of specific components of pre-service 
professional preparation which were most helpful In (1) 
above

3. To gain additional information about perceived changes 
In concerns

4. To provide evaluative data about the effectiveness of 
the Secondary Education Pilot Program

5. To gather perceptions about and reactions to Fuller's 
conceptualization

6. To provide data which suggests further research on 
Fuller's theory of teacher concern

Assumptions on Which Study Is Based
The basic assumptions underlying this study were (1) graduates of 

the Secondary Education Pilot Program who were currently employed as 
full time classroom teachers would be able and willing to offer their 
perceptions of their major concerns, (2) such perceptions may offer in­
sight about the role of teacher preparation and the development of con­
cerns, (3) such perceptions may offer data which may be utilized in 
evaluating the program, (4) Information from the study may suggest fur­
ther areas of inquiry about the effectiveness of the program as well as 

about the developmental conceptualization posited by Fuller.

Need for the Study
Norris (1976) provided baseline data about the students currently 

enrolled in the Secondary Education Pilot Program. In her recommenda­

tions, she stated:
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As In any new enterprise, one must walk before running. Thus, 
through a carefully constructed evaluation plan, the step by 
step process can be followed, validated, modified, and ex­
panded. It is recommended that such a process be implmented, 
that evaluation components be identified, and that data col­
lection efforts begin in an orderly, sequential manner. In­
formation gathered from evaluation and monitoring reports may 
be of use to the program administrators and staff, the univer­
sity Curriculum Committee, and the participating students as 
well. One such model reviewed in the literature, the Stake 
model, appears to be appropriate to the process. It is recom­
mended that remaining components within the model be identi­
fied and that evaluative research begin.

Especially important among Norris* recommendations was:

Given certain predetermined program components, how do stu­
dents perceive the contribution of those components to the 
development of themselves as professionals? Additional 
research needs to be completed to determine the degree to 
which the program functions to enhance professional develop­
ment as well as personal development (Norris, 1976).

The study proposed here clearly fits the need outlined by Norris.
Fegues (Peer and Pegues, 1978) surveyed teacher training institu­

tions to determine current practices in teacher education follow-up 
evaluation in the United States. Over eighty percent of respondents to 
a national survey attributed value to the follow-up process, but only 
slightly over fifty percent actually were Involved in follow-up prac­

tices. It is noted that this is despite the NCATE accrediting process 
standards, in particular, standard 5.1 which requires systematic follow- 

up evaluation of program graduated in education.
Fuller listed several implications for further research. Among 

those "unanswered questions" were several which this study addressed. 
These are:

1. First are questions about the sequence itself. Is it 
correct qnd complete? Are there phases even "lower" 
and "higher" than those suggested here?

2. Second is concern phase a function of person, of the 
situation or of both? If concerns are related to
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characteristics o£ the person and/or the situation, 
what are these characteristics? Must situations, for 
example, be interpersonal, stressful and novel?

3. Third, do individuals as well as groups go through 
these phases? So far the findings come only from 
data about groups. Can some individuals skip a 
phase, be in more than one phase at a time, regress 
to an earlier phase? (Fuller, 1969.)

Data from this study were utilized to begin to provide some answers to

these questions, as the study surveyed situational aspects relative to
concerns and examined individual as well as group concerns.

Thus, it can be seen that this study could serve to meet the needs 
outlined by Norris, Fuller, and NCATE.

Learning about the concerns that beginning teachers have holds im­
portant implications for both pre-service and in-service teacher educa­
tion. If, as Fuller states, teacher education courses often answer 

questions that are incongruent with the major concerns of teacher educa­

tion students, then it may be possible to develop curricula which aim at 
either the current concern of teacher candidates (at the pre-service 
level) or of beginning teachers (at the in-service level). Another pos­
sible implication is to develop strategies to move teachers or teacher 
candidates to higher or different concern levels, thus making course 

objectives and curricula or in-service training programs more congruent 
with concerns.

The study was an attempt to add to the general body of knowledge 

about teacher concerns and, in particular, to Fuller's developmental 
conceptualization. Fuller's specific "unanswered questions" were partly 
answered, or at least the questions themselves were made more clear or 
more refined.

The study also served to:
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1. Point directions for professional growth of present 
teachers and teacher candidates,

2. Add to the body of knowledge about how teachers change,
learn, and grow at critical points In their teaching
careers, and In particular during the first year of 
teaching,

3. Suggest strengths and weaknesses In the Secondary 
Education Pilot Program,

4. Suggest areas for further research, and
5. Serve to provide baseline data for future studies of 

teacher concerns with this population.
<k

Such longitudinal studies have been recommended by Fuller and Implied 
by Briscoe (Fuller, 1969; Briscoe, 1972).

The role of teacher preparation In the development and perception
of teacher concerns was a fundamental focus of this study. Through a

survey questionnaire and Interview methodology, it was believed that the 

role of a particular teacher education program could be clarified in 
terms of its Impact on the development of concerns.

Limitations of the Study

The reader should be aware of possible limitations to this study.
These include:

1. Findings from this study are not generalizable to other 
beginning teachers whose preparation program differed 
from that of the subjects of this study.

2. Because of the nature of the pre-service program Itself, 
generalizations about the effect of the program to In­
clude all members of the population may not be warranted.

3. Cause and effect relationships will not be explored and 
reported, but rather only correlational relationships 
between variables,

4. The nature of the personalized relationship between the 
researcher and the subjects may affect this research.
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5. Subjects may be unable to relate either program components
for the role of the entire program to development and 
change in concern because of lack of complete understanding 
of the program goals and objectives or time lapse.

6. Only graduates who were currently employed full time In
their first year of teaching were involved with the study.
It was recognized that graduates who were employed as 
substitute teachers might make valuable contributions to 
the study, but the focus of the study was on the concerns 
of those who were employed as full time classroom teachers.

Definition of Terms 

Secondary Education Pilot Program (SEPP) is an alternative pre­

service secondary teacher education program sponsored by the Department 
of Secondary Education and Curriculum within the College of Education 
at Michigan State University.

Concerns are matters perceived and expressed by the subjects as 
problems, potential problems, or matters causing worry or anxiety re­

lated to their employment as teachers. Concerns have been grouped ac­
cordingly:

Level one concerns focus on the question "Where do I stand?" 
and are concerns about "the new situation in schools and the 
expectations of principals and teachers." These may also be 
referred to as acceptance and adjustment concerns.
Level two concerns focus on the question "Am I adequate?" 
and are concerns about "self-adequacy as a teacher, about 
discipline, about what to do when a pupil asks a question 
to which (he/she) doesn't know the answer..." These are 
referred to as self-adequacy concerns.
Level three concerns focus on the question "Row do my pupils 
feel about me?" and deal more specifically with "social and 
emotional relationships with pupils...and with pupils as in­
dividuals and their unique feelings." These are also re­
ferred to as concerns about students and teacher-student re­
lationships.
Level four concerns focus on the question "Are pupils learn- 
ing what I'm teaching?" and deal with concerns about "pupil 
gain in knowledge and to some extent gain in pupils'
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understanding, application, synthesis, and evaluation of 
what is being taught them."

Level five concerns focus on the question "Are pupils learn­
ing what they need?" and deal with concerns about the needs 
of pupils as persons.

Level six concerns focus on the question "How can I improve 
myself as a teacher?" and are concerns about "anything and 
everything that may contribute to the development not only 
of the pupils in (his/her) own class but of children general­
ly." (Hall and Jones, 1976)

Pre-service professional preparation refers to course work and 

field/cllnlcal experiences undertaken prior to receiving a provisional 

teacher certificate.

Overview of Succeeding Chapters 

A review of the literature pertinent to the study and related re­

search are presented in Chapter IX. Chapter III focuses on the Secon­
dary Education Pilot Program and includes descriptive information as 

well as prior evaluative data. Data collection and analysis procedures 
are presented in Chapter IV. Findings are presented in Chapter V. A 
summary of the study, reflections, and recommendation for further re­
search are included in Chapter VI.



CHAPTER II

REVIEW OF THE LITERATURE

This chapter contains a review of the literature and related re­

search. The review Is organized Into three areas: (1) teacher educa­

tion: historical and current trends, (2) conceptualizations of follow-
up studies, and (3) concerns of beginning teachers. Research and stud­

ies of the Secondary Education Pilot Program are found In Chapter III.

Part I: Historical and Current Trends
In Teacher Education

Teacher training In this country had Its beginnings with the first 
private normal school founded In Concord, Vermont, In 1823. After that 

time, there were many who began to argue for some teacher training on a . 
wider scale.

In 1831 the first moves toward public support of teacher education 

came when the Massachusetts legislature passed a bill which provided for 
the establishment of three normal schools. The curriculum consisted of 
most of the usual subjects taught In schools and "almost from the first

day, a model school was organized to provide real experience for the
normal school students."

Other states in the eastern United States followed the Massachu­

setts example with normal schools being established. The basic proposi­
tion was that the normal schools were "to take the students as they were 
and attempt to make teachers of them" (Haberman and Stlnnet, 1973).

11
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The establishment of Michigan State Normal in 1853 marked the move­

ment of state supported teacher training out of the eastern seaboard re­

gion. The proliferation after that time was rapid. "In 1839* there were 

three students enrolled in normal schools. By 1875, this number exceeded 

23,000..." The normal schools were, by this time, the main source of 
teachers for the common schools (Harper, 1939).

Normal schools were gradually replaced by state teachers' colleges, 

beginning about 1900. These conversions were not necessarily because of 
failures of the normal schools, but because of new developments in edu­

cation, especially the rapid proliferation of public high schools after 

1860.
The Massachusetts Board of Education in 1838 asserted,

No one can entertain a doubt that there is a mastery in teach­
ing as in every other art. Nor is it less obvious that within 
reasonable limits this skill and this mastery may themselves 
be made the subject of instruction and be communicated to 
others (Conant, 1963).

Another change in education affecting the transition of normal schools
to the status of teachers' colleges was the rising standards of teacher
certification. With the growing number of high schools, there developed

a trend requiring teachers in these schools to be college graduates.
The content of traditional early programs was based on a trilogy: the
teacher needs to know his subject, he needs to know the nature of youth,
he needs to know the process of learning.

Another shift of teacher education to general purpose colleges and

universities came in the 1950*s and 1960's and was caused by at least
two things: the public furor about education caused by Sputnik, and the
virtual innundation of colleges by veterans. Single purpose teacher

education institutions are all but gone (Haberman and Stinnett, 1973).
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With the launching of the Soviet satellite Sputnik In 1957, Ameri­

cans became worried that the Soviets were "ahead" of Americans in scien­

tific development, and that teacher education institutions were to blame 

at least in some degree. The rift between the "academics" of the liberal 
arts fields and teacher educators became most Intense after that time. 
(Hodenfleld and Stinnett, 1961). The launching of Sputnik also launched 

a barrage of criticism at those whose task It was to train teachers.

This rift between academics and teacher educators was discussed and 

debated at a conference in Bowling Green in 1958. The most vital agree­

ment "was the virtually unanimous acknowledgement that teacher education 
is the responsibility of the entire college or university."

The Bowling Green conference gave rise to the Kansas conference a 
year later. There was general agreement that the content of teacher 

education should include certain essentials and certain amounts of pre­
paration In terms of semester hours should be required. These were:

Elementary Secondary
Orientation to the profession 1 sem. hr. 1 sem. hr.
Psychological foundations 6 6
Sociological foundations 3 3
Methods, material, and curriculum 10 3
Observation and student teaching __8 _8

28 21
There was also agreement on the value of student teaching and agreement 

that four years for preparation was not enough and that a fifth year 
was necessary (Hodenfleld and Stinnett, 1961).

The appearance of James Bryant Conant's The Education of American 

Teachers in 1963 added fuel to the controversy over both the form and 
content of teacher education. Conant's major findings revealed that 
there is little commonality among teacher education programs across the
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country, and he attributed this to both the form and content of teacher 

education. Conant's major findings revealed that there Is little com­

monality among teacher education programs across the country, and he 
attributed this to both state certification requirements and beliefs of 
professional educators.

While Conant found the conclusion unsettling, he did not necessarily 

regard the lack of agreement as a negative judgment. To him, the conclu­

sion "points clearly to the need for giving Institutions freedom to ex­
periment with different ways of training teachers" (Conant, 1963).

Conant believed that there are four elements necessary for teacher
preparation. These were:

1. A democratic social component,

2. An Interest In the way behavior develops In children and 
some experience of this development,

3. A sympathetic knowledge of the growth of teaching, and

4. Principles of teaching.

Conant held many components and courses In contemporary programs In dis­
dain, Including "foundation courses" and general methods courses for se­
condary teachers. He saw student teaching as the "one indisputably es­
sential element in professional education (Conant, 1963).

The unresponsiveness gave rise to the issue of accountability.
From the time of Sputnik forward, the attention to both the form and 
content of teacher education programs Increased dramatically. The fed­
eral government responded to the presumed deficiencies in the schools 

(outlined by such critics as Richenbacher) based on the assumption that 
the heart of the problem was the teachers' subject matter deficiency. 
Resources were poured into curriculum development and academic



15

in-service mainly in Che sciences and mathematics. There is no doubt 

that subject matter upgrading (especially in certain academic areas) 

was significant, "but pedagogy, the professional act of teaching, re­
ceived little attention" (AACTE, 1976).

There developed from several quarters, most notably the federal pro­
jects, the beginnings of the competency-based teacher education (CBTE) 
movement, which has proven to be one of the most controversial as well 

as most popular developments in teacher education in the last quarter 
century.

Out of the research and development projects in teacher education 
and out of the rising criticism of teachers and schools as products of 
teacher preparation programs, "there has come commitment to quality 
teacher education and an emphasis on new programs and implementation 

strategies" (AACTE, 1976). Progress in both the development of simula­
tions, protocols, laboratory approaches and microteaching has occurred, 
as well as the development of teacher centers and complexes to meet the 
needs of the already at least provisionally certified practicing profes­

sional.
Despite the new developments and the plethora of programs, new 

courses and modules, criticism of teacher education still abounds, and 
it may well be that such criticism is the major impetus for change in 
this field. The criticism can also form some of the yardsticks for 
evaluating current programs.

The current content of secondary teacher education, while varying 

slightly from state to state, includes courses in the social foundations 
of education, psychological foundations, methods of teaching a subject, 
principles and practices of secondary education, and student teaching
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(Burnell, 1975). Such a series of courses has cone under criticism from 

many quarters for various reasons, for as Burnell states (1975), "unfor­
tunately, the content and purposes of these courses have changed little 

over the last twenty years."
The current state of the art In teacher education may perhaps be 

best examined by looking at two seemingly diverse aspects —  current and 

continuing criticism and proposals for reform, and at a variety of alter* 
native programs which have emerged, partly as a reaction to criticism 
leveled at traditional programs.

The American Association of Colleges for Teacher Education (AACTE), 
In a 1976 report, stated:

All of us have known for decades that teacher education has 
never been adequate. Equally, we have known that changing 
conditions have made teaching progressively more difficult.
The gap between what we have needed to do and what we have 
been able to do is no secret. For too long, teachers and 
teacher educators have proclaimed their professional status, 
knowing that it was more aspiration than reality (AACTE, 1976).

The report defines areas of concern in the preparation and makes recom­
mendations concerning desirable content and/or experiences. A brief 

look at these areas may serve to define some of the prevailing issues in 
teacher education today.

The AACTE report places special Importance on the self-image of the 

teacher:
Esteem from significant others and a strong sense of personal 
and professional worth on the part of teachers undoubtedly is 
related to teaching competence. It would appear that a first 
step is to elevate the level of respect and appreciation for 
the teaching profession in the minds of teachers themselves and 
the public (AACTE, 1976).
The report also stresses the Importance of a "safe" level for be­

ginning teachers. The AACTE states that
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...Che profession muse establish consensus on the professional
culture required to begin the practice of teaching, and the
means to assure career-long professional development (AACTE,
1976).

Surveying major components of teacher preparation, the report com­
ments extensively on at least a dozen areas, and provides guidelines for 
attempting to meet needs in each area. These Included recommendations 
for providing:

1. General or liberal studies which include "alternative 
ways of knowing."

2. A study of the theoretical bases of education, including 
the undergirdlng disciplines of psychology, sociology, 
anthropology, and philosophy.

3. Academic specialization which has breadth as well as 
depth, with such specialization being "human-service 
functional."

4. A continuous "interplay of theory and practice."
5. Development of a broad repertoire of teaching performance 

skills, for without such skills, teachers "will remain 
preoccupied with survival matters rather than broader 
educational concerns."

6. Fostering of "humanistic educational values and atti­
tudes" which Include an awareness of the interplay of
personal philosophy and specific environmental philoso­
phies.

7. Development of "professional literacy" among teacher 
candidates.

8. A continuum of field experiences which are linked with 
knowledge components.

9. Special emphasis on the learning disabled students and 
their needs.

10. Study of a significant subculture.
11. Provision of "adequate life space" while preparing to

teach.
12. Development of more continuity between pre-service and 

in-service learning activities. .
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13. Attempts to expand "the application of professional 
education beyond the school."

There would seem to be ample evidence that many teacher education 

programs are providing alternatives to the traditional content and se­
quence of courses. The alternatives differ from the "traditional" pre­
paration programs in at least one of several respects, and those dif­

ferences will serve to be organizers for the review of alternative 
models. These differences may be categorized as increased personaliza­

tion, Increased field centeredness, competency based, expanded concept­
ually based reduced focus to serve a particular clientele, or some com­
bination.

The Fulton project at the State University of Hew York, Oswego, 

features a two semester approach to field experience which has four 
goals:

1. Gradual familiarity with the school and teaching

2. Provision of several different experiences
3. Encouraging peer interaction and mutual support
4. Improving student teachers' understanding of the 

role of the school in the community (Gilroy and 
Moody, 1976)

The University of Wyoming middle school teacher education program 
offers exposure to transescents in a sequence of field experiences 
which are tightly structured to allow teacher education students a 
rounded and realistic view of teaching (Arth, 1977).

The Personalized Teacher Education Program (PTEP) at the University 

of Texas, Austin, features at least three unique components:
1. Repeated feedback and counseling for engendering effec­

tive teaching,
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2. A more differential assignment of Instructional tasks 
and activities contingent on the unique characteristics 
of the prospective teacher, and

3. Self-observation and feedback on the prospective teach­
er's behavior through video taping (Copeland, 1976).

The tutorial and clinical programs of teacher education at North­
western University contain two basic components, on-campus tutorials and 
off-campus clinical experiences, which are arranged in a four-year se­

quence with each year having a major thematic emphasis (Hazard, 1967).
Some new programs seek an expanded concept of the role of teacher 

and teaching.

Individually Guided Education (IGE) serves as the focus for reor­
ganizing pre-service and ln-servlce teacher education in one Ohio pro­
gram. The University of Toledo program holds that:

...the primary task of colleges of education goes beyond 
simply producing teachers who will move smoothly into exist­
ing school structures. Rather the task is to produce teach­
ers who are dedicated to experimentation, who exhibit in­
tellectual curiosity, and who have the maturity of judgement 
to nurture and develop that which is educationally viable as 
well as to alter that which is educationally weak. The col­
lege is concerned with developing educational policy makers 
(Dickson, 1976).
The Teacher Year Alternative (TYA) is an option to the traditional 

teacher education sequence at The University of Northern Colorado. It 
rests on the assumption that two major processes of becoming a teacher 
are in the areas of self-understanding and making use of that self- 
understanding; that teacher education, not a content area in the tradi­

tional sense, is a process of becoming; that those things necessary to 
become an effective teacher can be taught; and that the learning experi­
ence crucial for becoming a teacher can be grouped into six areas 
(Welch, Usher, and Warner, 1976).
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The University of Vermont supports another expanded concept of 

teacher education which sees the teacher as a "human service educator." 
This expanded definition of the teaching role stems from analysis of 

complex interrelationships present in human society (Ducharme/Naatv 1975).
Somewhat unique approaches to teacher education are not new, and 

descriptions of several early approaches can be found. An Inter- 

unlversity program involving four universities in New York was described 

as an "experimental program for the preparation of secondary school . 

teachers" (Irvine, 1964). The programs at the four schools offered such 
features as various entry points, more extensive field experiences, 
flexible curriculum offered through independent study, and an earlier 
entrance into teacher education.

The Florida "experiment" in undergraduate teacher education was in­
itiated in the late 1950's for both elementary and secondary majors.
The major assumption underlying the "new" Florida approach was that:

...a psychological approach, based on experience, problems 
and need of students, and oriented to conceptual develop­
ment, might prove superior to the organized subject-matter 
approach to the standard teacher education program.

Students could enroll in the experimental program as sophomores.
The Florida program was one of the few "early" programs reviewed

that reported on efforts at serious evaluation. Control groups were
established initially, and data gathering efforts were continuous, but
at the end it was determined that there lacked "sufficient information
to demonstrate the effectiveness of this particular program." Major
difficulties in conducting research efforts on this program included a
lack of adequate instruments to measure the numerous outcomes, complex
interrelationships of many factors making it difficult to isolate
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particular variables, problems of Inadequate resources and staffing, and 

difficulties in locating program graduates due to their mobility (Gordon, 
et al., 1964).

Dean (1971) conducted research on Michigan State University's Mott 

Institute for Community Improvement Level IV Program and the regular 
program at Michigan State University. Level IV was a program which in­

cluded features of increased fleld-centeredness during preparation, and 
also was a program aimed at serving a particular clientele, namely those 
who would teach in the inner city. Through a survey designed to gather 
participants' perceptions of the effectiveness of their preparation, 
and another survey designed to gather principals' perceptions of parti­
cipant performance, Dean concluded that the graduates of the Level IV 
program perceived that they (1) encountered significantly less "cultural 
shock upon entrance to inner city teaching," (2) were significantly 
better prepared to meet such shock, (3) sought inner city teaching 

assignments to a greater degree than regular program participants, (4) 
perceived that they they were "significantly more effective with the 
disadvantaged and understood community needs to a greater degree" than 
did regular program graduates, and (5) felt strongly that the Level IV 
program had "more effectively prepared them for teaching than the regu­

lar program would have." Principals surveyed did not perceive signifi­
cant differences in their teaching performance (Dean, 1971).

Competency-based teacher education programs represent another type 
of program which is rapidly proliferating in this country today. Such 
programs may or may not be offered as "alternate programs," but most 
contain many of a number of common elements. Such elements or common­
alities have been described by Hall and Jones (1976) and by Dickson,
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Saxe, et al. (1973). The common elements of competency-based teacher 

education Include:
1. A focus on the student’s acquisition of specific compe­

tencies .
2. A set of learning objectives that are stated in such a 

way that their accomplishment can be observed in certain 
learner behaviors or knowledge.

3. Established success criteria levels, known to the learner 
in advance.

4. Learning activities which are geared to assist each stu­
dent in acquiring at least the minimum levels of compe­
tence.

5. Emphasis on mastering the competencies rather than on 
meeting time commitments.

Such programs often follow a "systems approach" to teaching and learning, 
and there may be within individual programs other elements of personali­
zation and Individualization, field-centeredness, faculty teams, and 

programmed instruction.

Part II: Conceptualizations of Follow-up Studies

Pegues has recently completed a study of teacher education follow- 
up evalautlons in the United States. She found that forty-two percent 
of NCATE accredited institutions are not doing follow-up evaluation, but 
that more than eighth percent of all respondents attribute value to the
follow-up process. She found negligible sophistication in methods and
procedures used: "no method of data gathering other than the question­
naire was among the top ten" (Peer, 1978).

Most studies which have been reported have been of this type. Re­

cently, however, studies have been completed which utilize other metho­
dologies to serve varying purposes.
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Ryan and his associates at the Ohio State University sought to 

study the life space of the first year teacher, specifically concentra­
ting upon "the new teachers' perceptions of what was happening to them 
as they began their careers." One strand of their Inquiry dealt with 
teachers' reflections and reactions to their preparation. Ryan states,

Two themes emerged from the first year teachers' responses 
to questions about their teacher preparation programs: a
realization of the limits of such programs, and a valuing 
of firsthand experiences.

Ryan comments on this finding:
If the teachers In our study are representative of a majority 
of teacher education graduates, the people we are preparing 
seem to understand our limitations much more clearly than 
we (as teacher educators) do (Ryan, et al., 1978).
Sandefur presented a model for the evaluation of teacher education 

graduates which emerged from generalizations developed about character­
istics of good teaching. Evaluative data was to be derived from four 
categories: career line data (which included "perception of the quality
of their teacher preparation program" and "perceived problems In teach­
ing") , direct classroom observation, pupil, peer, and supervisor evalua­
tions, and standardized measures. The model further proposes that the:

...dataare to be collected for a minimum of five years after 
the student has graduated from the undergraduate teacher edu­
cation program.

Feedback mechanisms are to be established to ensure that teacher educa­
tors have information for use in programmatic decision making (Sandefur, 

1978).
An interim report on the above model was published in the spring of 

1976 after the fourth year of the cycle. The purpose of the Interim 
report was to "report a limited number of the more exciting trends or 
directions our data Imply." Although data had been collected on a
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number of secondary teachers, only data on elementary teachers were pre­

sented. A number of relationships were discovered between measures of 

indirect teaching and "other desirable teaching behaviors." The amount 
of indirect teaching Increased significantly between the end of the 
first year and the end of the third year. An unexpected finding was:

...teachers with more authoritatlan attitudes were rated 
higher by trained observers, students, supervisors, and 
peers; and such teachers also used more indirect teaching 
activity.

This finding was in conflict with previous studies and research on auth­

oritarianism. Possible explanations for this finding are currently 
under investigation (Sandefur and Adams, 1976).

Western Kentucky University conducted a study of "first year teach­
ers' perception of problems." Its purposes were to:

...determine which problems were perceived as most serious, 
and to Identify teaching behavior and characteristics related 
to these perceptions.

Data were obtained from both elementary and secondary teachers, as a
part of the research described above. Major findings included:

1. Secondary and elementary teachers perceive problems si­
milarly, with classroom discipline, motivation of stu­
dents, relevance of materials to students, and self- 
evaluation of teaching as most serious.

2. Generally the association between the variables supported 
the notion that first year teachers who perceive problems 
as more serious demonstrate less desirable classroom be­
haviors than first year teachers who perceive problems
as less serious.

Data were collected by obtaining career line data through two instru­
ments and by direct classroom observation through two systems of obser­

vations (Sandefur, 1976).
The Ohio State University has developed a plan for studying its 

teacher education graduates which relies on questionnaire responses by
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all graduates, by all OSU faculty, and by a sample of supervisors and 

peers. Samplings of student ratings will also be collected. The ques­

tionnaires for graduates requested certain demographic Information and 

responses to a checklist of a series of Items on two scales, attltudinal 
and actual behavioral. Questionnaires concerning the core areas of 
teacher education at both the secondary and elementary level as well as 

questionnaires specific to subject matter areas have been developed.

The materials will be utilized for the first time this year, but plans 
exist to collect such data at four times in the teachers' careers: after 
student teaching, and one, three, and five years after program comple­
tion (O'Donnell, 1978).

Cruickshank has designed an evaluative follow-up study of teacher 

education graduates which involves studying teachers' perceived prob­
lems after one year of teaching. Cruickshank sees such a study as 
serving four functions, namely: (1) acquainting teacher educators with
a current view of teacher life in a classroom, (2) providing data to be 

utilized in teacher preparation program revision, (3) providing data to 
be utilized for curriculum and instructional material development, and 
(4) serving as evidence of continuing program evaluation. Very briefly, 

the procedures which are to be utilized are (1) the collection of per­
sonal accounts of problems, (2) conversion of such accounts to goal 
statements, (3) transfer of goal statements to a Teacher Problems Check­
list, and (4) response to the checklist by a representative sample of 
graduates in order to find which problems are perceived as frequent and 
bothersome. Cruickshank then suggests several procedures to be fol­
lowed in the study. No report has yet been made on actual implementa­
tion of the procedures (Cruickshank, 1978).
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Borich has reported on three concepts of evaluation which comprise 

models for conducting follow-up studies of teacher education and train­
ing. Pay-off evaluation, also known as product evaluation, seems to 

center on evaluation of pupils' performance on a gauge of teacher behav­
ior- and training. Scrlven Is given credit for the major Impetus to such 
pay-off evaluation studies which have been largely conducted since 1967. 
Process evaluation Is discussed by Borich as "the manner and extent of 
program Implementation." Borich credits the popularization to Stuffle- 
beam, et al., but made note of the Importance of systems of low- 
lnference classroom observation and their subsequent Influence on the 
concept of process evaluation In teacher education. The third concept 
of evaluation Is goal assessment, which links "the widespread practice 

of developing teacher competencies and the often neglected need to 
validate them." Borich comments that proponents of this concept, such 

as Stake, believe that goals themselves are measurable and, therefore, 
amenable to evaluation. Scrlven carried Stake's concept further, argu­
ing that an Independent evaluator should be assigned to every project 
"in order to undertake an unbiased assessment of the values and goals 
Implicit in the program and Its materials." Borich sees goal assess­
ment as serving as an intermediate step between competency development 

and competency validation.
Borich reviewed five follow-up studies which shared certain char­

acteristics: (1) a focus on early and mid elementary grades, primarily
In reading and math, (2) focus on student outcomes measured by standar­

dized tests, (3) an emphasis on "teacher behaviors measurable on low- 
inference classroom observation systems," (4) production of quantified 

findings, and (5) use of experienced teachers. Based on major findings
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of the five studies and their implications for competency development 

and valldationf Borich suggests three models for evaluation. These 

three are termed "needs assessment," "relative gain," and "process- 
product." The needs assessment model:

....serves the evaluator by identifying discrepancies between
the competencies the teacher should possess and those the
teacher believes he or she possesses.

The relative gain model focuses on pupil performance and, while one step 
removed from the teacher training process, it attempts to meet demands 

for teacher and/or institution accountability. The process-product 
evaluation model is more complex, and Includes both the process behavior 

of the teacher and pupil performance measures (Borich, 1978).

Part III: Concerns of Beginning Teachers

The late Frances Fuller has posited a three-phase developmental
conceptualization of teachers' concerns. The three phases are, briefly 
stated:

1. Pre-teaching phase: non-concern

2. Early teaching phase: concern with self
3. Late concerns: concern with pupils
Each of Fuller's phases deserve elaboration, as well as the metho­

dology employed in developing this conceptualization.
The pre-teaching phase, that is, the time that education majors 

spend "before having actual contact as teachers with pupils," has seem­
ingly not been reported, at least in published studies. Fuller reported 
that in counseling sessions, such students in their pre-teaching phase 
"rarely had specific conerns related to teaching itself." She. concluded 

that the:
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...pre-teaching period seemed to be a period o£ non-concern 
with the specifics of teaching, or at least a period of low 
involvement in teaching.

The early teaching phase, as described by Fuller, was that initial 

teaching period. Studies of both student teaching and the first full 
year of teaching were reported. This phase involved covert and overt 
concerns. The covert concerns basically dealt with the question "Where 

do I stand?" and subsumed issues of acceptance as a staff member, sup­
port, building working relationships, and authority questions. Fuller 

reported a reluctance on the^part of beginning teachers to report such 
concerns. Overt concerns centered on the question "How adequate am I?" 

and involved, besides class control, issues of subject matter compe­
tency, the freedom to fall, to learn from mistakes, and coping with 

evaluation. Fuller reported that even these concerns are not freely 
reported to supervisors.

The third phase, termed as "late concerns," dealt with concern for 
pupils. Research on this phase was termed tentative, due to a lack of 
data about concerns of experienced teachers. However, Fuller stated 
that when concerns of "experienced superior teachers" are reported, 
they tend to "focus on pupil gain and self-evaluation as opposed to per­

sonal gain and evaluations by others."
Fuller's methodology was three-fold, and Involved examining pub­

lished studies of teacher concerns, two studies of student teachers 
(counseling seminars and written concerns statements), and re-grouping 
data of other Investigators. Each phase of the methodology deserves 

comment.
The review of published studies included:
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...six published studies (which) have examined young teachers' 
perceived problems without severely restricting the alterna­
tives among which the teachers could choose (Fuller, 1969).
Phillips (1932) reported that new teachers in England saw:

...problems of class management, the treatment of difficult 
individuals, the attitude of head teachers, and of older mem­
bers of the staff, to young teachers, (and) the apparent 
difference in outlook between one generation and another, 
especially as regards (a) disciplinary methods, (and) (b) 
educational aims and values...

as "possibly the more serious" concerns. Phillips' reports came from
"extensive correspondence" with teachers during a ten year period (1922-
1932).

Gabriel reported that young teachers (with one to two years of ex­
perience) :

...record relatively greater degree of strain as regards dis­
cipline, criticisms from heads and inspectors, and for extran­
eous duties, Including preparation.

Collecting his data from a six-part questionnaire (n ■ 736), Gabriel
also reported the teachers with ten or more years of experience:

...record relatively high for "the continuous noise of chil­
dren," for problems connected with classwork and for inter­
ruptions and clerical work.(Gabriel, 1957).
The other published data concern American teachers. Travers, et

al. (1952) concluded:
A sentence completion test revealed that the anxieties of 
this group of student-teachers tended to be focused on the 
problem of discipline and on the desire to be liked by the 
pupils...

both before and after student teaching. Travers' sample consisted of 
120 elementary education majors who had had no clinical experience and 

few opportunities for visits and observations. Of the twenty-one sen­
tence completions, three were singled out for study regarding anxiety. 
Those sentence stems were: "1 hope my class never...; I shall expect
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students In my class...; when 1 become a teacher, I suppose my greatest

problem will be..." It Is to be noted that these data concern only ele­

mentary student teachers, a difference from the Phillips and Gabriel 

data, and Travers' purpose was to determine the aspects of student teach­
ing which were anxiety-producing.

Thompson (1963) administered a checklist of thirty-five questions, 

each defining a particular type of anxiety, to 125 student teachers who 
were nearing the end of their internships. The most frequently reported 
anxieties concerned the expectations of critic teachers, mastery of sub­
ject area, evaluation of lesson plans, reactions from students, desired 

standards of teacher conduct, in ability to answer student questions and 
problems of discipline. This researcher would caution that these re­
sponses came during the internship and the matter of social desirability
in responses may be in question. It is also noted that of the thirty- 
five items on the questionnaire, nearly all dealt with issues of self­
adequacy. Respondents were given an opportunity to list other concerns; 
the frequency of such "other concerns" was not reported, only that "the 
following are of special Interest." Two of those reported were task- 
type concerns not included on the original questionnaire.

Robinson and Berry used Thompson's questionnaire to survey an addi­
tional 193 elementary and secondary student teachers. The researcher 
was unable to locate the original source document, but according to 

Fuller as well as Erickson and Ruud,
...they expressed most concern about the frequency of visits 
and observation of the college supervisor and about being 
graded themselves and giving grades to their pupils (Fuller,
1969; Erickson and Ruud, 1964).
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Erickson and Ruud surveyed ninety home economics student teachers 

In North Dakota before their student teaching experiences to "ascertain 

the type and degree of anxieties they were experiencing." Major Items 
causing anxiety were concern about adequate subject matter preparation, 

evaluation by supervising teachers and college supervisors, and disci­

pline. A control group of teachers with one to two years experience 

was utilized* "The experienced teachers Indicated the same anxieties as 
did the student teachers, but to a lesser degree" (Erickson and Ruud, 
1964).

Fuller*s summarization Is that:

...what we know Is that beginning teachers are concerned 
about class control, about their own content adequacy, about 
the situations in which they teach, and about evaluations by 
their supervisors, by their pupils, and of their pupils by 
themselves (Fuller, 1969).

It Is to be noted that, In fact, the concerns reported were for student 
teachers before student teaching, during student teaching. Immediately 

after student teaching, and, In the case of the British studies, for 
first and second year teachers as well.

Fuller conceded that there were several possible explanations for 
the reported data, and, in order to take those possibilities into ac­

count, small groups of student teachers were observed during their stu­
dent teaching In two separate studies, one relying on counseling semi­
nars which substituted for the usual weekly student teaching seminar, 

and another which relied on written concerns statements. The results 
of the first study indicate that student teachers were "self concerned 

during most of the semester, shifting to more concern with pupils dur­
ing the end of their student teaching." Data from the second study 
were collected Into three categories:
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1. Where do I stand? How adequate am I? How do others think 
I'm doing?

2. Problem behavior of pupils; class control. Why do they 
do that?

3. Are pupils learning? What do I do to affect their gain?
The concerns statements revealed that twenty-two of twenty-nine students 
expressed concerns mainly In the first category; six expressed concerns 

in categories one and two. No repsondents expressed concerns in the 

third category. These results seem to support Fuller's dichotomy be­
tween self-concerns and concern with pupils.

It Is noted that Fuller defined "early concerns" as "the perceived 
problems of student teachers or beginning ln-servlce teacher." All six 
previously published studies which were reviewed above deal with that 
definition. When the results of those studies are dichotomized into 
concern with self and concern with pupils, all six report early concerns 
to be with self and none report concern with pupils. It Is to be re­
membered, however, that choices In at least two of the studies (Thomp­
son; Robinson and Berry) were limited primarily to "self-concerns."

Data from other investigations were also regrouped into the concern 
with self and concern with pupils dichotomy. Studies of first year in- 
service teachers In Indiana and Texas (York, 1967, 1968) revealed that 
at least twice as many concerns were with self as with pupils (in Indi­
ana, at least seventy-eight percent of the reported concerns dealt with 

self).
Several salient points are made by Fuller regarding the six pub­

lished studies, two unpublished surveys, and the Fuller studies of stu­
dent teachers. The first is their agreement on the pervasiveness of 
self concerns as distinguished from pupil concerns. The second is that
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no study reports concerns with:

...Instructional design, methods of presenting subject mat­
ter, assessment of pupil learning, or with tailoring course 
content to Individual pupils, the areas often presented be­
fore student teaching In education courses.

The third point la that there do not appear to be any significant dif­

ferences between pre-service teachers (before, during, and after student 
teaching) and beginning ln-servlce teachers (teachers In their first and 
second years of teaching).

Two studies of expelenced teachers were reported which indicated 
that with teaching experience, the concerns shift away from self to 
more concern with pupils (Gabriel, 1957; Jackson, 1968). Only one study 

reported any shift to pupil concerns at the pre-service level (the 
counseling seminar study). This difference Is explained by differences 
in data gathering, the increased number of time samples, and the open- 

ended nature of the discussion.
Fuller believed that "concerns can change over preparation." She 

has posited a developmental conceptualization involving three phases. 

This conceptualization Is reported above..
This theory of teacher concerns was refined in later writings by 

Fuller and Bown (1975). In their discussion of the pre-service experi­
ences of becoming a teacher, Fuller and Bown posit three "stages," or
clusters of concerns termed survival, mastery, and Impact. Each "stage"

*

deserves further elaboration.
Survival concerns focus on:
...one's adequacy and survival as a teacher, about class con­
trol, about being liked by pupils, about supervisors' opinions, 
about being observed, evaluated, praised and failed. These 
are concerns about feelings, and seem to be evoked by one's 
status as a student. Pre-service teachers have more concerns 
of this type than In-service teachers.
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Mastery concerns center about the teaching situation, and are:

...concerns about having to work with too many students or 
having too many non-instructional duties, about time pres­
sures, about inflexible situations, lack of instructional 
materials, and so on. These frustrations seem to be evoked 
by the teaching situation. In-service teachers have more 
concerns of this type than pre-service teachers.
Impact or pupil concerns are:

...about recognizing the social and emotional needs of pupils, 
about the inapporprlateness of some curriculum material for 
certain students, about being fair to pupils, about tailoring 
content for individual students, and so on. Although such 
concerns cluster together, they are expressed by both pre­
service and in-service teachers. This may be because such 
are associated with characteristics which cut across experi­
ence or because in-service teachers feel such concerns more 
while pre-service teachers express more concern about every­
thing than do ln-servlce teachers.
The sequence of concerns usually involves a period of pre-teaching 

concerns involving concern with students; i.e., themselves. Such con­
cerns are usually unrelated to teaching. Experiencing actual teaching, 

however, "radically" changes the concerns of pre-service teachers (Ful­

ler, 1969; Fuller and Bown, 1975), and they are then concerned about 
survival issues. Teaching situation concerns are added to the self­
survival concerns, and Fuller and Bown note that "these are still con­

cerns about their own performance, their teaching performance, not con­

cerns about pupils and their learning." Concern about pupils or impact 
concerns may be present in pre-service teachers, but Fuller and Bown 
note that:

...they may be unable to act on these concerns. Flooded by 
feelings of Inadequacy, by situational demands and conflicts, 
they may have to lay aside these concerns until they have 
learned to cope with more urgent tasks, such as being heard 
above the din.

This last stage is not Inevitable:
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In the third stage, the teacher may either settle Into stable 
routines and become resistant to change or else may become 
consequences-oriented: concerned aobut her Impact on pupils
and perhaps responsive to feedback about herself.

Several unanswered questions are raised by Fuller (1969) and Fuller
and Bown (1975).

Do the groupings represent actual stages or only dusters? Are

they distinct or overlapping? Do teachers teach differently or are they
differentially effective in different stages? Fuller and Bown note that

the groupings "have been described mainly in terms of what the teacher
is concerned about rather than what she is actually accomplishing.11
Whether or not these are discrete stages, it is maintained that the
labels do represent clusters of concerns. Other questions posed by
Fuller include:

Is the sequence complete and correct? Are there higher or 
lower phases? Is the concern a function of the individual, 
the situation, or both? Do individuals as well as groups go 
through these phases? Can some people skip a stage or be in 
more than one stage at the same time? Can a person regress 
to an earlier phase? If an experienced teacher does regress 
to an earlier phase, does s/he go through the earlier phase 
more quickly than does an inexperienced teacher? Are general­
izations to groups other than classroom teachers warranted?
Are concerns really related to teaching behavior, teaching 
competency, or pupil learning? Are the concerns manipulable 
...can concerns be directed toward concern with pupils?
(Fuller, 1969)
Hall and Jones (1976), relying on Fuller's research, believe that 

"the concerns are often predictable." The sequence in which they nor­
mally progress is as follows:

Phase I —  Concerns about Self
Level 0 —  Concerns unrelated to teaching 
Level 1 -- Concerns about self as a teacher 

Phase II -- Concerns about Task 
Level 2 —  How adequate am I?
Level 3 —  How do my pupils feel about me?
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Phase III —  Concerns about Impact
Level 4 — * Are they learning what Ifm teaching?
Level 5 —  Are they learning what they need?
Level 6 —  How can I Improve as a teacher?

(Hall and Jones, 1976)
Briscoe (1972) studied the professional concerns of first-year se­

condary teachers in selected Michigan public schools. Professional con­

cerns were identified and related to eleven variables. Briscoe found 
no significant differences in expressed professional concerns among 
first-year secondary teachers with respect to eight of the variables, 
but did find significant differences with respect to three: with vary­

ing ages, with varying average faculty ages, and with varying frequen­
cies of enrollment in college graduate courses.

Briscoe's subjects were asked to examine fifty-one possible con­
cerns and note the degree to which each had been a concern at the begin­
ning of the year and the degree to which each was a concern late in the 
school year. The areas of greatest concern for the population at the 
beginning of the year were (in order of frequency):

1. Keeping order in my classes
2. Providing instruction for slow learners

3. Having adequate instructional materials available
4. Dealing with "troublesome" students
5. Finding appropriate instructional materials 

Items of greatest concern at the end of the year were:
1. Providing instruction for slow learners
2. Organizing instruction for the year

3. Having adequate instructional materials available
4. Determining students' academic needs
5. Finding appropriate instructional materials
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Briscoe noted that "four of the five concerns reflected problems of . 

classroom management/discipline, or knowing students."

Briscoe also found that the two greatest sources of help In re­
solving concerns of first-year teachers were their undergraduate teacher 

education programs and fellow teachers. These two sources of help far 
outweighed the other possible sources of help.

Summary

Literature has been reviewed in the areas of current and histori­
cal trends in teacher education, conceptualizations of follow-up stud­
ies, and the concerns of beginning teachers. This review provides a 
further conceptual framework in which to consider the findings of this 
study.

Teacher education in the United States has been characterized by 
emergent growth, although in the past seventy years, certain features 
have remained relatively static. Alternative programs have attempted 
departures from the past, and have been characterized here according to 
features of increased personalzlatlon, increased field-centeredness, 
an expanded conceptual base of the role of the teacher, or a narrowed 

focus which is designed to serve a particular clientele. Problems of 
evaluation in such programs have been described and delineated.

Follow-up studies of teacher education programs have, until re­
cently, been confined to questionnaires to graduates. While almost all 
institutions place value on the follow-up process, fewer than half of 
the institutions in a national study engaged in the process. Recently, 

efforts have been made to expand the conceptual bases of such studies 
to include descriptions of the life-space of first-year teachers, and
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methodologies Involving direct observations have been utilized. Three 

concepts of evaluation were described as models for conducting follow- 

up studies of teacher educalton, with particular attention paid to the 
goal assessment model described by Robert Stake.

Studies of the concerns of beginning teachers were reviewed, with 
the emphasis directed at the work of Frances Fuller and her associates. 
Fuller has posited a developmental conceptualization of teacher con­

cerns, In which beginning teachers pass through levels of concern mov­
ing from concerns with self and toward concerns about students and their 
needs. A review of the Briscoe research, which was a major Influence on 
this study, was also Included.



CHAPTER III

THE SECONDARY EDUCATION PILOT PROGRAM

This chapter focuses on the Secondary Education Pilot Program.

The chapter will be organized around four topics: a program descrip­
tion* an historical framework* prior research and studies* and a dis­

cussion of the program characteristics which lead the researcher to 
believe that there may be differences between the concerns of SEPP 
graduates and other beginning teacherB. It is to be noted that changes 

in the structure and content of the program have been implemented In 
the time since the subjects were enrolled in program components. This 
study describes* however* program features and components In existence 
at the time the subjects were enrolled.

Part I: Program Description
The Secondary Education Pilot Program at Michigan State University 

Is a four-year alternative program for students preparing to teach in 
high schools or junior high or middle schools. The program Is composed 
of twelve sequential courses in which students participate In profes­
sional development activities every term they are In residence at the 

university.
Field experiences are tied to on-campus Instructional activities 

which compose the "courses" of the program. A description of these 
courses is found In the student handbook which follows as Appendix A.
In addition to these courses and accompanying field experiences* the

39
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program features small advisement groups meeting at least six hours 

every term and which provide opportunities for sharing and reflection, 
a week-long leadership training laboratory focusing on problem solving 

in classroom and Interpersonal settings, and a "mindbender" program in 

which students are required to read and discuss one book or its equiva­
lent concerning a current educational topic each term outside the regu­
lar program requirements, these experiences beyond formal classroom 

instruction are designed to serve integrative functions, tying together 
the on-campus instruction, field experiences, subject area preparation, 
and personal and professional concerns. A chart outlining the scope 
and sequence of activities is shown below in Figure.1.

SEPP offers features which are designed to form a holistic pro­

gram. The current SEPP student handbook lists the following advantages 

to students:
1. A continuous blending of professional development, subject 

area study, and viable field experience.
2. Extensive field experience (at least twice that of most other 

programs), and wider variety of contacts with young people.

3. Deliberate experience with adolescents in informal and non­
school settings.

4. A regular staff of professional educators working with stu­
dents in all phases of the program, including the clinical 
experience modules. The same staff who work with students 
early in the program continue with them throughout, and 
supervise these students in field components.

5. Systematic professional and personal advisement, supplementing 
that offered by the student's academic major department and 
residence hall staff.

6. A coherent program, spanning four years (twelve terms) of 
growth and development aimed at excellence in career prepara­
tion (Corl, 1975)
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Part II: Historical Framework

The Secondary Education Pilot Program had its beginnings in a pro­

posal written by Dr. Sam Corl in summer, 1971. In his rationale far 

beginning such a venture Corl cited several problems in the current 
secondary teacher education program at Michigan State University. 

According to Corl, these problems were, briefly stated:
...lack of continuity in the present program, lack of focus 
expressly for the secondary teachers, lack of substantial 
and meaningful field experience alternatives, and lack of 
conscious direction, control and advisement on the part of the 
Department of Secondary Education and Curriculum (Corl, 1971).

Corl then proposed an experimental program for secondary pre­
service teacher education whose goal was "diversity," and which was

...designed to help each student discover the best teaching 
and Interaction style for him, and to produce an optimum 
set of different teachers each skilled in his or her own 
style and the behaviors appropriate to that style (Corl,
1971).

Corl's other goals for the proposed program included "vigorous inquiry, 

meaningful real experiences, and intellectual excellence and honesty" 

(Corl, 1971).
Corl then proceeded to describe general goals and more specific 

objectives for the program. The basic philosophical orientation out­
lined in the proposal became essentially the list of "Underlying Pro­
fessional Assumptions" found in the student handbook, Appendix A of 
this study. Corl's 1971 proposal also included a description of pro­
gram experiences and sections on the selection of students and evalua­

tion.
The evaluation model proposed by Corl for the experimental program 

was that first described by Robert Stake (1967). The model called for
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no comparisons to the existing program, but rather comparison of 

actual antecedents, transactions and outcomes to those which were in­
tended. According to Corl, the model was more congruent with the 
underlying philosophy of the program as an alternative program and with 

the absence of any intent "to imply that the finished product of this 
teacher education program can be defined in behavioral terms" (Corl,

1971).
Corl's proposal was approved through the University's u b u s I  se­

quence of committees and hearings in the spring of 1973, and authoriza­
tion was given for a first class to be admitted in the fall of 1973.

Glghty-three students were admitted to the Secondary Education 

Pilot Program in the fall of 1973. Forty of that group had completed 
the program at this writing. Since that time, others have been ad­
mitted, eighty-two in 1974, forty-six in 1975, and forty-five in 1976. 

Table 1 below provides further data.

Table 1
Students Entering and Exiting SEPP by Reason

1973 1974 1975 1976 TOTALS
Admitted 83 82 46 45(1) 256
Career Change(2) 25 32 16 7 80
Left University 11 11 11 8 41
Program Conflict(3) 4 11 4 5 24
Completed Program 42 27 0 0 69
Remaining in Program 1 1 15 25(1) 42

^his figure includes fifteen students who were admitted in 1976 who 
were sophomores. These students "doubled up" the freshman and sopho­
more years of SEPP and nine are scheduled to graduate in 1979.
2This figure includes those who changed their majors to elementary or 
special education.
The most common program conflicts are with women's intercollegiate 
athletics and theater. Students in these programs often find con­
flicts in emphases which remove them from SEPP.
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Part XII; Prior Research and Studies of the Program
Research on the Secondary Education Pilot Program was conducted by

Norris in 1975 and published in 1976. Norris' purpose was
...to identify and generally describe the freshman and 
sophomore students who were actively enrolled in an alterna­
tive secondary teacher education program at Michigan State 
University (Norris, 1976).

Her Intent was to "provide descriptive data from which baseline infor­

mation could be developed for further research." Norris' research 
centered on the two classes currently enrolled in the program.

According to Norrist
This study, descriptive and exploratory in nature, has not 
purported to be hypothesis testing; neither has it been 
designed to produce unquestionable conclusions for the 
most part. The intent was to provide descriptive data 
from which baseline information could be developed and 
further researched. The potential of hypothesis gener­
ating was not limited, rather it was perceived to be 
optimal and applicable to both processes and products of 
the teacher education program.

This is cot to suggest that firm findings cannot be drawn 
from the data. Such findings should be considered as 
generalizations from which hypotheses for further study 
may be generated.
In summary, the data suggest that the following findings 
may be drawn:
1. SEPP students are not significantly different from 

non-SEPP students with respect to their attitudes, 
beliefs, perceptions, basic personality character­
istics, and socio-economic backgrounds.

2. Both SEPP and non-SEPP students are not significantly 
different from other college-age students nationwide 
with respect to their attitudes, beliefs, and basic 
personality characteristics.

3. Both SEPP and non-SEPP students are similar to other 
practicing teachers described in the literature in 
terms of their socio-economic backgrounds.
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4. SEPP students do noe appear to have the degree of com­
mitment to becoming and staying teachers to the same 
degree as do the non-SEPP students*

5. SEPP and non-SEPP students generally perceive the uni­
versity community to be helpful to them. Students 
studied chose to stay at Michigan State University 
partially for this reason (Norris, 1976).

An external review and evaluation committee was formed by the Col­
lege of Education in the spring of 1976. Its charge was to evaluate 
the Secondary Education Pilot Program "...stating both strengths and 

weaknesses...(and) a recommendation for continuance of the program."
The committee issued its report in June of 1976, and based its summary 

on an Intensive interview with the program director, an assessment of 

material utilized in the program, and responses to a questionnaire sent 
to those students currently enrolled in SEPP. The report of the com­
mittee was delivered to the Chairman of the Department of Secondary 

Education and Curriculum on June 15, 1976.
Among the strengths of the program reported by the committee were:
1. The program is an alternative and thus seems to fill a need 

for such alternatives in teacher education.
2. There is a well-defined philosophy to the program which fits 

well with its action model. Theory and task seem to be well- 
mated.

3. The hard and devoted work of a small staff is an asset.
4. The counseling function with respect to professional and 

career goals is outstanding.
5. The program seems to be on the "cutting edge" of placing a 

priority on the organic triad of "academic-student teaching- 
clinical experience."

6. Currently enrolled students expressed "overwhelming satis­
faction" with the program.
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Among the weaknesses reported were:

1. A lack of communication within the university community about 
the "existence, goals and intents of SEPP."

2. Some weakness In lntra-program communication.*

3. A need for more extensive contact with "University faculty 
serving as subject matter specialists."

4. "Shakiness" on the part of the entire operation, "no doubt 
due to the 'year-by-year' operation of the enterprise."

The committee recommended continuation of the pilot program In

order for the first class to complete the full program cycle, and that

another freshman class be recruited to begin the fall quarter of 1976.
The committee also recommended that:

...resources be allocated for personnel to conduct a 
rigorous and systematic evaluation of the SEPP with 
results of such an evaluation utilized to make a final 
'go/no-go* decision on continuation of the program 
(Little, Wagner, and Schweitzer, 1976).

It is to be noted that a fourth class was admitted to the program in 

the fall of 1976, in light of this committee's findings.
A second evaluative effort took place in the fall of 1976. Inter­

views were conducted of students enrolled in SEPP:
...in an effort to ascertain the expectations, attitudes, 
learned abilities, contacts with school-age young people, 
and commitments to teaching of these students acquired 
through their association with SEPP.

As a result of twenty-two interviews, two documents were produced

concerning reported results of the interviews and the interviewer's
"informal evaluation and lnterpretion of interview" (MSU, 1976).

The interviewing instrument consisted of twenty-three open-ended

questions drawn up primarily by the staff of the program, to which
several areas were added by the Institute for Research on Teaching.

The interviews were conducted by an outside interviewer, a member of
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the staff of the Institute for Research on Teaching, and all of the 

Interviews were recorded. The open-ended nature of the questions made 
It difficult to summarise findings neatly, but some of the pertinent 

clusters of responses follow.
The decision to become a part of the Secondary Education Pilot 

Program seemed to be related to the opportunity for early exposure to 
students and to the opportunity for more field work than would normally 

be available through the regular teacher education program. Host 

respondents indicated that they were either somewhat or seriously 

interested In becoming teachers at the time they became program mem­

bers; and for nearly all, their commitment to teaching greatly In­

creased during the time that they were members of the program.
Initial expectations centered about the opportunity for early 

field work and contact with school-age students. Another cluster of 
expectations dealt with the opportunity for career declslon-maklng.
For the majority of respondents, their Initial expectations were 
satisfied by their involvement with the program.

Particularly positive experiences in the program centered once 
again on contact with school-age students. Other positive experiences 

Included the personalized nature of the program, and contact with the 
staff.

When queried about doubts about themselves, the profession and 
their preparation, respondents primarily discussed the realities of the 
job market and questions about finding a teaching position. Other 

doubts mentioned frequently enough to be categorized as clusters in­
cluded doubts about their major areas, their abilities to transmit
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their knowledge, and doubts about fitting into an existing structure of 

a school or school system. The beginning sessions of the program, 

particularly the first term, were remembered with more negative feelings.

Positive feelings about the self, the profession, and preparation 

heavily focused on commitment to people and to students. Other positive 

feelings were expressed about perceiving themselves to be competent 

and feelings of being well-prepared through their Involvement with the 
program. Respondents attributed the helpful advisory relationship of 
the SEPP staff to be supportive and particularly helpful.

Asked to describe the program to someone who might be unfamiliar 

with it, respondents chose to describe it primarily in terms of the 
amount of early and continued field experiences, its experimental 
nature, and the opportunity for early career decision-making. Men­

tioned most frequently as a specific new knowledge or skill acquired 
while members of the program were skills in Interpersonal communica­
tion, adolescent and developmental psychology, teaching methods, and 

learning theories (MSU, 1976).
The comments by the Interviewer about the instrument and the re­

sponses generally dealt with the fact that the instrument was devised 

by the SEPP staff, and the possible resulting bias in responses.
However, the interviewer felt that most of the responses were sincere 
and honest. The interviewer noted that many of the respondents com­
pared their past and current experiences with the program to the ex­
periences that students in the regular program have, and pointed to 
this comparison as an area for further study. The interviewer noted 
that the students "Interviewed seem to have a realistic picture of the 
job market today for teachers." The interviewer concluded:



49

I think that SEPP Is a teacher education program of 
significant value. It seems to engage In a great deal of 
self-examination and has the structures to prevent decay.
Greater demands are placed on students directly pertaining 
to teacher education In SEPP, but virtually every student 
interviewed felt that In the final analysis, and given the 
opportunity, they have the desire to be good, effective 
teachers (MSU, 1976).

A third external evaluative effort commenced In the fall of 1976. 
The charge of that evaluative committee was the evaluation of SEPP and 

a focus on the questions:
1. Should SEPP be continued?
2. If continued, what are the basic needs?
3. If continued, what are the needs to make an outstanding

effort?
The committee utilized interviews with SEPP students and staff, inter­

views with field supervising teachers, Interviews with MSU senior 

faculty, an examination of instructional materials utilized In SEPP, 
and an examination of the Norris research. The committee issued its 

report in December, 1976.
Strengths of the program cited by the committee included its In­

herent philosophy, its emphasis on field experience and human relations,

and the enthusiasm of the staff and students. Weaknesses cited in-
cuded: .. .

...lack of a systematic exposure to the literature and 
methods of specific teaching disciplines, Isolation 
from and a lack of communication within the College of 
Education, a small staff, a feeling that substantive 
materials In educations...may be downplayed, the P-N 
grading system, "grandiose" objectives, and the need 
for better articulation of the philosophy.
The committee's recommendation was that "the SEPP should be con­

tinued as an alternative program for secondary school teacher educa­

tion." The committee also noted the difficulty in examining the
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program s t r u c t u r e  a p a r t  from i t s  p r e s e n t  s t a f f ,  and recommended th e  f o r ­

m a t ion  o f  an a d v i s o r y  com m it tee  and g r e a t e r  u t i l i z a t i o n  o f  e x i s t i n g  

c o u r s e s  in t h e  c o l l e g e  a t  l e a s t  t o  supp lem en t  SEPP ( J u l o a ,  L a n c a s t e r ,  

L i t t l e ,  Hanson,  and Wagner,  1976.)

The d i r e c t o r  o f  t h e  program responded  to  t h e  r e p o r t  o f  t h i s  e v a l u a ­

t i o n  team in a l e t t e r  t o  t h e  d e p a r tm e n t  c h a i r m an .  Among h i s  major  

p o i n t s  w ere :

t .  SEPP s h o u ld  be viewed h o i i s t i c a l l y  as  a p rog ram . The 
s t a f f  f e l t  t h a t  t h r e e  components  o f  th e  program s e r v e d  
i n t e g r a t i v e  f u n c t i o n s  to  t h i s  end ,  t h o s e  be ing  th e  
smal l  a d v i s e m e n t  g ro u p s ,  t h e  l e a d e r s h i p  t r a i n i n g  l a b o r a ­
t o r y  and th e  "m lndbender"  program.

2. The s t a f f  o f  SEPP has v a r i e d  and has  in c lu d e d  e l e v e n  
i n d i v i d u a l s .  The d i r e c t o r  p o in t e d  o u t  t h a t  "SEPP r e ­
f l e c t s  a t  l e a s t  a s  wel l  ou r  d i f f e r e n c e s  a s  o u r  homo- 
gene  I t y .

3.  The o b j e c t i v e s  d e s c r i b e d  by th e  e v a l u a t i o n  team as  
" g r a n d i o s e "  shou ld  a lw ays  be viewed as  in  p r o c e s s ,  n o t  
a s  s t a t e m e n t s  o f  f i n a l  c o n d i t i o n s  o r  t e r m in a l  r e s u l t s .

h. The demands on SEPP s t u d e n t s  exceed  t h o s e  In the  r e g u l a r  
program, b u t  SEPP s t u d e n t s  g e n e r a l l y  a g r e e  t h a t  t h e  
e x t r a  work Is  "w or th  I t . "  The d i r e c t o r  s t a t e s ,  "We 
c o n s i d e r  t h e  academ ic  q u a l i t y  o f  ou r  program t o  be w e l l  
above th e  norm, b u t  our  mode o f  o p e r a t i o n  a s  a p redom i­
n a n t l y  i n d u c t i v e  p r o c e s s  may make t h a t  more d i f f i c u l t  
t o  o b s e r v e .

5 .  The SEPP s t a f f  i s  f r u s t r a t e d  by I t s  I n a b i l i t y  to  e s t a b ­
l i s h  e f f e c t i v e  working  r e l a t i o n s h i p s  w i t h  o t h e r  d e p a r t ­
m e n t s ,  b u t  a r e  s e e k in g  s o l u t i o n s  t o  t h i s  m a t t e r .

The s t a f f  recommended t h a t  "SEPP be m a in t a in e d  as  a r e g u l a r  a l t e r n a t i v e

program" and proposed  s e v e r a l  s t e p s  to  a l l e v i a t e  problem a r e a s  ( C o r l ,

1977.)

The d e p a r tm e n t  cha i rm an  recommended c o n t i n u a t i o n  o f  SEPP. He e n ­

d o rsed  t h e  s t r e n g t h s  o f  th e  program and s t a t e d  t h a t  th e  w eaknesses  "me­

r i t e d  c o n s i d e r a t i o n , "  and o f f e r e d  v a r i o u s  rem ed ies  t o  t h e s e  p rob lem s .
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The chairman urged that the Director's letter (above) by given serious 

consideration In any deliberations (Gross, 1977).

It Is to be noted that the College of Education did not act on the 
findings of the committee, the program director, or the department chair­
man. No new classes have been admitted to the program since the fall 
of 1976.

Part IV; Program Features

There are several features of the Secondary Education Pilot Program 
which lead the investigator to hypothesize differences In the concerns 

of first-year teachers who are graduates of the program. Such features 
of the program Include its emphasis on self-study and self-evaluation, 

early and continued field experiences, the personalized nature of the 
program (including staff advisement, supervisory and counseling func­

tions), emphasis on individualization, and the Inductive nature of the 
program. While the features will be discussed separately, the features 
are intertwined and Integrated throughout the program.

A decided emphasis on self-analysis and self-evaluation begins 

early in the program. Students examine their own beliefs and values 
toward teaching as a career in the first term seminar and such self- 
study is an integral thread continuing throughout the program. In self- 
report evaluations at the end of each term and through journals which 
are maintained throughout the program, students are asked to evaluate 

their own growth and skill development in light of the program goals as 
well as their own personal goals. Special emphasis is given to the 

self-as-teacher component in the first two years of the program, and 
then once again in the final year. Such an emphasis on the self In the 
pre-service program may serve to resolve some of the concern with self
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that normally preoccupy the first-year teacher, as evidenced by the Ful­

ler research.
Early and continued field experience may also aid In resolving con­

cerns about the self In the teaching role. SEFP students have deliber­
ate contact with school-age youngsters as early as the freshman year, 
and by the beginning of the junior year, have accumulated nearly four 

hundred hours of contact with students In formal or Informal educational 
settings. Contacts with youngsters (built Into the program) Include a 
camping weekend with secondary school students, workshops, employment 

in camp or recreational settings, part- or full-time school Internships, 
tutoring, Interviewing for action research, and leadership of extracur­
ricular school activities or out-of-school service or social groups.

The average number of contact hours with students was approximately 
fifteen hundred for the first graduating class, with some students ac­
cumulating as many as four thousand hours. Such contacts were designed 
to alleviate fears of first-year teachers, especially when compared to 
first-year teachers whose only field experience was through a single 
term of student teaching.

Personalization in the program takes several forms and each form 
may have Impact on the first-year teachers' concerns. Personalization 
In the program occurs in the personal relationship between staff and 
students and among the students themselves.

The staff of the program has remained relatively stable, with three 
staff members working with the first graduating class for the entire 
four years, and two staff members working with them for three years. 
Staff members serve as advisors to the students, are responsbile for 
major portions of Instruction, supervise clinical and field experience,
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and function In a personal counseling capacity when necessary. Small 

advisement groups which meet for six hours per term allow for additional 
contact and communication.

The small advisement groups served the added function of Increased 

personal contact and communication between students In the program. 
Students met on a regular basis, six hours per term, with their peers to 
discuss educational Issues, experiences, and personal and professional 

concerns* Such sharing enables students to be exposed to more than 

their own concerns and experiences, and to be able to deal with such 
matters. Concerns which might normally have arisen in the first year 

of teaching may be at least anticipated and partially resolved In this 
way. Such extended personal contact between staff and students not only 
may have presented a model of teaching which emphasized concern for stu­

dent growth, but may have represented a means, at least partially, to 

resolving students' concerns as they arose as well.
The program Is individualized where that is necessary and appro­

priate. While most students share common experiences, individual cir­
cumstances in many cases necessitated the development of individualized 

study programs. Certain students, for example, substituted courses In 
the College of Education to meet SEPP requirements, or developed inde­
pendent study courses to better suit their needs. Students, with staff 

advisement, often largely set their own agendas for growth following 
Intern or clinical experiences. This was especially notable following 
the full time clinical Internship in the junior year, after which stu­

dents both individually and as a group set their own agendas for the 
course Advanced Workshops in Secondary Education. It is believed that 
such an individualized approach may have served to meet, and at least



p a r t i a l l y  r e s o l v e ,  c e r t a i n  co n ce rn s  which o t h e r w i s e  would have c a r r i e d  

ove r  i n t o  th e  f i r s t  y e a r  o f  t e a c h i n g .

The Secondary Educa t ion  P i l o t  Program may be d e s c r i b e d  as  an 

e x p e r i e n c e - b a s e d  program, a s  d i s t i n g u i s h e d  from a pe r fo rm an ce -b ased  p r o ­

gram o r  model. The i n s t r u c t i o n a l  s t a f f  d id  n o t ,  a s  a r u i e ,  s e t  p e r f o r ­

mance o b j e c t i v e s  f o r  s t u d e n t s .  R a t h e r ,  s t u d e n t s  were  encouraged  and 

asked to  " s e t  t h e i r  own pe r fo rm ance  s t a n d a r d s  as  an ou tg ro w th  o f  t h e i r  

own e x p e r i e n c e s , "  and c o n s t a n t l y  " t o  r e v i s e  th o se  g o a l s  in l i g h t  o f  f u r ­

t h e r  r e c o n s t r u c t i o n  o f  e x p e r i e n c e "  ( C o r l ,  1976)- I t  is  to  be noted  t h a t  

in th e  few c a s e s  where s t u d e n t s  were  n o t  s u c c e s s f u l  In t h e i r  own goal 

s e t t i n g ,  f u r t h e r  s t a f f  gu idance  a n d / o r  i n t e r v e n t i o n  was n e c e s s a r y .  Th is  

i n d u c t i v e  model o f  l e a r n i n g  is  c e r t a i n l y  an im por tan t  f e a t u r e  o f  th e  

program. Because s t u d e n t s  a r e  encouraged  to  i d e n t i f y  and b e g in  to  r e ­

s o lv e  co n ce rn s  on an o n -go ing  b a s i s ,  such an emphas is  may produce  d i f ­

f e r e n c e s  in the type  of c o n ce rn s  e x p re s s ed  by f i r s t - y e a r  t e a c h e r s  who 

a r e  g r a d u a t e s  o f  t h i s  program and f i r s t - y e a r  t e a c h e r s  who a r e  g r a d u a t e s  

o f  programs where t h i s  does  not o c c u r .

These  s e v e r a l  f e a t u r e s  o f  the  program have p o s s i b l e  consequences  

f o r  the  conce rns  o f  f i r s t - y e a r  t e a c h e r s .  Such f e a t u r e s  may have se rv ed  

a s  a modeling o f  conce rn  ab o u t  s t u d e n t s  and t h e i r  g row th ,  a s  w e l l  as  

hav ing  s e rv ed  to  r e s o l v e  o r  p a r t i a l l y  r e s o l v e  c o n ce rn s  t h a t ,  w i t h o u t  

t h e s e  f e a t u r e s ,  m ight  no t  have  developed  u n t i l  sometime d u r in g  the  

f i r s t  y e a r  o f  t e a c h i n g .

Th is  s tudy  r e p r e s e n t e d  a p a r t  o f  c o n t i n u i n g  e v a l u a t i o n  o f  the  Se­

condary  Educa t ion  P i l o t  Program,  and c o n c e n t r a t e d  on e x i t  b e h a v i o r s  o f  

I t s  g r a d u a t e s  In terms o f  t h e i r  c o n ce rn s  a s  f i r s t - y e a r  t e a c h e r s  as  well  

a s  on t h e i r  p e r c e p t i o n s  o f  th e  p ro g r a m 's  s t r e n g t h s  and weaknesses  tn
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preparing them for their first year of teaching. The study Is consis­
tent with the St*ake evaluation model proposed when the program was ini­

tiated, although interim steps In the evaluation process were not dili­
gently pursued due to a lack of resources allocated for these processes.

This chapter Included a description of the Secondary Education 
Pilot Program, an historical framework, prior research and studies of 
the program, and a description of program features which may have been ’ 
instrumental in arousing and/or partially resolving concerns about 
teaching. This chapter added to the conceptual framework presented In 
Chapters I and XX of this study.

The Secondary Education Pilot Program (SEPP) Is a four-year alter­
native teacher education program at Michigan State University designed 
for undergraduates preparing to teach in junior or senior high schools. 
Twelve sequential courses, small advisement groups, a "mlndbender" 
reading program, an off-campus leadership training laboratory, and mo­

dules of continuing field experiences comprise the program, and students 
participate in professional development activities each term they are 
in residence at the University.

The program was initiated with the enrollment of the first class In 
the fall of 1973, having Its conception with a lack of satisfaction 
with the existing program. The attrition rate has exceeded fifty per­
cent, with most of those exiting the program having made a change In 
career plans or leaving the University.

Prior research on the program was conducted by Norris in 1976 when 
the program had been in existence for two years. Her study was designed
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to provide baseline (antecedent) data about the program In accordance 

with the evaluation model described by Stake and endorsed by Corl as 

appropriate to this program. Norris found that the students In SEPP 

were not significantly different from non-SEPP students on a number of 

measures, Including attitudes, personality characteristics, socio­
economic backgrounds, beliefs, and perceptions. The only major differ­

ence was In the lesser degree of commitment that SEPP students held to 
becoming and staying a teacher.

Evaluative studies of the program conducted by external committees 
were also reviewed. All of the committee evaluation reports cited In­
dicated general participant satisfaction with the program, especially 

regarding field experiences. The committee reports cited weaknesses in 
the program operation, but made recommendations that the program be con­
tinued as an alternative path to certification. It Is noted that this 

recommendations for continuation was not acted upon by the university, 
and no new classes have been admitted since 1976.

Several features of the program were described which led the re­

searcher to hypothesize differences in the concerns of first-year 
teachers who were program graduates from the concerns of beginning 
teachers studied by others reviewed in this study. Those features were 

an emphasis -on self analysis and self evaluation; early and continued 

field experience; the personalized nature of the program, which in­
cluded staff instructional, supervisory and counseling functions; em­
phasis on individualization; and the inductive nature of the program. 

Such features will be related to the findings, where appropriate, in 
Chapter VI.



CHAPTER IV 

DESIGN AND PROCEDURES

The purpose of this study was to describe the concerns of first- 
year teachers who were graduates of the Secondary Education Pilot Pro­

gram at Michigan State University and to discuss those concerns In re­

lationship to their undergraduate teacher education program. The In­
tent of this chapter Is to describe the research design used In this 
study, and to detail the procedures utilized In the selection of in­
struments, and In the collection, compilation, and treatment of the 

data. Included In this chapter Is a description of the subjects stud­

ied, a discussion of the instruments utilized, and a delineation of the 

procedures followed In the collection, compilation, and the treatment of 

data, and a statement of the hypotheses which were tested.

Selection of Subjects 

The subjects for this study were those graduates of the Secondary 
Education Pilot Program at Michigan State University who were employed 

as full-time teachers during the 1977-1978 school year, and who re­
sponded to a questionnaire survey dealing, with teacher concerns. All 
subjects had completed the requirements for Michigan provisional 

teacher certification through the auspices of the Secondary Education 
Pilot Program. Excluded from the study were those graduates of the 
program who were not employed on a contractual basis with a public, 
parochial or private school. Therefore, substitute teachers and 
persons engaged in activities other than teaching were excluded from 
this study.

57



58

In keeping with the program evaluative model proposed by Corl, no 

direct comparisons were made between graduates of SEPP and any other 
teacher education program..

All SEPP graduates who were in their first year of teaching were 
Identified from records maintained by the Secondary Education Pilot Pro­

gram. Twenty-one first year teachers were mailed a survey question­
naire on May 18, 1978. Nineteen responses were received by June 1, 1978, 
exceeding the seventy-five percent response rate criteria which was es­

tablished at the onset of the study. Further efforts to gain responses 
from the other two teachers were not successful.

All subjects received their Michigan provisional secondary teacher 
certification in 1977, and all had completed all phases of the Secon­

dary Education Pilot Program at Michigan State University. The subjects 
were composed of four male and fifteen female first-year teachers, all 

between twenty-two and twenty-four years of age. The nineteen subjects 
were employed in nineteen different school districts, fifteen in Michi­
gan and four out-of-state. Three subjects taught in private or paro­
chial schools, the remainder in public school settings. Eight respon­
dents were chosen at random to be Interviewed. The interviewed subjects 
included one male and seven female first-year teachers. Six of those 
interviewed taught in Michigan schools and two in Illinois. All but one 
of those interviewed were returning to the same school district next 
year. The one who was not returning had secured employment in a nearby 
district after financial pressures had caused her previous position to 

be elminated.
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Instrumentation

This study was conducted In two phases, the survey questionnaires 
and the interviews. Each will be discussed below in terms of its ob­

jectivity, development, and design.

The Survey Questionnaire

The objectives for the survey were to:
1. Gather descriptive and demographic information.

2. Determine the degree of concern the subjects felt about 
fifty-five potential problem areas at the beginning of 
the school year and late in the school year.

3. Determine what sources/resources were perceived as most 
helpful In resolving concerns In several areas.

4. Gather:
a. Perceptions about concerns which were not included 

In the survey.
b. Perceptions about components of their undergraduate 

teacher preparation that the subjects deemed useful 
in either identifying or resolving concerns.

c. Perceptions about the effectiveness of their entire 
undergraduate teacher preparation program.

d. Suggestions for Improving teacher education programs.

Identification of Variables. Decisions about variables to be used 
were made after reviewing the literature and related studies and con­
versations with public school teachers, students, and university staff. 

The variables used were:
1. Demographic and descriptive information about the subjects:

a. Grade(s) taught
b. Grade(s) subject would choose to teach
c. Number of classes taught In major field of study
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d. Number of classes taught in minor field of study

e. Average class size

f. Number of in-service programs attended In 1977-78
g. Number of college courses taken In 1977-78

h. Average age of faculty In building
1. Type of community

j. General satisfaction with undergraduate teacher edu­
cation program-

k. Amount of experience with school-age youngsters
while an undergraduate

1. Location of experience with youngster (school,
camp, etc.)

m. Commitment to teaching

n. Desire to return to teaching next year
2. The degree of concern held by subjects at the beginning

of the year and at the end of the year In fifty-five
areas representing Fuller's six levels of concern:
a. Self-adjustment and acceptance in the school setting

b. Self-adequacy
1) Classroom management
2) Subject area

c. Motivation for student behavior and teacher-student 
relationships

d. Evaluation of students' learning of what is taught
e. Evaluation of students' learning what they need
f. Self-evaluation and improvement of instruction

3. Identification of sources which were helpful in the 
areas of:

a. Classroom management
b. Evaluation of student learning
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c. Planning for instruction

d. Grading students
e. Adjusting to the job

f. Evaluating one's own teaching

8* Dealing with parents
h. Teaching subject area

1. Finding Instrucltonal material

j. Improving one's own teaching
A. Feedback chat subjects could give to university staff by:

a. Identifying concerns not mentioned on other parts 
of the questionnaire

b. Specifying components of their undergraduate teacher 
preparation program that were especially helpful In 
resolving concerns

c. Evaluating the effectiveness of their entire under­
graduate teacher preparation program in preparing 
them for teaching

d. Making suggestions for Improving teacher education 
programs

The instrument developed by Briscoe (1972) was felt to meet these 

objectives, with some adaptations necessary after Interviewing Secondary 
Education Pilot Program staff, teachers, and administrators and the re­
view of literature pertinent to this study. The procedure utilized to 

develop the final Instrument for this study Included:
1. Reviewing other studies dealing with the concerns of 

beginning teachers
2. Presenting open-ended questions to experienced teachers 

enrolled in a graduate course at Michigan State University

3. Presenting open-ended questions to two groups of pre­
service secondary teacher education students:
a. A group about to begin student teaching
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b. A group who had completed student teaching

4. Reviewing Briscoe1s Instrument
5. Adapting the descriptive and demographic information 

portion (Part I of Briscoe^ instrument) to meet the 
objectives of this study

6. Adding Items to the list of potential problem statements 
(Part II) and to the areas where help was received (Part 
III) to ensure that all levels of concern (according to 
the Fuller scheme) were represented

7. The:statements and situations in Parts II and III were 
scored for the level of concern Independently by three ex­
perienced teachers in accordance with the Manual for 
Scoring the Teacher Concerns Statement (Fuller and Case,
1 9 7 2 ) . The three scorers then met and reached consensus 
on the level of concern for each situational statement.
All levels of concern were represented. Procedures for 
determining the level for each area on the checklist are 
detailed In Appendix E.

8. Developing open-ended questions to meet the objectives 
of this study

9. Reviewing the final Instrument with experienced teachers 
and university staff. ^

V
The final survey instrument was an eight-page, four-part question­

naire found in Appendix C.

The Interviews
The objectives for the interview portion of the study were to:
1. Obtain a measure for congruence with the concerns re­

ported on the questionnaire,
2. Gain information about the nature of the change concerns,
3. Gain information about recurring or unresolved concerns,
4. Gather self-perceptions of their success as first-year 

teachers and needed Improvements,
5. Gather data about the processes that subjects utilized 

for self-evaluation,
6. Obtain reactions to the Fuller theory of teacher con­

cerns, and
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7. Gather evaluative data about the Secondary Education Pilot 
Program.

The procedures utilized in developing an interview guide were:
1. Developing a rough interview guide in accordance with 

the objectives of this study,
2. Field testing the Interview guide on two first-year 

teachers and two experienced teachers,
3. Revising the draft of interview guide, and
4. Developing the final interview guide.

An interview guide was developed consisting of fifteen major ques­
tions. Most were open-ended questions to provide maximum freedom of 
response. The final interview guide which was utilized is found in Ap­
pendix D.

Collection of Data
The twenty-one graduates of the Secondary Education Pilot Program 

who were first-year teachers were mailed a packet of materials on May 
18, 1978. The packet contained a cover letter explaining the request 
for their assistance (Appendix B), and eight-page, four-part survey 
questionnaire (Appendix C), and a stamped, addressed envelope to return 
the survey. The teachers were asked to complete the survey and return 
it by May 31.

By June 1, 1978, nineteen first-year teachers' completed surveys 
had been returned. Attempts at securing the other responses were un­
successful. The total response rate was ninety (90) percent.

Eight subjects whose responses to the survey were received were 
selected at random for interviews conducted by the investigator. The 
interviews were all conducted between June 10 and June 26, 1978. Four 
of the interviews were conducted by telephone, and the remaining four
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in person. Each of the Interviews was tape-recorded, and varied in 

length from twenty to thirty minutes. The interviews were conducted 
utilizing the Interview guide found in Appendix D.

Compilation of Data

Data from the nineteen subjects were tabulated In its original 
form, coded, quality checked, and transferred to data processing cards 
for use with existing programs at the Michigan State University Compu­
ter Laboratory. After determining frequencies, certain responses within 
categories were collapsed together to allow statistical analysis. A 
one-way multivariate analysis of variance was computed with each of the 

nine independent variables for the level of concern of first-year teach­
ers and for the degree of change over time. The Independent variables 
selected were:

1. Satisfaction with present teaching level
a. Desire no change in teaching level
b. Desire to add or drop a teaching level

2. Extent of teaching assignment in major field of study
a. Teaching primarily in major area
b. Teaching primarily outside major

3. Average class size
a. Fewer than twenty pupils per class
b. Twenty-one to twenty-five pupils per class
c. Twenty-six or more pupils per class

4. Attendance at in-service meetings
a. Attended no in-service meetings
b. Attended one or two in-service meetings
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c. Attended three or more in-service meetings

5. Enrollment in college graduate courses, 1977-78
a. Enrolled in no college graduate courses
b. Enrolled in one or more college graduate courses

6. Average age of building faculty
a. Under thirty years of age

b. Thirty to forty-nine years of age
7. General satisfaction with undergraduate teacher preparation

a. Extremely satisfied
b. Less than extremely satisfied

8. Amount of pre-service clinical experience with school- 
age youngsters
a. Over one thousand hours
b. 750-999 hours
c. Under 749 hours

9. Commitment to teaching
a. Extremely committed
b . Mildly committed

A major research question of this study was to determine whether
beginning teachers who are graduates of SEPP, given the unique nature
of their preparation, had the same concerns as other beginning teachers
according to the developmental conceptualization as posited by Fuller,
In addition the following null hypotheses were tested at the .05 level

of significance:
Hypothesis 1: There are no significant differences in ex­

pressed levels of concern among the subjects 
with varying degrees of satisfaction with 
their first-year teaching level.
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Hypothesis 2: There are no significant differences in expressed
levels of concern among the subjects with varying 
extent of teaching assignments In their major 
fields.

Hypothesis 3:

Hypothesis 4:

Hypothesis 5:

Hypothesis 6;

Hypothesis 7:

Hypothesis 8:

Hypothesis 9:

There are no significant differences In expressed 
levels of concern among the subjects with vary­
ing average class sizes.
There are no significant differences In expressed 
levels of concern among the subjects with vary­
ing frequencies of attendance at In-service meet­
ings.
There are no significant differences In expressed 
levels of concern among the subjects with vary­
ing frequencies of enrollment In graduate college 
courses.
There are no significant differences In expressed 
levels of concern among the subjects In buildings 
with varying average faculty ages.
There are no significant differences in expressed 
levels of concern among the subjects with vary­
ing degrees of general satisfaction with their 
undergraduate teacher preparation.
There are no significant differences in expressed 
levels of concern among the subjects with vary­
ing amounts of pre-service experience with 
school-age youngsters.
There are no significant differences in expressed 
levels of concern among the subjects with vary­
ing degrees of commitment to teaching.

It is noted that a tenth hypothesis (There are no significant dif­
ferences In expressed levels of concern among the subjects with varying 
desires to return to teaching next year) was not tested due to the simi­
larity of responses by the suhjects. All subjects Indicated that they 
wished to return to teaching next year.



CHAPTER V

PRESENTATION OP THE FINDINGS 

Introduction

The purposes of this study were to Identify end describe the con­
cerns of first-year teachers who were graduates of the Secondary Educa­
tion Pilot Program, to relate those concerns to pre-service preparation, 
to relate the concerns to the developmental conceptualization of teacher 
concerns as posited by Fuller, et al., and to gather evaluative data 
about the Secondary Education Pilot Program. It is the intent of this 
chapter to present the findings of this study.

Findings from the four-part survey questionnaire will be presented 
first, followed by findings from the Interviews.

Part li the Survey Questionnaire

The survey questionnaire consisted of four parts (see Appendix C). 
Part one asked for certain demographic information which was used to 
further analyze data from remaining parts of the survey. Part two con­
sisted of a checklist of fifty-five items of potential concern. Sub­
jects were asked to Indicate the degree of concern they held in each 
area at the beginning of the year and at the end of the year. Part 
three asked subjects to indicate persons or resources which were helpful 
during their first year of teaching in resolving concerns in twelve 
areas of teaching. Fart four asked subjects to respond to four open- 
ended questions. Findings are reported for each part of the survey.

67
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Demographic Information
The first pare of the survey questionnaire asked respondents to 

answer questions which provided demographic information which was used 

in the analysis of the data. Responses to these questions follow.

Teaching Level and Satisfaction with First Year Teaching Level
Of the nineteen respondents* the majority were teaching in senior 

high school situations* with others reporting teaching assignments in 
junior high schools* combination junior and senior high schools, ele­

mentary, or some combination.

Table 2
First-Year Teaching Levels of Respondents

Teaching Level Number Teaching

Senior High School (grades 9-12) 13
Junior High/Middle School (grades 6-8) 1
Junior and Senior High School 3
Elementary (grades 1-5) 1
Elementary and Senior High School 1

Many of the respondents Indicated satisfaction with their present 

teaching level* with some desiring either to drop or add a teaching 
level.

Table 3
Satisfaction with First-Year Teaching Level 

Desire no change in teaching level 10
Desire to change teaching level 9
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Extent of Teaching Assignment In Major Field

All but one of the subjects reported that they were teaching pri­
marily in their major field of preparation. Several reported chat they 
were teaching one or two class periods in their minor field, but in only 

one instance was Che minor field taught more than the major field.

Average Class Size

Most repondents indicated that the average size of their classes 

was under thirty students, with only two reporting average class sizes 
above that level. Several respondents indicated average class sizes of 

less Chan twenty.
Table 4

Average Class Sizes Reported by Respondents 

Fewer than 20 pupils per class 5
20-24 pupils per class 6

25-29 pupils per class 6
30 or more pupils per class 2

Attendance at In-Service Meetings

Most respondents attended at least one or more in-service meetings 
during their first year of teaching, with four attending three or more 
such meetings. Several respondents who indicated that they had not at­
tended such meetings penciled in the margin of the survey that in- 
service meetings were not held in their school districts during the 
1977-78 year due to budget restrictions.
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Table 5
Attendance at Inservlce Meetings by Subjects 

Attended no Inservlce meetings 5

Attended one or two Inservlce meetings 7
Attended three or more Inservlce meetings 4

Enrollment In College Graduate Courses. 1977-78
Most of the respondents did not enroll In college graduate courses 

during their first year of -teaching. A few enrolled In one course, and 
one respondent reported that she had enrolled In two college graduate 

courses.
Table 6

Enrollment In College Graduate Courses 
Enrolled In no college graduate courses 14
Enrolled In one college graduate course 4
Enrolled In two or more college graduate courses l

Average Age of Building Faculty
All of the subjects were In the same general age grouping (22-24 

years of age), but their first-year teaching assignments were In build­
ings whose average faculty age ranged from under thirty to 40-49 years. 
It Is noted that the average age of the building faculty is that per­
ceived and reported by the respondent, and that the real average faculty 
age may have been higher or lower than the respondent's perception.

Table 7
Average Age of Building Faculty 

Under 30 years of age 4
31-39 years of age 14
40-49 years of age 1
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Satisfaction with Undergraduate Teacher Education Program
Most respondents were "extremely satisfied" with their undergradu­

ate teacher education program* and only one respondent indicated any­

thing less than "mild satisfaction." That one respondent was one of 
the subjects who was later interviewed* and her comments indicate that 

she was not referring to the Secondary Education Pilot Program when she 

indicated "extremely dissatisfied," but rather another program in the 
College of Education in which she was dually enrolled. Her response is 
listed here* however* as stated on the survey.

Table 8 
General Satisfaction with 

Undergraduate Teacher Education Program
Extremely satisfied with program 14
Mildly satisfied with program 4
Mildly dissatisfied with program 0
Extremely dissatisfied with program 1

Amount of Experience with School-Age Youngsters 
During Undergraduate Years

The amount of experience with school-age youngsters gained by the
respondents during their undergraduate years ranged from slightly less
than 750 hours to nearly four thousand hours. The table below reflects
the respondents' perception or memory of the amount of contact with
school-age youngsters while an undergraduate student.
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Table 9
Experience with Youngsters While an Undergraduate Student

Over 1500 hours 3

1000-1499 hours 5
750-999 hours 5
Under 750 hours 6

For most of the respondents* this experience with youngsters prior 
to graduation from Michigan State University occurred In schools or In 
camp or recreational settings. For those students who reported over 
1500 hours* at least some portion of that time was spent In camp or re­
creational settings.

Commitment to Teaching
Three-fourths of the respondents Indicated that they held a 

"strong" commitment to remaining a teacher. No respondents Indicated a 
weak commitment, or that they would leave the profession within the 
next year.

Table 10 
Commitment to Teaching

Strongly committed to teaching 13
Mildly committed to teaching 6
Weak commitment to teaching 0

Desire to Return to Teaching Next Year
All of the respondents Indicated that they wanted to return to 

teaching in the coming year, with three Indicating that their return 
would depend upon the availability of a teaching job. It Is known from 
data obtained elsewhere that several of the respondents were "plnk- 
sllpped" or their positions were eliminated due to budgetary cuts.
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Table 11
Desire Co Return to Teaching Next Year

Definitely desire to return 16
Desire to return, pending availability of a 
teaching position 3

Do not desire to return 0
Undecided 0

Expressed Concerns of First-Year Teachers
Subjects In this study responded to a checklist of fifty-five po­

tential concerns. Subjects were aBked to indicate whether the Item was 
"of much concern," "of some concern," or "of no concern" at "the begin­
ning of the year" as well as to what degree each was still a concern at 
Che end of the year, "now." The closer the average degree of concern 
was to 3.0, the greater the degree of concern; the closer the average 
degree of concern was to 1.0, the lesser the degree of concern.

Table 12 reflects the mean degrees of concern for each item as 
reported for the beginning of the year and for the end of the year. The 
scores are listed in order of their average degree of concern at the 

end of the year, with the order of the average degree of concern at 
the beginning of the year listed also.

The five greatest concerns expressed by the subjects as a group at 

the end of the year were:
1. Dealing with troublesome students
2. Raving Impact on my students
3. Meeting the needs of Individual students
4. Providing Instruction for slow learners
5. Knowing my students are learning what I*m teaching
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Table 12
Professional Concerns Expressed by First-Year Teachers

Beginning
Concerns

Mow
Concerns

Mean Change 
from Begin-

Concern N Rank Mean SD Rank Mean SD ning to Mow

Dealing with
troublesome
students 19 2 2.79 .419 1 2.63 .496 Down .14

Having Impact on 
my students 19 1 2.84 .375 2 2.53 .697 Down .31

Meeting the needs 
of Individual 
students 19 9 2.58 .697 3 2.53 .612 Down .05

Providing instruc­
tion for slow 
learners 19 12 2.58 .697 4 2.53 .612 Down .05

Knowing my stu­
dents are learning 
what I'm teaching 19 11 2.58 .507 5 2.47 .612 Down .11

Evaluating students 
with special needs 18 24 2.28 .575 6 2.44 .511 Up .16
Individualizing
Instruction 19 22 2.32 .749 7 2.42 .607 Up .10
Having adequate 
Instructional ma­
terials available 19 5 2.63 .496 8 2.42 .607 Down .21

Finding appropri­
ate Instructional 
materials 18 13 2.50 .618 9 2.39 .698 Down .11

Determining stu­
dents' academic 
needs 19 19 2.37 .597 10 2.37 .496 Same

Keeping order in 
my class 18 4 2.72 .461 11 2.33 .594 Down .39
Organizing in­
struction for the 
year 18 14 2.50 .618 12 2.33 .767 Down .17
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Table 12, cont.
Beginning
Concerns

Now
Concerns

Mean Change 
from Begin­

Concern N Rank Mean SD Rank Mean SD ning to Now

Getting to know 
students as Indi­
viduals 19 6 2.63 .597 13 2.32 .749 Down .31

Having students re­
spect me as a 
teacher 19 7 2.63 .496 14 2.32 .749 Down .31

Providing Instruc­
tional variety 
within Individual 
lessons 18 18 2.39 .608 15 2.28 .575 Down .11

Asking for feed­
back to Improve 
Instruction 19 20 2.37 .684 16 2.16 .688 Down .21

Handling single 
disclpolne problems 
without lnterupt- 
lng instruction 18 8 2.61 .502 17 2.11 .583 Down .50

Determining grades 18 21 2.33 .686 18 2.11 .583 Down .22

Establishing class­
room operating 
procedures 19 16 2.47 .612 19 2.11 .737 Down .36

Dealing with groups 
of students 19 29 2.16 .602 20 2.11 .809 Down .15

Maintaining stu­
dent respect 19 3 2.74 .452 21 2.05 .621 Down .69
Providing instruc­
tion for gifted 
students 18 33 2.06 .802 22 2.00 .767 Down .06
Using evaluation 
other than tests 19 37 2.00 .577 23 1.95 .705 Down .05
Handling administra­
tors1 observations 
of my teaching 19 15 2.47 .697 24 1.95 .705 Down *52
Having students 
like me 19 10 2.58 .607 25 1.95 .621 Down .63
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Table 12, cont.
Beginning
Concerns

Now
Concerns

Mean Change 
from Begin­

Concern N Rank Mean SD Rank Mean SD ning to Now
Avoiding showing 
favoritism 19 32 2.11 .737 26 1.90 .737 Down .21
Getting to know 
other teachers 19 25 2.26 .653 27 1.90 .809 Down .36
Understanding the 
school's unwritten 
rules 19 27 2.21 .713 28 1.90 .737 Down .31
Dealing with par­
ent criticisms 18 28 2.17 .786 29 1.89 .758 Down .28
Understanding and 
following adminis­
trative directives 19 28 1.95 .621 30 1.84 .765 Down .11
Finding supportive 
colleagues 19 26 2.21 .787 31 1.84 .834 Down .37
Handling criticisms 
from other teachers 19 34 2.05 .621 32 1.79 .631 Down .26
Knowing the princi­
pal's expectations 
for me as a class­
room teacher 19 17 2.42 .607 33 1.79 .855 Down .63
Dealing with prob­
lems of drug use 19 42 1.79 .713 34 1.79 .787 Same
Arranging furniture 
to facilitate 
learning 18 48 1.56 .784 35 1.78 .808 Up .22
Using bulletin 
boards 19 41 1.84 .765 36 1.74 .806 Down .10
Keeping records 
(attendance, etc.) 19 40 1.90 .809 37 1.74 .653 Down .16
Getting along with 
the principal 19 30 2.11 .737 38 1.68 .749 Down .43
Conducting indivi­
dual parent con­
ferences 19 35 2.00 .507 39 1.63 .597 Down .37
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Table 12, cont.
Beginning
Concerns

Now
Concerns

Mean Change 
from Begin­

Concern N Rank Mean SD Rank Mean SD ning to Now

Constructing tests 18 36 2.00 .767 40 1.61 .608 Down .39

Achieving tenure 19 47 1.58 .769 41 1.58 .838 Same

Asking other teach­
ers for help 19 31 2.11 .737 42 1.58 .769 Down .53

Interpreting the 
results of teacher- 
made tests 18 46 1.61 .698 43 1.56 .616 Down .05

Designing evalua­
tion instruments 
to measure indi­
vidual instruction 17 49 1.53 .624 44 1.53 .624 Same
Asking questions at 
faculty meetings 19 51 1.53 .697 45 1.53 .612 Same

Dealing with non- 
instructlonal per­
sonnel (custodians, 
secretaries) 18 52 1.50 .514 46 1.47 .513 Down .03
Being accepted as a 
full-fledged staff 
member 19 23 2.32 .671 47 1.47 .697 Down .85
Operating audio­
visual equipment 19 44 1.68 .820 48 1.47 .612 Down .21

Knowing the 
school's expecta­
tions for me out­
side the classroom 19 39 1.90 .737 49 1.47 .612 Down .43
Writing behavior- 
ally stated objec­
tives 18 43 1.78 .647 50 1.44 .511 Down .34
Interpreting the 
results of com­
mercially pre­
pared tests 19 53 1.47 .772 51 1.37 .597 Down .10
Knowing what tenure 
evaluation criteria 
are 19 55 1.32 .582 52 1.37 .496 Up .05
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Table 12, cont.

Beginning
Concerns

Now
Concerns

Mean Change 
from Begin­

Concern N Rank Mean SD Rank Mean SD ning to Now

Implementing the 
school's grading 
system 19 SO 1.53 .772 53 1.32 .478 Down .21

Doing lesson plans 
for the adminis­
tration 18 45 1.61 .502 54 1.28 .461 Down .33

Handling racially 
mixed classes 17 42 1.79 .606 55 1.19 .485 Down .60
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Only two of these concerns were In the top five at the beginning of the 

year; the remaining three moved up from rankings of nine, ten, and
eleven, respectively, to three, four, and five.

The degree of expressed concern was least in the following areas 

at the end of the year, in descending order:
1. Interpreting the results of commercially prepared tests

2. Knowing what tenure evaluation criteria are
3. Implementing the school's grading system
4. Doing lesson plans for the administration
5. Handling racially mixed classes
Generally speaking, there was a downward degree of concern from 

fall to spring. Forty-six items received a lesser degree of concern in 
the spring; four items were of greater concern; and five items held the 

same mean degree of concern.
Upward movement in the mean degree of concern was limited to four 

of Che fifty-five items, and the movement ranged from .05 to .22. The

four items showing upward movement in the degree of concern were, in
order of greatest change:

1. Arranging furniture to facilitate learning

2. Evaluating students with special needs
3. Individualizing instruction
4. Knowing what tenure evaluation criteria are
Downward movement for the forty-six items whose mean scores de­

creased from fall to spring ranged from .03 to *85. The five areas 
showing the most downward nuivemenc in the mean degree of concern were, 
in order of greatest change:

4 %

1. Being accepted as a full-fledged staff member
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2. Maintaining student respect
3. Having students like me

4. Knowing the principal's expectations for me as a 
classroom teacher

5. Handling racially mixed classes
Changes in the group ranking of concerns are also evident from 

Table 12. Those concerns which moved up most in ranking were:
1. Evaluating students with special needs (24th to 6th)
2. Individualizing instruction (22nd to 7th)
3. Using evaluation other than tests (37th to 23rd)
4. Arranging furniture to facilitate learning (33rd to 22nd)
5. Providing instruction for gifted students (33rd to 22nd)

Those concerns which moved downward most in the ranking were:
1. Being accepted as a full-fledged staff member (23rd to 47th)
2. Maintaining student respect (3rd to 21st)
3. Knowing the principal's expectations for me as a

classroom teacher (17th to 33rd)
4. Having students like me (10th to 25th)
5. Handling racially mixed classes (41st to 55th)

Levels of Concern
The fifty-five items on the list of potential concerns were scored

as to level of concern according to the Manual for Scoring the Teacher
Concern Statement (Fuller and Case, 1972). Mean scores were computed 

for each level, as shown in Table 13.
The ranking by level of concern changed from the beginning of the 

year to the end of the year. The ranking by level of concern at the 

beginning of the year was:
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Table 13
Mean Scores for Levels of Concern

LEVEL OF CONCERN

MEAN DEGREE OF CONCERN 
In the Begin­

ning of the Year Now_______Change
Level 1: Concern about

self adjustment
Level 2: Concern about

self adequacy 
(classroom manage­
ment and subject 
area)

Level 3: Concern about
pupil-teacher 
relationship

Level 4: Concern about
students' learning 
what Is taught

Level 5: Concern about
meeting real needs 
of students

1.96

2.22

2.54

1.91

2.31

1.65

2.00

2.11

1.76

2.30

Down .31

Down .22

Down .43

Down .15

Down .01
Level 6: Concern about

the Improvement of 
Instruction 2.50 2.29 Down .21
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Rank Level
1 Level 3: Concern about pupll-teacher relations

2 Level 6: Concern about Improvement of Instruction

3 Level 5: Concern about meeting the real needs of
students

4 Level 2: Concern about self adequacy

5 Level 1: Concern about self adjustment
6 Level 4: Concern about students learning what Is

taught
The ranking at the end of the year was:

Rank Level
1 Level 5: Concern about meeting the real needs of

students
2 Level 6: Concern about the improvement of Instruction
3 Level 3: Concern about pupll-teacher relations
4 Level 2: Concern about self adequacy
5 Level 4: Concern about students learning what is

taught
6 Level 1: Concern about self adjustment

Differences among Groups of Subjects

The purpose of this section Is to report findings which Indicate 
differences among groups of subjects within the population of first 
year teachers who were graduates of the Secondary Education Pilot Pro­
gram. The groups considered were formed on the basis of responses to 
questions found in part one of the survey, and the groups were tested 
for differences in overall level of concern. The differences occurring 
between these concerns and ten independent variables chosen were exam­
ined by means of a one-way multivariate analysis of variance. A .05
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alpha level of significance was selected as the critical value In the 
interpretation of the findings.

These differences are summarized in Table 14. A brief review of 
the differences follows. It is noted that the purpose of this section 
is to report findings which indicate differences in the level of concern 
when the subjects are divided into groups based on their responses to 
demographic questions.

Table 14
Summary of Multivariate Analyses of Variance 

for the Independent Variables

Variable F-Ratio
Degrees 
of F

P less 
than

Satisfaction with first-
year teaching level .6529 1 and 17 .4302

Extent of teaching assign­
ment in major field .9492 1 and 17 .3436
Average class sizes .4710 2 and 16 .6327
Attendance at inservice
meetings .6635 2 and 13 .5317
Enrollment in college
graduate courses, 1977-78 1.7534 1 and 17 .2030
Average age of building
faculty .2563 1 and 17 .6192
Satisfaction with under­
graduate teacher preparation .0695 1 and 17 .7953
Preservice experience with
school-age youngsters .4748 2 and 16 .5305
Commitment to teaching .1025 1 and 17 .7527
Desire to return to teaching DROPPED
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Satisfaction with First Year Teaching Level.
Hypothesis 1: There are no significant differences in expressed

level of concerns among the subjects with varying 
degrees of satisfaction with their first year 
teaching level.

Results: There were no significant differences. (P-0.4302)
Therefore* this hypothesis could not be rejected.

The subjects were divided by their responses into two 
groups: those who wished no change in their present teaching level*

and those who desired either to drop or add a teaching level. No sig­
nificant differences were found between these two groups.

Extent of Teaching Assignment in Major Field.

Hypothesis 2: There are no significant differences in expressed
level of concerns among the subjects with varying 
extent of teaching assignments in their major 
field.

Results: There were no significant differences. (P-0.3436)
Therefore* this hypothesis could not be rejected.

The respondents were grouped according to the extent of their 
teaching assignments in their major fields. No significant differences 

were found between those who were teaching primarily in their major 
fields and those who were teaching primarily outside their major fields.

Average Class Size.
Hypothesis 3: There are no significant differences in expressed

level of concerns among the subjects with varying 
average class sizes.

Results: There were no significant differences. (P"0.6327)
Therefore* this hypothesis could not be rejected.

The respondents were grouped according to their average class
sizes. There were no significant differences found between groups
based on different class sizes.
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Attendance at Inservlce Meetings.

Hypothesis 4: There are no significant differences in expressed
level of concerns among the subjects with varying 
frequencies of attendance at inservice meetings.

Results: There were no significant differences. (P-0.5317)
Therefore, this hypothesis could not be rejected.

The respondents were divided into groups based on varying atten­
dance at inservice meetings. Ho significant differences were found be­
tween groups who attended no Inservice meetings, who attended one£two 
inservice meetings, and those who attended three or more Inservlce meet­
ings.

Enrollment in College Graduate Courses. 1977-1978.
Hypothesis 5: There are no significant differences in expressed

level of concerns among the subjects with varying 
frequencies of enrollment in college graduate 
courses during 1977-1978.

Results: There were no significant differences. (P-0.2030)
Therefore, this hypothesis could not be rejected.

The respondents were grouped according to the frequencies in enroll­
ment in college graduate courses during 1977-1978. There were no signi­
ficant differences found between those who had enrolled in no college 
graduate courses and those who attended one or more college graduate 
courses during 1977-1978.

Average Age of Building Faculty.

Hypothesis 6: There are no significant differences in expressed
level of concerns among the subjects with varying 
average building faculty age.

Results: There were no significant differences. (P-0.6192)
Therefore, this hypothesis could not be rejected.

The respondents were divided into groups based on the average age 
of the faculty in their buildings. No significant differences were
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found between those who taught in buildings where the average faculty 

age was under thirty, and those who taught in buildings where the average 
faculty age was thirty or above.

*

Satisfaction with Undergraduate Teacher Preparation.

Hypothesis 7: There are no significant differences in expressed
level of concerns among the subjects with varying 
degrees of general satisfaction with their under­
graduate teacher education.

Results: There were no significant differences. (P-0.7953)
Therefore, this hypothesis could not be rejected.

The respondents were grouped according to their degrees of general 
satisfaction with their undergraduate teacher preparation. No signifi­

cances were found between those who were extremely satisfied and those 
who were less than extremely satisfied with their undergraduate teacher 

preparation.

Amount of Preservice Experience with School-Age Youngsters.
Hypothesis 8: There are no significant differences in expressed

level of concerns among the subjects with varying 
amounts of preservice experience with school-age 
youngsters.

Results: There were no significant differences. (P«0.5305)
Therefore, this hypothesis could not be rejected.

The respondents were divided into groups based on the number of 
hours of preservice experience with school-age youngsters (over 1000 
hours, 750-999 hours, under 750 hours). There were no significant dif­

ferences found between these groups.

Conmitment to Teaching.
Hypothesis 9: There are no significant differences in expressed

level of concerns among the subjects with varying 
degrees of commitment to teaching.
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Results: There were no significant differences. (P-0.7527)
Therefore, this hypothesis could not be rejected.

The respondents were divided into groups based on their expressed 
degree of commitment to teaching. No significant differences were found 

between those who indicated that they were strongly committed to teaching 
(would probably remain a teacher for five years) and those who indicated 
that they were mildly committed to teaching (would remain a teacher for 
one-two years).

Desire to Return to Teaching Next Year*

Hypothesis 10: There are no significant differences In expressed
level of concerns among the subjects with different 
decisions to return to teaching next year.

Results: The hypothesis was not tested because there were
no respondents who did not want to return to teach­
ing next year.

Examination of Individual Concerns
Beginning of the year concerns and end of the year concerns were 

examined for individual subjects. A number of differences appeared.
Eleven individuals showed movement toward lesser concern or remained 

the same in all levels of concern from the beginning to the end of the 
year. This downward movement occurred in as many as all six levels.
One individual showed no movement toward lesser concern at any level. 
Upward movement toward greater concern occurred in as many as four 
levels for some individuals to no movement toward greater concern for 
others.

Examination of movement within each of the levels revealed only one 
trend. The number of individuals who showed movement toward lesser con­
cerns decreased gradually from level one (fifteen individuals moved
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coward leaser concerns from Che beginning Co Che end of Che year) Co 

level six (nine Individuals showed such movement).

Table 15 reflecCs Individual mean concern scores by level for Che 
beginning and end of Che year as well as Che amounC of movemenc for each 

Individual by levels of concern.

Sources of Help In Resolving Concerns

The chlrd pare of Che survey quesclonnalre deale wleh persons or 

sources which were helpful Co firsC year Ceachers In resolving concerns 
categorized inCo Cen areas. FlrsC year Ceachers were asked Co noCe Che 
"mose helpful," "nexc mosc helpful," eCc., by placing a "1" and "2" 

respecCively in Che appropriate column. Table 16, "Sources of Help In 
Resolving Concerns of First-Year Teachers," refleccs Che number of sub­
jects who raced each source as "mosc helpful" and "nexc mosc helpful." 
When che sources "ocher" was raced most helpful or nexc most helpful, 
subjects were to indicate who or whac Chat source was In Che space pro­

vided.
From Che data it is evident Chat Che undergraduate education pro­

gram and fellow ceachers were by far Che most significant sources of 

help In resolving the concerns of first-year Ceachers.

Responses to Open-Ended Questions

Responses to che open-ended questions of the survey quesclonnalre 

provide data which are relevant to the questions that form the purposes 
of this study. Discussion of the findings as they apply Co those ques­
tions will be deferred to Chapter VI, and the findings themselves will 
be presented here with only brief comments by the investigator.



Table 15
Levels of Concern Expressed by Individual Subjects

SubJect 
Number

Li
1

JVEL
2

)NE
3

U
1

JVEL
2

rwo
3

LEV
1

TEL T1 
2

ffiEE
3

LEV
1

EL F01 
2

IR
3

LEV
1

TEL FI 
2

:ve
3

LE
1

JVEL £ 
2

>IX
3

1 1.90 1.15 -.75 2.10 1.60 - .50 2.40 1.00 -1.40 1.63 88 -.75 2.30 1.70 -.60 2.50 2.50 same

2 1.75 1.45 -.30 2.30 2.20 - .10 2.40 2.00 - .40 1.63 1.63 same 1.80 2.50 +.70 3.00 2.50 -.50

3 1.95 2.25 +.30 1.90 2.50 + .60 2.60 2.40 - .20 2.00 2.00 same 1.80 2.20 +.40 2.50 2.50 same

4 1.90 1.60 -.30 2.00 1.60 - .40 2.80 2.40 - .40 2.13 1.75 -.38 2.30 2.20 -.10 2.50 2.50 same

5 1.65 1.25 -.40 2.00 2.00 same 2.00 2.00 same 1.88 2.00 +.12 2.00 2.10 +.10 2.00 1.50 -.50

6 1.35 1.10 -.25 1.90 2.00 + .10 2.00 1.40 - .60 1.75 2.00 +.25 1.70 1.90 +.20 1.50 1.50 same

7 2.00 1.90 -.10 2.20 2.00 - .20 2.60 2.00 - .60 2.13 1.88 -.25 2.30 2.50 +.20 2.50 2.00 -.50

8 1.75 1.20 -.55 2.20 2.00 - .20 2.60 2.00 - .60 2.25 1.88 -.37 2.60 2.50 -.10 3.00 2.50 -.50

9 2.15 1.50 -.65 2.40 1.30 -1.10 3.00 3.00 same 1.88 1.57 -.13 1.90 1.90 same 2.00 1.50 -.50
10 1.80 1.85 +.05 1.30 1.20 » .10 2.00 2.00 same 1.13 1.13 same 1.70 1.90 +.20 2.00 2.00 same
11 1.75 1.40 -.35 2.00 1.80 - .20 2.40 2.00 - .40 1.38 1.38 same 2.60 2.40 -.20 2.50 2.50 same
12 2.65 1.70 -.95 2.70 1.90 - .80 3.00 2.40 - .60 2.13 1.50 -.63 2.60 2.10 -.50 2.50 2.50 same

13 2.15 1.35 -.80 2.30 1.70 - .60 2.40 1.20 -1.20 2.63 1.63 -.50 2.10 2.00 -.10 2.50 2.50 same

14 2.35 2.10 -.25 2.50 2.10 - .40 3.00 2.80 - .20 2.13 2.13 same 2.80 2.90 +.10 3.00 2.50 -.50

15 1.40 1.40 same 1.70 1.70 same 2.00 1.40 - .60 1.50 1.38 -.12 2.30 2.30 same 2.50 2.50 same



Table 15„ cont.

Subject
Number

U
1

£VEL
2

DNE
3

U
1

JVEL
2

rwo
3

LE\
1

/EL TI 
2

[REE
3

LEV
1

EL F01 
2

JR
3

LEVI
1

ZL FI] 
2

m
3

LE]
1

/EL SI 
2

[X
3

16 2.10 1.35 -.75 2.50 1.60 - .90 2.60 2.60 same 1.50 1.50 same 2.70 2.20 -.50 3.00 2.00 -1.0

17 1.90 2.50 +.60 2.30 2.80 + .50 2.80 2.80 same 1.88 1.88 same 2.50 2.80 +.20 2.50 3.00 _.50

18 1.85 1.65 oCMmo 2.30 1.90 i • o 2.80 2.20 - .60 1.75 1.63 -.12 2.50 2.20 -.30 2.50 2.00 -.50

19 2.55 2.50 -.05 2.40 2.40 same 2.80 2.60 - .20 2.25 2.25 same 2.50 2.50 same 3.00 3.00 same

1 = Beginning of the year mean score

2 a End of the year mean score

3 « Change



Table 16
Sources of Help In Resolving Concerns of First Year Teachers

School
Admin.

Fellow
Teacher

Secondary
Student

Inservice
Program

Undergrad
Education

Courses 
Taken 77-78 Other

Area of Concern

MOST
HELP
-FUL

NEXT
MOST
HELP
-FUL

MOST
HELP
-FUL

NEXT
MOST
HELP
-FUL

MOST
HELP
-FUL

NEXT
MOST
HELP
-FUL

MOST
HELP
-FUL

NEXT
MOST
HELP
-FUL

MOST
HELP
-FUL

NEXT
MOST
HELP
-FUL

MOST
HELP
-FUL

NEXT
MOST
HELP
-FUL

MOST
HELP
-FUL

NEXT
MOST
HELP
-FUL

Classroom management 5 6 6 7 0 0 0 0 7 2 0 0 1 1
Evaluating what my

students are learning 2 0 5 3 1 1 0 0 7 3 1 0 1 1
Planning for Instruetioi 1 2 5 2 0 1 0 0 12 1 0 0 1 1
Grading students 0 1 8 3 0 2 0 0 8 1 0 0 2 2
Adjusting to the job 3 7 10 4 1 1 0 0 2 1 0 0 3 1
Evaluating my own 

teaching 5 4 1 4 2 4 0 0 10 0 0 0 1 0
Dealing with parents 7 2 9 4 0 0 0 0 2 2 0 0 0 0
Teaching my subject 0 0 3 6 0 1 0 0 12 3 1 1 2 0
Finding Instructional 

materials 1 0 7 7 0 0 0 0 9 2 1 0 0 1
Improving my own 

teaching 5 4 4 6 2 3 0 0 5 2 1 0 2 129 26 
55

58 46 
114

7 13 
20

0 0
9

74 17 
91

4 1
5

13 8 
21
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Question one of the open-ended section esked subjects to list "con­
cerns I have had this year that have not been mentioned In this question­
naire." Twenty different concerns were mentioned by the respondents.

Of those concerns listed below, most were mentioned once. Items which
were mentioned more than once were In the area of concerns about stu­
dents (five mentions) and discipline (three mentions). While It Is 
noted that there may have been Items on the checklist that reflected 
these same concerns, they apparently were Important enough to the teach­
ers Involved to mention them again here. It Is also noted chat the time 

during the year at which these Items were concerns was not specified. 
Among those mentioned were:

Dealing with budgeting in departments
Concerns about other teachers being "Inhuman" or "Incompetent"
Not fitting into an older faculty social group 

Being "plnk-sllpped"
Concerns about students: "ungratefulness," "Immature behavior,"
"rotten home life," "disrespectful," "apathetic"
Teaching a course I was not prepared for
Mainstreaming and how to deal with it
Overconcern with subject area to the loss of affective goals 
School philosophy and practices are incongruent 
Dealing with parents who are "always right"

Making lessons relevant, interesting
Being able to help kids with personal problems
Coping with paperwork and administrative details as well as teaching 
Concern about the issue of merit pay
Concern that "I didn't realize the situation I was getting into In 
the fall: programmed materials in a military situation"
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When the concerns above are grouped according to level of concern 

using the Fuller and Case scheme, the range of levels Is represented. A 
more precise breakdown of the concerns by level Is found in Table 17.

Table 17
Level of Concern Expressed on Open-Ended Concerns Question

Number of Concerns
Level at This Level

1 —  Concern about self adjustment 5

2 —  Concern about self adequacy (classroom
management and subject area) 5

3 —  Concern about pupil-teacher relationship 3
4 -- Concern about students' learning what is taught 0
5 —  Concern about meeting real needs of students 2
6 —  Concern about the improvement of instruction 5

The second open-ended question stated: "Please specify any compo­

nents (parts) of your undergraduate teacher preparation program that 
have been especially useful to you as a teacher in either identifying or 
resolving concerns or problems in teaching." All respondents answered 

this question in some way, and a summary of responses follows, along 
with the number of mentions the item received.

From the listing, one notes that there were many components of the 
program which were useful to different subjects. The single most useful 
part of the program was the variety of experiences with students, both 
in formal classroom settings and out of the classroom as well.

Experience with kids in and outside of classrooms (10 mentions)
Self analysis and self evaluation (5)
Force field analysis and problem solving techniques (3)
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Work with minorities and those In different Income brackets (2)
Ideas of being myself, accepting others, being honest with 
students (2)
Evaluation techniques (2)
Planning (2)
Leadership laboratory (2)

Diagnosing reading levels and working with special students (2) 
Understanding the adolescent (2)

Knowing about student groupings (2)
Knowing and understanding myself and my goals and ideas about 
teaching

Student teaching in my junior year —  "I knew what I wanted to 
work on"

School visitations
Sharing experiences with other-perspective teachers every term 
Individual help from everyone In the program
Observation techniques —  "X liked the emphasis on observation 
of students and their behavior"

Developing classroom climate
Discipline
Knowing that there were several ways to teach

Other comments by respondents Included:
"The association with competent staff members who had much to 
teach about teaching"

"The program helped to make me a strong person"
"I rely little on my teacher education program, but rather on 
fellow teachers and students"
The third open-ended question asked respondents to "comment on the 

effectiveness of (their) entire undergraduate teacher preparation
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program in preparing (them) for teaching." A listing of responses fol­
lows* with quotes from subjects included as indicated.

Several areas of the program were cited as being helpful in pre­
paring the subjects for their first year of teaching. Among those items 
mentioned were:

Exposure to a lot of "real" situations (5 mentions)
Concern of SEPP for the individual (3)

Developed my confidence in my own abilities (2)
Knowing legal aspects of teaching
Self-analysis and evaluation

Use of student records* test data* sodograms
Interpersonal communication and relations with others
"SEPP gave us as much experience as seemed to be possible"
Getting me Into schools early enough as to make a decision about 
teaching

Leadership roles were an important part

"I learned to accept responsibility and criticism for my mistakes"
Change In attitude toward myself —  "I grew up a lot* thanks to 
SEPP"

"My first year of teaching has been very successful, so my teach­
ing program must have prepared me well"
"It gave me a pretty good idea of what to expect when 1 got a 
classroom of my own"

"On the whole I am quite satisfied with my teacher preparation pro­
gram; there is only so much you can learn in the college classroom. 
There is no substitute for classroom experience"
SEPP was "very time consuming, but it paid off"
"Quite effective. I feel so much better prepared than other first
year teachers a t ______ . I gained some very important insights
into myself as a teacher. I also developed in the program an 
ability to objectively evaluate classroom situations and examine 
all of the alternative actions I could take"
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Philosophy is the key —  "Experience plays a part of it, but a 
teacher's philosophy rules it all; and I feel that my under­
graduate courses gave me a strong sense of exactly what my 
philosophy is. In other words, the philosophy brings out 
the methods of instruction, and the undergrad program brought 
out the philosophy."
"I have forgotten many of the things I learned and have gone 
back to use 'old methods' for discipline and classroom regu­
lations —  because they are easier to use."
"The SEPP curriculum helps one look at himself as well as the 
schools in a realistic and knowledgeable way. It teaches you 
to look at the people in the schools and focus on the students. 
The SEPP program helped me to understand myself, situations, 
the school, and others more clearly."
"Very effective. Many areas that I'm involved in were covered. 
The skills I needed were well-taught, and I refer to the ma­
terials I kept from my classes a lot."
Comments in this section were generally positive, and again, re­

spondents indicated that much of the effectiveness was due to exposure 
to "real" situations.

The fourth open-ended question aBked respondents for suggestions 
for improving teacher education programs. Twenty-eight different com­
ments were made, with over a third of the suggestions dealing with che 
need for more actual experiences with students. Among responses were: 

More actual experience with students (5 reponses)

More courses on discipline (2)
Continue giving actual experiences
Broaden horizon of experiences to include both junior and 
senior high
"My administrator were amazed at the list of experiences I had, 
and hired me over 110 other applicants."
"What is real needs to be stressed more."

Another cluster of suggestions dealt with student behavior and disci­
pline. Sample comments were:
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Include a course on kids' behavior and methods to combat these 
problems.
"Make sure that teachers realize their rights and responsibilities 
in the classroom —  they do have the power to prevent or stop 
disruption*"
Other suggestions were not easily clustered* but covered a broad 

range of topics. Sample suggestions Included:
4

Teach different methods of grading and evaluation
More training on slow learners or students "who quietly struggle 
by themselves"
More concern for impaired kids (mainstreaming)
More interaction with students' subject area and department 
Ordering materials for next school year

i

How to create materials if the district is poor
"Teacher ed is far too positive —  place more emphasis on the 
'not so attractive' areas of teaching."
Alert students to problems in parochial as well as public edu­
cation* especially ACE (Accelerated Christian Education).
Keep student* subject and administration in priority order
"Incorporate contact with professional people trained to work 
with problem young people (i.e., social workers* psychologists* 
drug treatment counselors* etc.)."
Keep offering job-hunting skills
Philosophy couse was valuable.
Include some sort of general career ed information* so it can 
be passed on to students
Give student teachers more "complete control" of their classrooms 
"SEPP should be available to all entering education students *'

It is not known from the context of these comments whether they are in­
tended as criticisms of the program or are offered as suggestions for 

any teacher education program.
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Part Two: the Interviews
Interviews were conducted with eight subjects, selected at random.

Beginning of the Year Concerns

One question, "What were your major concerns when you started 

teaching?" yielded responses that were congruent with Items rated "of 
much concern" on the checklist. In fact, all of the responses to this 
Interview question were rated "of much concern" In the beginning of the 
year category of the survey.

The number of major concerns at the beginning of the year reported 
to the Interviewer ranged from two for one subject to eight concerns 
for two others. A total .of eighteen concerns were reported, and all 

can be categorized Into several major headings.
The major concern at the beginning of the year centered on respon­

dents' establishing themselves In their new teaching situation. Five 

of the eight subjects Interviewed expressed this concern directly, and 
the three others Indicated that this was a major concern also by their 
listing of specific concerns which seem to fit this heading.

Two other major concerns were reported by a majority of those in­
terviewed. Both dealt with concerns about one's adequacy, specifically 

with concern about discipline and about subject area adequacy. Each 
was mentioned by five respondents directly. Sample responses which In­
dicated a concern for discipline were:

(Concern about "whether I'd have a strong enough personality to 
avoid being taken advantage of."

Establishing discipline
"What they (the administration) would expect from me in terms of 
discipline."
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Responses indicating concerns about subject matter adequacy were stated 

directly*

Other beginning of the year concerns for establishing oneself in 
che school setting were dealing with racial problems, following rules 
and administrative procedures and details, finding appropriate materials, 
getting along with fauculty, being observed and evaluated, dealing with 
parents, and concern about status as a first-year teacher.

Three subjects indicated concern with students and developing rela­
tionships with students. The specific concerns mentioned were:

Concern about teaching ninth graders ("I had always wanted to
teach high school, which meant grades ten, eleven, and twelve.")
"Building trust with new students" (subject had done her full­
time clinical internship in that same school)
Having kids respect me
Only one subject reported a concern for student learning. Her re­

sponse was Interesting: "I was concerned about making sure they learned

everything about my subject, and I completely forgot about my own person­
al reasons for being a teacher." When questioned about those reasons, 
she stated that being a model for students and helping them to under­
stand themselves were areas she neglected at the beginning of the year.
It is noted that of the items on the fifty-five item checklist, "Having 
Impact on my students" was ranked first in terms of mean level of con­
cern for the entire group at the beginning of the year. Yet no subject 
interviewed mentioned this as one of his/her major concerns.

Thus, nearly all of the major concerns expressed by those subjects 

interviewed fell into the first three categories of Fuller's conceptual­
ization; namely, concern about adjustment, self-adequacy, and relation­
ships with students.
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End of the Year Concerns

The second Interview question dealt with concerns at the end of 
the school year. In general, the responses were more in the area of 
trying to meet the real needs of kids, concerns about teaching effec­

tiveness, and improving one's own teaching. Host of the concerns which 
had mentioned for the beginning of the year were no longer concerns.

Seven of the eight subjects Interviewed expressed concerns which 
dealt with the areas noted above. Sample responses were:

(My main concern is) "My program —  constantly analyzing it and 
seeking feedback"
Wondering about meeting kids' needs: "I wonder how I can be up
there teaching what a noun and verb are to a girl who comes 
into school and tells me about how her father beats up on her 
and how her mother tells her that she doesn't care about her 
kids. You know, I wonder how I can justify what I'm doing up 
here when what the kid needs is to learn how to survive in her 
own home."
"I guess I worry about my effectiveness with the kids -- my 
effectiveness as a teacher, and how much they are learning."
How relevant my subject is and how I can make it more interesting.
Classroom organization —  "I want to do better next year."
Concerned about "how much they were actually learning —  whether 
I was really coming through or not."
The eighth subject responded slightly differently, in that she was 

searching for a new job, as her old position was eliminated by budget 
cuts. She mentioned that at the end of the year, her major concern was 
finding a new job, but that she also was concerned about tying things 

together before she left her former position.
Other concerns mentioned which were important at the end of the 

school year included concerns about student^ "preoccupation" with 
grades; lack of parental Involvement and support for the educational
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needs of studentSr"making them see that it's Important to know how to 
read and write well," what was going to happen to the "open" concept at 

a school, and some concern with discipline "because of the way kids 
acted during the last few weeks of school."

"Crucial" Concerns

Subjects were asked to identify the "most crucial" concern of.all 
those mentioned, including both beginning and end of year concerns.
The responses generally indicated that while the concerns expressed at 
the end of the year were more crucial overall, the resolving of early 
concerns was a necessary ingredient in that process. Three respondents 
indicated that the "discipline" concern had to be resolved before they 

could really begin to work on meeting students' needs. Three respondents 
indicated that "how much they're actually learning" was the most cru­
cial concern. One of those stated that her greatest concern, and the 
most crucial one, was "the way my program comes across to the kids, the 

interest they have in it, and the amount they learn from it."
One subject, indicating that she behaved very differently at the 

beginning of the year than at the end, stated:
For a first year teacher, just getting along with the admin­
istration and facility (was most important).. .you've got to 
make yourself comfortable with a group before you can do 
anything on your own. Otherwise they're all going to be 
looking at you, waiting for you to make a wrong move.
Identifying at what point crucial concerns arose was difficult for 

the subjects interviewed. One mentioned that her concern about her sub­
ject area and the curriculum was one which had bothered her all year: 
"I'm always thinking about what I can do to make it a little more in­
teresting, another way to approach a problem that a student may be
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having." Another subject* however* responded that she was "fairly obli­
vious (to things) up until about Christmas." Before that* she Indicated 
that she was just trying to "make It through."

Unresolved or Recurring Concerns
Concerns that were recurring or unresolved at the end of the first 

year of teaching were fewer In number for all subjects Interviewed.
There were minor concerns about discipline with half of those Inter­

viewed* but in all cases this was stated to be only a minor concern.
One subject discussed the recurring concern of an overemphasis on her 
subject area* on form rather than content In a writing class. She added 

that she was concerned that she was not putting the proper emphasis on 
"what they've done right."

Subject area preparation was a minor recurring concern for one 
subject, who stated* "I muddled through this year learning things on my 

own." She added that she wanted to Improve the situation for next year.
Another recurring concern dealt with dissatisfaction with the ad­

ministration. She said that dealing with the administration had become 
more of a concern only because she would have a new administrator next 
year* and she was not very optimistic about working harmoniously with 
him. She added* however* chat it might not be that important: "I have
a tendency to make a big deal out of things that really aren't."

ChanRe in Concerns

The Interviewer asked subjects to try to describe the change In 
concerns that they had experienced. This* too, seemed to be difficult 
for the subjects. Three stated that the change was a slow process* a 
sort of "gradual unfolding." One stated that the process was "slow...
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it dawned on me one day that I've changed." The change was a process 

that involved "falling down and standing up again."
One subject indicated that for her, the awareness of new concerns

*

came at least partially as a result of "spending time in the teachers' 
lounge, and listening to the concerns of other teachers." She said, 
"Then I would start seeing some of the things they were talking about... 
and would start seeing them happen to me." The same subject also com­

mented that at the beginning of the year she was concerned about her own 
self*.adequacy, and at the end about concerns for pupils and their needs. 
But, she added, "I don't think I could have anticipated those things 
(needs of kids) until I actually got into the school to see the kids I 

was working with."
Another subject described what happened to her: "When I started

to get feedback and reinforcement (for what I was doing), I became more 
confident, and then I began to be concerned about other things (than 

myself)."

Concerns about the Coming School Year
Subjects were asked to describe their major concerns about the 

coming school year. Half of the subjects indicated that they were con­
cerned about curriculum. One subject Indicated that her major concern 
was trying "to maintain a level of quality instruction when other 
teachers aren't doing that." She also Indicated that she was "trying 
to Increase (students') positive feelings about that (quality instruc­
tion)." Another Indicated that he was concerned about better organi­
zation in his classroom, but felt confident that he would be doing a 
better job. Another Indicated that her concern was "remotivating
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(herself) for the year...I'11 be doing something for the second time, 

and I don't want to be stale."
Other concerns mentioned by those returning to the same school in­

cluded an impending administrative change, concern about working largely 
with "underachievers," content "to some extent" (as her exact assignment 

was still in doubt), and the future of the open philosophy of the 
school.

One of the subjects was changing jobs —  to a new district, and 

another was changing to a different building within the same district. 
The subject who was moving to a new district Indicated that she had 
many of the same "adjustment" concerns that she had the previous fall, 
including "meeting people, dealing with new community expectations, 
and relating to high school students (she had taught in a junior high 
school last year)." The one moving to a new building indicated con­
cerns about "getting along with the faculty there," but indicated:
"You know, as a first-year teacher, you have so many things to be con­
cerned with, other than just teaching, like getting along with others, 
getting established, etc. Next year, I won't be as concerned about 
that."

Subjects were also asked to speculate about what their probable 
concerns would be next year if they changed jobs. All but one indi­

cated that they would probably have many of the same concerns they had 
last fall in their first year of teaching. Some of their sample com­
ments included:

"If I changed jobs, I'd be starting out all over again. I'd 
be feeling out the school again...I now feel a part of things, 
but I would have to prove myself all over again...I'd have 
to start right from the beginning.
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"Establishing myself at first; getting to know people."
"1 think I would have the same concerns just because I'd 
know what to look for now...there are a lot of things that 
you have to do, or overcome, before you can really get down 
to teaching."
Sure that she would start by establishing herself, but 
"I don't know whether It would take so long to get over 
that."
"Probably the same thing over again, fitting Into the school."

Rating the First Year of Teaching
Subjects were asked to evaluate their first year of teaching by 

rating themselves on a five-point scale, with five being high. The 
responses ranged from three to five, with the mean for the group being 

4.03 for the eight subjects. Subjects were asked to comment on their 
self-ratings, giving any reasons for their rating.

One subject rated herself on two dimensions —  getting across sub­
ject matter, and rapport with students. She rated che first area a 
three, the second a five. She indicated that the area she wanted to 

work on was finding better ways to get her subject across.
Another subject rated herself three to four, citing her "super 

self critical nature?'as part of the explanation. "I'm not satisfied 
with methodology, classroom organization, and routine, but I'll pro­
bably always be changing."

Rating herself a three, this subject stated that "I don't feel 
that I did as good a job as I heard the kids telling me I did." She 
cited Instances where she "should have been" more patient and under­

standing, and "should have" made more efforts to get to know certain 
kids, and thought that she should have "stopped and listened to what
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they were saying, and dealt with that." She also believed that no 
first-year teacher should rate a five.

A fourth subject rated herself A.5 because she had "done every­
thing I knew how to do." When asked why she didn't rate herself a 
five, she commented that there "probably was something I don't know 
yet."

Rating himself a four, another subject Indicated that "organiza­

tion was probably (his) sty biggest drawback," adding that next year he 
wanted to be "more Inventive." Also rating herself a four, another sub­
ject said that she had received much positive feedback from parents, 
adding, "I can always improve." Another subject who rated herself 

four said that she, too, could always improve, commenting, "I wasn't 
perfect."

The last subject gave herself a five rating.

Self-Evaluation Process Used by Subjects
Subjects were asked about their own personal self-evaluation pro­

cess, including the kinds of data they used to evaluate themselves.
Seven of the eight subjects Indicated that they used either formal or 

Informal feedback from students as a major indicator of how they were 
doing. The eighth said that she relied heavily on comments from par­

ents and administrators. Other data sources mentioned included other 
teachers' comments, supervisory ratings (although two subjects spoke 
disparagingly of the usefulness of such supervisory ratings), and com­
parison to one's own capabilities and expectations.

One subject spoke at length about this topic. Concerning self- 
evaluation, she said:
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I'm glad you asked me chat. It's something I always felt 
that SEPP did that the other program didn't. The other 
program...would give you all these methods.*.but they 
never really made you chink critically about yourself.
SEPP has always Impressed on me that the human being Is 
so fragile, especially the teenager or junior high kid 
—  you have to be so critical of yourself. In that re­
spect, I think It has been very helpful as far as making
me very self-critical. I'm constantly evaluating myself.

Strengths Provided by Undergraduate Teacher Preparation Program
Another major portion of the interviews dealt with the subjects' 

undergraduate teacher preparation program. Respondents were asked to 
cite special strengths they had as a result of SEPP and to identify 
portions of the program which were especially valuable to them. They 
were also asked to identify areas where they wished that the program
had done more or had done something differently, as well as to make any

general comments about the program.
Special strengths attributed to being a part of the Secondary Edu­

cation Pilot Program seemed to cluster into three major areas: 
strengths associated to relating well to students, strengths associated 

with personal growth while In the program, and strengths associated 
with being able to "handle situations."

Being able to relate well to students was mentioned as a special 
strength by six of chose subjects interviewed. One subject said that 
SEPP made her "more able to sense moods in people, to see how students 
are feeling from day to day." One subject felt that the relationship 
she was able to have with kids was due to SEPP, at least In part. An­
other cited individual relationships with students, and yet another 
cited both individual and small group Interactions as special strengths 

attributable to SEPP.
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Four subjects indicated that the personal growth they experienced 

as a part of SEPP was a valuable strength in the classroom. One cited 
her self-concept as a strength; another the confidence she now had in 
herself. Two subjects said that SEPP helped them to overcome their 

shyness. The comments of one subject were particularly revealing on 
this topic: "I never really sat down and thought about myself until
then (in SEPP)...I think I learned more personal-type things that I did 
actual information. I grew a lot as a person; I think you have to
before you can help other people who are still growing."

Five subjects indicated that they were better able to handle situa­

tions that they encountered as a result of their participation in SEPP. 
One described this as "being quick on my feet.. .nothing seems to rattle 
me." Another said that she was really comfortable with teaching be­
cause of the amount of practical experience she had with students. Two 
subjects indicated that they had a clear idea of what to expect in 

teaching, and the year proved that this was the case. Yet another said: 
"I knew how to react to a lot of the situations chat came up." Another 

said that because of her experience in SEPP, she realized that the prob­
lems and situations she encountered were not unique to her, and that 
many teachers face these same situations.

Other strengths which were cited by the subjects as attributable 
to SEPP included self evaluation and analysis, knowing a variety of
problem'solving techniques, having a good knowledge of how small groups

work, and goal'.settlng and planning for Instruction.
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Program Components Cited as Useful
A variety of program components were cited as having been parti­

cularly useful. The most often mentioned, and seemingly most important,
*

were the field experiences which were undertaken under the auspices of 
the program. Five subjects cited this as valuable. One commenced that 

the part of the program that was most valuable was "just being in the 

field so long — having so many different field experiences ... it's 
hard to pinpoint any special one." Another commented that "they hired 

me because of SEPP. People couldn't believe that I had all this ex­
perience for someone my age...they said It was incredible. I was hired 

because of my experience."
Other program components that were cited as especially useful were 

the spring camping weekend ("It was good for me, both as a participant 
and as a leader; it was good getting to know the good qualities of 

many people."), the leadership training laboratory, microteaching, the 
"mlcrolab" (Ed 102B), the teaching skills laboratory, and the "philo­

sophy course" (Ed 402C). One subject spoke about the philosophy course 
as especially important, but realized that the course in Itself was 
not enough: "Without the four years of experiences, the philosophies
and ideas (we had been exposed to) would have been lost...the idea of 
'celebration of self,' especially that one."

There was some indication that subjects could not "compartmenta­
lize" the program and identify the source of many strengths. One stu­
dent commented, "I don't know whether a lot of the things I do are a 

result of SEPP, or if I do them because I'm me." Another stated that 
she couldn't recall a lot of the content of the program, but, "I'm sure
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I must have drawn on that without realizing I do...I must use it (the 
program) but I can't say exactly how."

Weaknesses in Undergraduate Teacher Preparation Program
When asked what SEPP might have done that it didn't, four of the 

subjects said that they were basically satisfied. Two of those four 
said that SEPP did all that it possibly could, and indicated that there 
were limits to how much a teacher education program could be expected 
to do. Their comments are revealing: "Nothing can fully prepare you
for that first day of class...if anyone in SEPP was prepared, I was; 
but I was not prepared...it blew my mind...I walked into class and here 
was this sea of kids, just all staring at me." Another commented, "The 
main thing is just getting out there and doing it —  it's the best way 

to learn things. And SEPP can't do that for you. Nothing outside of 
yourself can."

The other four respondents, however, made several suggestions for 

improvement of the program. These Included:
—  more realism —  what it's really like. Have first-year 

teachers come in and share their experiences*
—  spend less time on theories.
—  I had so much information, it was hard to apply in the 

classroom.
—  I think one of the biggest faults was that no one every 

told us our faults, and what we need to build up, to 
Improve on."

—  more subject area methods.
—  I wish they would have forced me into a high school ex­

perience.
Final, general comments about SEPP included:
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It (SEPP) is four years of talking and being a part of edu­
cation before you get out there, discussing problems that 
you're going to encounter in an atmosphere that's very per­
sonal. I don't think that you get that in the regular pro­
gram. . .there's no one (in the regular program) to talk to 
about your problems.
(Citing the personalized nature of the program) I think that 
education should be personal...(the kids) need people who 
can understand them...they need someone they can identify 
with, that will understand them and (who) wants to be there.

I really enjoyed the program. I got a lot out of it. I 
was really glad that I got into it.
The most important thing is that I grew a lot from it. 
Personally, I think it helped me a lot.
People who can't have SEPP are really losing out. It was 
a really good program. People helped us in SEPP all the 
way through.

Reactions to Fuller's Conceptualization of Teacher Concerns

In the last portion of the interviews, the Fuller developmental 
conceptualization of teacher concerns was described to the subjects, 
and their general reactions were solicited. A series of other ques­

tions was also asked.
All of the subjects interviewed agreed that Fuller's conceptuali­

zation was applicable to their first year of teaching. General com­
ments ranged from "it makes perfect sense to me" to "pretty precise" 
and "perfect." Many thought that all of the stages appeared "at some 
time during the year." All but one of the subjects saw concern for 
"survival" as being present during the beginning of their first year of 
teaching. One subject commented that at the beginning, "I was worrying 
about myself, my survival," but that at the end of the year,"I'm worry­
ing more about my subject's relevance to my students." Another stated, 

"A lot of it is gaining a sense of security...then you can look at your
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program, at the kids and their learning." Yet another stated, "Know­
ing that I can survive, now I'm more concerned with the actual teaching 

part of it...what kind of difference can I make?"
Some subjects saw variations to the sequence as presented by Fuller. 

None of the subjects thought Chat they necessarily resolved the concerns 

of one stage before moving on to another. One subject said,
But I don't think I ever went through one and resolved one, 
and went on to another one. I think I may have started out 
with one. I've kept all of them, like I have gone through 
all of them. ..maybe two of them hit me at once. I'm still 
concerned probably about all of those things together.

Another subject said that she saw herself as having gone through the 

stages, "...and I still go back to pieces of that, because I'm teaching 

new classes all the time. I go through all of those stages every time 
I have a new class." Another subject felt that the first stage was 
being resolved all during the year, but that it wasn't "a big concern." 
Another perception was that "After the year started, the first five 
stages came quickly together and overlapped. The sixth came more 
toward the end of the year as I looked back and ahead."

Most subjects saw themselves in more than one stage at once.
There were several different perceptions of which stages overlapped.
The most frequent mention of overlapping stages seemed to be of the 
last three stages. Others felt that the third stage seemed to be pre­

sent and overlapping with the others. One subject said that even 
while she was in the "adjustment" phase, she was at the same time con­
cerned about student learning and the impact of her program. To another 

subject, stages three and four always seemed to be present.
Most of the subjects felt that the stages were "a cycle," and 

that most of them would be repeated if they went to a new teaching job.
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The only major differences In perceptions about this aspect was which 
of the stages might not be present, or the degree to which certain 

stage concerns would be of importance. Several pertinent comments about 

this aspect were noted: one subject said that If she changed jobs, she
would not be as concerned with acceptance by the students and the knowl­
edge of her subject matter due to Increased confidence. One other sub­
ject thought that he would not go through all of the stages, or that 
he might go through stages one and two very briefly, depending on the 
new teaching assignment. Another subject believed that she would pro­

bably go through all the stages, but that the emphasis might be on the 
later stages. Another subject said, "I'm sure I would probably go 
through most of them again. I think the middle stages won't stand out 
as much. They're kind of always there, I think."

There was disagreement as to whether the rate of resolving the 
concerns would be different in a new teaching situation. While two 
of the subjects thought that passing through the stages would take the 

same amount of time In a new situation, others felt that they would 
move through the first two or three stages more rapidly because "they 
knew what to look for" and because of increased confidence in self. 
Others felt that they might be in the first two stages only briefly, 

and then move on.
Several specific comments are worthy of reporting. Several of 

those interviewed indicated that the questions posed by each stage 
should be reconsidered from time to time.

One subject distinguished between two kinds of survival. She said, 
"In the first year, it's survival —  am I going to make it? Later, it's 

the 'am I right for the job?' kind of survival." The same subject also

*
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commented that the concern for self Is actually a part of all of the 

stages, in that your perceptions are present in all of the stages.

Summary of Findings 
The subjects, all graduates of the Secondary Education Pilot Pro­

gram, in their first year of teaching in high schools and junior high 
schools, were generally well satisfied with their teacher preparation 
and had an average of about one thousand hours of experience with school 

age youngsters before their first year of teaching. Most had attended 
one or two inservlce meetings, and only one-fourth had enrolled in col­
lege graduate course. Two-thirds were strongly committed to teaching; 
the remainder were mildly committed. All of the subjects desired to 
return to teaching next year.

As a group, their initial concerns were higher in the areas of 
gaining student respect, handling discipline problems, and maintaining 
order. A major finding of significant Interest was that the group's 

highest concern (as measured by mean score) at the beginning of the 
year was "having impact on my students." Other concerns ranked high by 
the group included concerns in the areas of knowing students as indi­
viduals and meeting lndivudal needs, organizing their classrooms, and 

concern for student learning.
The degree of concern at the end of the year was lower overall In 

most categories, although there were major shifts in the ranking of 
concerns by the group. Generally speaking, the ranking shifts generally 
encompassed higher relative concern for meeting students' needs, pro­
viding individualized instruction and evaluation, finding and utilizing 
appropriate instructional materials, and concerns about student
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learning. It is noted that "dealing with troublesome students" ranked 
second at the beginning of the year, moved Into the first place ranking 
at the end of the year. This shift could be described as moving away 

from concerns about self adequacy to concerns about student learning 

and meeting students' needs.
When the concerns were anlayzed in terms of the level of concern, 

according to the Fuller-Case scheme, several conclusions are warranted. 

While all levels of concern made downward movement in terms of other 
scores; levels one, two, and three showed the most downward movement 

(from greater to lesser concern); and level five made the least down­
ward movement, leaving it as the highest ranked level at the end of 
the year (replacing level three). Two Interesting facts emerged: 
level six remained in second place ranking from beginning to end; 
levels one and four occupied the last two rankings at both the begin­

ning and end of the year, although they reversed rankings.
When the data were analyzed for differences in expressed level of 

concern among the subjects on the basis of ten variables, no signifi­
cant differences emerged. This may Indicate that the similarities 
among the subjects at the beginning of the year outweighed any differ­
ences their teaching situations may have produced.

There appeared to be differences in the manner in which individuals' 
concerns changed from the beginning of the year to the end. When in­
dividual mean scores were examined by level of concern, a number of dif­
ferences emerged. Movement toward lesser concerns from the beginning 

of the year to the end occurred for most subjects, with a notable ex­
ception: one subject showed no movement toward lesser concerns.
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Individuals moved toward greater concern from the beginning to the end 
of the year In as many as four levels.

The most helpful resources In resolving concerns during the sub­
jects' first year of teaching were their undergraduate teacher prepara­
tion and fellow teachers. It Is Interesting to note that lnservlce 

meetings were not ranked as especially helpful by the subjects.
The open-ended questions on the survey questionnaire yielded ad­

ditional data. Concerns about students, student-teacher relationships, 

and about discipline were most frequently mentioned as concerns that 
were not mentioned elsewhere. When analyzed by level of concern, there 
appeared five concerns each at levels one, two and six; fewer concerns 
were added to the other levels.

Experiences with youngsters was the most valuable component of 
SEPP, as measured by the number of times it was mentioned. Other com­
ponents of the program deemed useful by the subjects were self analysis 
and self evaluation, and problem solving techniques. Many could not 
Isolate specific program components, but indicated that the program as 
a whole was useful.

Exposure to "real" situations, concern for the individual, and per­
sonal growth experiences were among the many positive aspects of the 
entire program cited by subjects.

Suggestions for improving teacher education programs cited the 
need for as much preservice experience with youngsters as possible, and 
"more" courses on discipline and the behavior of students, as well as 
many specific suggestions.

The interviews confirmed that early concerns (at the beginning of 

the year) centered around the areas of self adequacy and adjustment to
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the job. Late concerns dealt with students and their learning and 
teacher effectiveness. Gaining a sense of security and confidence was 
important before subjects became involved with concerns for students.

Subjects indicated that they believed that concerns are cyclical;
i.e., they would once again be concerned about adjustment if they 

changed jobs.
The subjects Interviewed felt generally positive about their first 

year of teaching, rating themselves with a mean 4.0 out of a high of
5.0. Areas cited as "needing improvement" dealt with classroom organi­
zation, making the subject area relevant, and meeting the real needs 
of students. Subjects generally utilized feedback from students and 
self-evaluative skills obtained in their teacher education program for 
evaluating themselves.

SEPP was cited as providing a variety of strengths to the subjects. 
Most Important were strengths associated with relating to students, 
being able to "handle" a variety of real classroom situations, and per­
sonal growth which occurred in the program. Field experiences were by 
far the most useful portion of the program for the first-year teachers 
Interviewed.

Half of the respondents saw no major weaknesses in the program, 
stating that SEPP "did all it could." The other half made a variety of 
suggestions for improvement, including providing direct feedback, ex- . 
perience with different grade levels of Instruction, and providing more 

realism and emphasizing negative as well as positive aspects of teach­

ing.
All of the subjects interviewed agreed that Fuller's conceptuali­

zation was generally applicable to their first year of teaching. Some



subjects saw variations to the sequence as' presented by Fuller. Most 
subjects saw themselves In more than one stage at once. Most of the 
subjects felt that the stages represented a "cycle," and that most of 

the stages would be repeated In a new teaching situation. There were 
disagreements about the rate at which subjects saw themselves moving 
through the stages in a new teaching situation.



CHAPTER VI

SUMMARY* CONCLUSIONS* REFLECTIONS, AND RECOMMENDATIONS

The purposes of this study were to 'identify and describe the con­

cerns of first-year teachers who were graduates of Michigan State Unl- 
verlsty's Secondary Education Pilot Program* to relate those concerns to 
the pre-service teacher preparation* to relate those concerns to their 
developmental conceptualization of teacher concerns as posited by the 
late Frances Fuller* and to gather evaluative data and feedback about 
the Secondary Education Pilot Program. This chapter will present a 
summary of findings as they apply to those purposes, will present con­
clusions based on the data* reflections of the Investigator about the 
area of teacher concerns and pre-service teacher preparation* and recom­

mendations for further research.

Summary of Findings 
Data about concerns of first-year teachers who were graduates of 

the Secondary Education Pilot Program at Michigan State University were 
gathered through a four-part, eight-page survey questionnaire as well 
as through interviews conducted with a random sample of eight subjects. 
The data revealed that the Initial major concerns of the subjects were 
concerns about gaining and maintaining student respect* handling disci­
pline problems* maintaining order* and having Impact on students. Other 
concerns ranked high by the group included concerns in the areas of 
knowing students as individuals* meeting the needs of individual

119
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students, organizing classroom Instruction, and concern about student 

learning. It is noted that the concern about having impact on students 
was ranked high by the group as a whole, but when subjects were inter- 
viewed, that particular concern appeared to be either a concern that was 
important before the school year began or one that appeared concurrently 
with the other above-mentioned concerns.

By the end of the year, subjects had maintained their relatively 
higher degree of concern for having impact on students, for dealing with 
"troublesome students," for meeting the needs of individual students, 

and for having adequate instructional materials available. There were 
several concerns, however, that were ranked relatively high at the begin­
ning of the year that became less Important at the end of the year.
Those concerns that lost at least seven places in the ranking by the 
group included concerns in the area of gaining and maintaining student 
respect, getting to know students as individuals, discipline problems, 
and having students like them. These were replaced in relative impor­
tance by concerns in the areas of individualizing instruction and evalu­
ation, concern for students with special needs, concern for student 
learning, and determining the academic needs of students. There was 
less relative concern at the end of the year for issues involving accep­
tance and adjustment to the school, and there was higher relative con­
cern at; the end of the year for Issues of meeting students' individual 
needs, and knowing that students are learning.

The degree of concern was lower in nearly all areas at the end of 
the year, as measured by mean scores, despite the shifts In relative 
concern as reflected in the ranking of concerns. Only four items 
showed a gain in their mean scores from the beginning to the end of the



121

year (arranging furniture to facilitate instruction, evaluating students 

with special needs, Individualizing instruction, and knowing what tenure 
evaluation criteria are). Items which showed a substantial drop in 
degree of concern from the beginning to the end of the year, again 

measured by mean scores, Included being accepted as a full-fledged staff 
member, maintaining student respect, having students like me, knowing 
the principal’s expectations for me as a classroom teacher, and handling 
racially mixed classes.

Concerns of Individual subjects were examined by level of concern, 
according to the Fuller and Case Manual for Scoring the Teacher Con- 
cems Statement (Fuller and Case, 1972). This revealed that there were 
great variances in changes for the different levels from the beginning 
to the end of the year. Some subjects had lower mean scores for all 
levels of concerns at the end of the year than at the beginning of the 
year; only one subject showed a gain in mean scores for all levels of 
cocnem. In addition, it was found that there were differences in the 
number of individuals whose mean scores were higher and lower for begin­
ning of the year concerns and for end of the year concerns at the vari­

ous levels. The mean scores of fourteen individuals dropped in level 
one concerns (concerns about self-adjustment) from the beginning of the 
end of the year, for example, while only nine individuals showed a drop 
in mean score for level six (concerns about improving instruction) at 
the end of the year.

The data were analyzed for differences in expressed level of con­
cern among the subjects on the basis of nine variables. The one-way 
multivariate analyses of variance of the nine stated hypotheses
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Indicated that no significant differences in expressed level of concern 

were found among the subjects:

1. With varying degrees of satisfaction with their first- 
year teaching levelt

2. Teaching to varying extents in their major fields of 
study,

3. With varying average class sizes,
4. With varying frequencies of attendance at in-service

meetings,
5* With varying enrollments in college graduate courses,

6.. Teaching in buildings with varying average faculty ages,
7. With varying degrees of satisfaction with their under­

graduate teacher preparation program,
8. With varying amounts of pre-service experience with 

school-age youngsters, and
9. With varying degrees of commitment to teaching.

A tenth hypothesis dealing with differences based on varying decisions 
to return to teaching next year was not tested, as all of the subjects
indicated a desire to return to teaching next year.

Relating the concerns of theBe first-year teachers to their under­
graduate teacher preparation program (SEPP) involved examining several 
sources of data. It has already been noted that no significant differ­
ences among the subjects was found with varying degrees of satisfaction 
with their undergraduate teacher preparation program or with varying 
amounts of experience with school-age youngsters while an undergraduate 
student. It was found, however, that pre-service teacher preparation 
has an important role in resolving the concerns of first-year teachers 
in several areas. Beginning teachers also bring to their first teaching 
positions several strengths which they consider important and useful in
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their first year of teaching. Both of these areas were examined in 

this study.
The subjects rated sources of help to them in resolving their first 

year teaching concerns. When examining frequencies of responses, it was 

found that the subjects rated their undergraduate education program high­
er than any other source of help as being "most helpful" in the follow­
ing areas:

1. Teaching my subject,

2. Planning for instruction
3. Evaluating my own teaching,

4. Finding instructional materials.

S. Grading students,

6. Classroom management.

7. Evaluating what my students are learning, and

8. Improving my own teaching.
The subjects' undergraduate teacher education program was not rated as 

being particularly helpful in the areas of:
1. Adjusting the job and
2. Dealing with parents.

It is noted that fellow teachers were rated as "most helpful" or "next 
most helpful" in a number of areas, and must be considered as an equally 
valuable source of help in resolving the concerns of first-year teachera

Subjects identified several components of their undergraduate 
teacher preparation program as especially useful in their first year of 

teaching. Experience with youngsters in a variety of settings was iden­
tified as especially useful by most of the subjects. Other components
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identified as especially useful were self-evaluation skills and problem­
solving techniques.

The subjects believed that they were especially strong in several 
areas due to their undergraduate teacher preparation program. Exposure 
to "real" situations (and thus developing a larger repertoire of re­

sponses to such situations) was cited as a major strength, as were skills 
in relating to students on both an Individual and small group basis. The 
subjects also indicated that the personal growth which had occurred in 
or as a result of the program was another major strength.

The subjects of this study were most concerned with level three 
concerns (concerns aobut students and student-teacher relationships) at 
the beginning of the year, as measured.by mean scores. By the end of 
the year, however, there was less absolute and relative concern for this 
area. Yet the subjects also indicated that one of the major strengths 
they had acquired as a result of SEPP was precisely in the area of being 

able to relate well with students. Reflections on this finding will be 
discussed in a later section of this chapter.

An Important finding which relates teacher concerns to pre-service 
teacher preparation deals with the perception of many of the subjects 
that any pre-service teacher preparation program is limited in what it 
can do to prepare students of education to resolve concerns. One sub­
ject who felt especially well-prepared as a result of SEPP commented
that she did not feel prepared at all when she encountered the "sea of
faces" that first day of teaching. Another subject, commenting that 

there were limits to what teacher education could do said,
The main thing is just getting out there and doing it —  it's
the best way to learn things. And SEPP cau't do that for you.
Nothing outside of yourself can.
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Relating the concerns of these first-year teachers to the develop­

mental conceptualization of teacher concerns posited by Fuller required 
that the concerns be analyzed by level of concern. When the levels of 
concern were examined at the beginning of the year, level three (concern 

about students and teacher-student relationships) was highest In ranking 
as well as mean score. By the end of the year, this level of concern 
fell to third In the rankings, being replaced by level five (concern 
about whether students are learning what they need).

Mean scores for all levels of concern showed downward movement from 
the beginning to the end of the year. Levels one, two, and three made 
the most downward movement toward less concern, and level five made the 
least downward movement.

The differences in the amount of downward movement caused shifts In 

relative concern as measured by the ranking of the levels of concern.
In the beginning of the year, level three (concern about students and 
teacher-student relationships) was of most relative concern, followed 
by, in order, level six (Improving my own teaching), level five (concern 
about whether students are learning what they need), level two (concern 
about self-adequacy), level one (concern about self-adjustment In the 
school), and level four (concern about whether students are learning 
what Is taught). By the end of the year, however, level five was of 
most relative concern, followed, In order, by levels six, three, two, 
four, and one. It is interesting to note that level six, supposedly 
the highest level in terms of teacher growth, remained in second place 

ranking from the beginning to the end of the year.
Individuals showed both higher and lower mean scores for all of 

the levels of concern. It Is apparent that individuals move at



126

different rates In terms of their concerns. Some individuals showed 

greater concern at most or all of the levels from the beginning to the 
end of the year; most subjects, however, showed less concern at most or 
all of the levels.

Those subjects who were interviewed were asked their reaction to 
the Fuller conceptualization of teacher concerns, after hearing a brief 

description of the levels. All agreed that each of the six levels had 
been a concern at some time during the year, and that the first two 
levels were of primary concern at the beginning of the year. The other 
levels quickly followed, and all of the subjects agreed that there was 
overlap among at least two or more of the levels at some point during 
the year. Most of the subjects believed that if they were to move to a 
new school district next year, levels one and two would probably reap­
pear as major concerns, indicating a cyclical nature of concerns. There 
was disagreement as to the rate that they would resolve the concerns in 
a new teaching situation.

Feedback and evaluative data about the Secondary Education Pilot 
Program were solicited and received in the course of this study. It 
can be said that subjects were generally well-satisfied with the prepa­

ration they received for their first year of teaching. Many subjects 
stated that there was little, if anything, that SEPP could have offered 
that it did not.

Field experiences with youngsters in a variety of settings was 
cited as the single most valuable part of the subjects' experience with­

in the Secondary Education Pilot Program. Subjects in this study cited 
several ways in which this field experience was valuable —  in relating 
to students, in developing a repertoire of responses to a variety of
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situations, In becoming a stronger person, in making a career decision, 

in being hired for a job.

Other particularly positive aspects of the program for the sub­
jects were personal growth experiences, the acquisition of Interpersonal 
communication skills, problem-solving techniques, self-evaluation tech­
niques, and developing a coherent personal philosophy of education. 
Concern for individuals was also rated as a positive outcome of the pro­
gram by many of the subjects.

First-year teachers who were graduates of SEFP generally felt posi­
tive about their first year of teaching, and gave themselves an average 
of 4.00 on a 5.00 rating scale. The subjects cited several areas for 
self-imrovement, including better classroom organization, making their 

subject more interesting and/or relevant, and trying to meet the real 
needs of students.

When asked for suggestions to Improve the program, half of the 
subjects stated that the program had done "all that any program could 
do." Others cited the need for even more experience with youngsters. 
Other suggestions mentioned by one or two subjects Included providing 
more direct feedback and suggestions for Improvement, more courses 
dealing with discipline, emphasizing the negative as well as positive 
aspects of teaching, and some work on mainstreaming.

Conclusions
From the analysis of the perceptions expressed by the graduates of 

the Secondary Education Pilot Program who were in their first year of 
teaching, it seems reasonable to conclude that:

1. While the subjects were primarily cocnerned with issues 
of self-adequacy and adjustment to their new school
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settings at the beginning of the year, they were also 
concerned about having an Impact on students as well as 
Improving their own Instruction.

2. It appears that participation in the Secondary Educa­
tion Pilot Program aroused a higher degree of concern 
for Individual students and their needs, and also that 
participation In SEPP provided the necessary skills 
and attitudes to deal with such courses.

3. Concerns at the end of the first year of teaching 
moved away from concerns with self-adequacy and adjust­
ment and toward an even higher degree of concern for 
meeting the needs of Individual students.

A. Pre-service teacher preparation Is an Important and 
valued resource for resolving the concerns of first- 
year teachers.

5. No single situational or Individual factor has been 
Identified to account for statistically significant dif­
ferences In either the level or degree of concern held 
by first-year teachers.

6. Overall satisfaction with pre-service teacher prepara­
tion and the amount of experience that first-year teach­
ers had with school-age youngsters appear to be of 
great value and importance to the first-year teachers 
who were subjects of this study.

7. The Secondary Education Pilot Program provided pre-service 
teacher preparation experiences which prepared the sub­
jects very well for their first year of teaching.

8. Field experiences were cited as the most Important con­
tribution to resolving concerns during the first year 
of teaching.

9. First-year teachers have difficulty isolating specific 
components of their pre-service teacher preparation as 
having Impact on their first-year teaching performance.

10. Graduates of teacher preparation programs who have had 
teaching experience may have a more clear perception of 
the limits of pre-service teacher preparation programs 
than do teacher educators.

11. The Secondary Education Pilot Program may be strengthened 
by encouraging students to embark on as many field exper­
iences as possible at differing levels, by providing its 
students with more direct feedback, and by encouraging 
dialogue between Its students and those who are currently 
engaged in their first year of teaching.
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12. Any conceptualization of teacher concerns may be more 
cyclical than developmental In nature.

13. The degree of concern for relating to students as In­
dividuals* for meeting the needs of Individual students* 
and for Improving one's own instruction may be raised 
through pre-service teacher preparation.

14. Self concerns about adjusting to a school setting and 
self-adequacy in both subject area and discipline areas 
may be generic to the first teaching assignment and to 
changes In teaching assignments thereafter.

15. Concerns do not occur In an Invariant sequence* but rather 
differ for groups as well as for Individuals.

16. There Is an overlapping of several levels of concern* but 
no perceptible pattern appears at this time.

17. No single situational factor can be attributed to dif­
ferences in level of concern.

Reflections
The first-year teachers who were the subjects of this study were 

graduates of the Secondary Education Pilot Program at Michigan State 
University. Their pre-service teacher preparation experiences were 
composed of a set of features that have been described elsewhere In 
this study. Those experiences were unique In many respects* and may 
have contributed to the concerns that these subjects had as first-year 

teachers.
In the literature and studies of teacher concerns, only one study 

appears which Indicates that beginning teachers have any major concerns 

about studens and their learning. Most of this research was either 
conducted by Frances Fuller and her associates* or compiled by them.
The data compiled here would seem to Indicate differences between the 
subjects of this study and the subjects of other studies in several 

areas.
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Subjects of this study, while being concerned with self-adjustment, 

self-adequacy and acceptance, were also concerned with students, their 

needs, and their learning at the beginning of their first year of teach­
ing. These concerns for students and their growth increased during the 
year for the subjects of this study. The subjects also showed concern 
for the improvement of their own instruction at the beginning of the 

year, and this concern was maintained throughout their first year of 
teaching. These results would not be expected from studying the con­
cerns of other first-year teachers in other studies.

The subjects of this study also differed from the subjects studied 
by Briscoe (1972) in several respects. Subjects who were SEPP gradu­
ates had much less relative concern at the end of the year for gaining 
and maintaining student respect, having students like them, for handl­
ing discipline problems, and similar concerns than did the subjects of 
Briscoe's research. On the other hand, first-year teachers who were 
graduates of SEPP had greater relative concern for "dealing with 
troublesome students" than did Briscoe's subjects, as well as more re­
lative concern for having impact on students and meeting their indivi­
dual needs.

It is not possible from this study to definitely conclude that the 
pre-service teacher preparation program of the subjects was the cause 
of these differences. However, there would seem.to be indications that 
the program of pre-service teacher preparation, or at least portions of 
it, were Instrumental in arousing and resolving the concerns of the 
subjects of this study. The number of individuals who commented on 
their concern for relating to students, for example, can be coupled 
with nearly unanimous agreement among those interviewed that one of
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their greatest strength arising from SEPP was the ability "to relate 

to kids as Individuals and In small groups." It Is the belief of this 
Investigator that there were experiences within SEPP that aroused this 
area as an initial concern and further, that SEPP also provided skills 

and attitudes that were Instrumental In the first-year teachers' at­
tempts to resolve such concerns.

Field experiences were cited as particularly Important by the sub­
jects who were surveyed, and those who were Interviewed confirmed the 
importance of such experiences. It is not possible from this study to 
cite particular experiences or events which happened during field ex­
periences as causing a particular concern, or a means for resolving a 
particular concern. The subjects themselves commented that it was dif­
ficult to Isolate components of SEPP that were valuable. Another sub­
ject commented at length that no one experience was, In Isolation, In­
valuable. It was, rather, the combination and Integration of all of 
the portions of the program which must be viewed as a whole In looking 
at effects.

In this study, the developmental conceptualization of teacher con­
cerns was examined, and a group of first-year teachers was studied to 
ascertain if such a developmental conceptualization applied In this 
case. From the data It must be concluded that teacher concerns would 
appear to be more cyclical in nature, rather than developmental. Sev­
eral features of what are considered criteria for developmental pro­
cesses were absent from the concerns expressed by the subjects of this 

study. Two of these criteria were that the phases or levels were not 
irreversible for the subjects of this study, and that the phases did 
not occur In an invariant sequence. Concern for levels five and six,
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for example, often seemed to occur concurrently with or even before 

levels three and four. Several subjects commented that they repeatedly 
went back to prior stages and dealt with recurring concerns. The sub­

jects indicated that they believed the levels of concern to be cyclical, 
in that "they were sure" they would return to the first two stages if 

they left their present teaching assignments for different ones.
In the mind of the Investigator, this study raised the question of 

appropriate methodology for the study of teacher concerns. It would 
seem Important to know reasons why subjects Indicated that an Item was 
of "great concern" or one of the other categories. This would be es­
pecially Important for assigning the Items to levels of concern. For 
this reason, the interviews seemed to yield much more valuable Insight, 
if not more valuable information, into understanding the concerns of 
first-year teachers. This was in spite of the fact that the reliabil­
ity between raters for assigning Items to levels of concern exceeded 

eighty percent. Such assignment of Items to levels may have been more 
of "consistent speculation" than of understanding the concern of In­
dividuals. An example may clarify this point.

"Dealing with troublesome students" was a major concern for the 
subjects of this study at the beginning and at the end of the year. If 
one followed the criteria for assigning concerns to levels as outlined 
by Fuller and Case, that particular item would be placed Into level twc* 
concern about one's adequacy in the area of student discipline. How­
ever, comments In response to the open-ended questions on the survey, 
and also comments by subjects interviewed, indicated that the real con­
cern in this instance, at least for those subjects, was more with the 
frustration of feeling helpless to aid an individual student who was
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being a discipline problem, when they as teachers knew that the stu­

dent's home life was much less than desirable. The concern for "deal­

ing with troublesome students" then may have taken on a different mean­
ing than as a concern for discipline.

The experience of teaching may also cause one to define concerns 
differently. For example, one subject commented that before she began 

teaching last fall, her major concerns were in the areas of "being ac­
cepted" by the staff at her new school and with "making a difference 

with kids." It is likely, in the opinion of this investigator, that 
the meaning of "making a difference" changed as a result of the teach­
ing experience. From examining and analyzing responses to a checklist, 

such differences in interpretation and meaning are not clear. Another 
example of differing meanings was offered by a different subject, who 
said that "survival," for example, meant different things at different 
times. It would seem that further research efforts in the area of 
teacher concerns must center around defining concerns more precisely, 
and attempting to get at the reasons for such concerns, rather than at 
applying concern "labels" to events or phenomena which may have dif­

fering meanings and interpretations.
Many of the subjects commented on their own processes of self- 

evaluation and self-analysis as being a strength they had gained as a 
result of SEPP. In the opinion of this investigator, those skills 
appeared to be very highly developed, as many were able to point out 
their own strengths, weaknesses, and proposed remedies "on the spot." 
The subjects of this study showed, by the manner in which they thought 
aloud and then answered the questions of the interviewer, that this
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process of self-evaluation is one which is on-going, important, and 

highly valued.

Comments by the subjects about their pre-service teacher prepara­
tion speak for themselves, for the most part. However, it is the re­
flection of this researcher chat many of the comments made by those 
Interviewed seemed to reflect very much the features that were described 
as unique elsewhere in this study. Comments about the personal nature 
of education and the learning process, about meeting the real needs of 
students, about individualizing Instruction, about the importance of 

Interpersonal relationships —  all of these seem to reflect much of 
what the Secondary Education Pilot Program seems to value and tries to 
model for its students.

The purpose of this study has not been to study concerns in at at­
tempt to eliminate them. Concerns from a valuable piece of the growth 
process for teachers as well as for others. One of the subjects of 
this study commented that one should be continually concerned about is­
sues, and that one should continually reexamine him/herself "for all of 

that is part of growing."
Studying teacher concerns has implications for both in-service and 

pre-service teacher education. Many of these implications were de­
tailed by Briscoe in his 1972 study, and need not be repeated here.
One Implication, however, having its roots in this particular study, is 
that pre-service teacher preparation experiences such as the Secondary 
Education Pilot Program provided for the subjects of this study, seem 
to have special value, and are regarded highly by its graduates after 
a year of teaching experience.
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Based on the perceptions of the subjects of this study, pre-service 

preparation programs are effective and valued when:

1. They not only raise, but also help to resolve, Issues 
of personal growth.

2. Field experiences with youngsters In a variety of settings 
are provided and supervised.

3. They provide a forum for the dicussslon of both personal 
and professional concerns with both University and public 
school staff and fellow students on a continuing basis.

A. They contain a degree of personalization and Individuali­
zation which Is often absent In other quarters of a large 
university setting.

5. They provide for the development of Individual teaching 
styles and accompanying behaviors appropriate to those 
styles.

6. They provide for the development of self-analysis, self- 
evaluation, and problem solving skills.

7. They provide experiences with youngsters early enough 
that students can make appropriate career decisions.

8. The focus of the program Is on the personal and profes­
sional growth and development of Individuals within the 
program.

The Secondary Education Pilot Program at Michigan State University ap­
pears to satisfy Its students well In these areas, based on subjects' 
perceptions after a year of teaching.

Recommendations for Further Research
1. Study the concerns of teachers who move from one school 

district to another, In an attempt to verify the recur­
ring nature of concerns about adequacy, acceptance, and 
adjustment, and to determine If teachers will resolve 
these concerns at a faster rate In a new situation.

2. Continue to follow the subjects of this study to deter­
mine what changes, if any, occur In their concerns over 
time. The data presented in this study can be utilized 
as baseline data for such a longitudinal study.
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3. Replicate this study with a non-SEPP sample or population 
to examine possible differences.

4. Examine various research methodological approaches to 
determine if there may be different and better ways to 
assess concerns and the meanings and Importance that 
teachers attach to them.

5. Continue to seek feedback and evaluative data from these 
subjects about the continuing value of their pre-service 
teacher preparation program, and to seek whatever new 
perceptions the subjects may offer in light of their 
continuing teaching experience.

6. Develop methodological approaches to try to pinpoint the
value of specific program components in the growth of
teachers.

7. Study samples from both SEPP and non-SEPP populations at 
Michigan State University to provide comparative data 
about the strengths and weaknesses of the two programs. 
Such data can be used for program development purposes, 
as well as for decision making-purposes.

8. Continue to study teacher concerns in attempts to relate
teaching practices and performance to teacher concern.
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A Forward

When one person 's l i f t  touches, and th i t  enriches, tha U fa  o f  enothar, both achieve 
tha moat oompleta hunan exaallsnce. Our aahoola ahould bring paopla togathar in txcya 
which allow  ub to touoh and anriah aaoh othar. But any *uoh product o f  our eo o ie ty  — 
our in s ti tu tio n s , our lou t, our pronouncements o f  p r in c ip le  and purpoaa —  dapand on 
tha paopla who uaa tham fo r  thair oun ban afit, ecid fo r  tha ban afit o f  thoaa who coma 
a f ta r  than. Our aahoola m a t  dapand on tha axoattenoa o f  tha human bainga who antar 
tham fo r  whatavar purpoaaa, not on tha atvuotura o f  tha in a titu tio n , tha curriculum, 
or tha prinoiplaa which gov arm th m  and g ive tham premise, We raoogniaa th ia  fundamental 
t r u t h  in  a taartin g  th a t good taoohara ora e ffa o tiv e  paraona; bafora anything alaa, b o th  
e f fe c tiv e ly  human and in ta r  human.

Thia ia  a program which foouaaa on tha paraon. I t  oalabrataa tha uniquenesses and 
tha sxoellenoaa o f  th s  human a p ir i t .  Tha a p ir i t  o f  humanity ia  fom ad o f  q u a lit ie s  o f  
U fa  which giva maaning to  our baingt tha darh tsss o f  fru s tra tio n , lo n a lin a tt, aodnaaa 
and daapair on tha ona hand;  tha l ig h t o f  Joy,  goodnaaa, aa tia foo tion  and worthinaaa 
on tha othar. Wa aaak n e ith er  aida o f  U fa  by i ta a l f .  Wa aooapt both aa having tha 
p o ten tia l to  anriah u t whan aoaompaniad by four naeaaaary q u a li t ie s  o f  tha interhuman: 
oaring, aharing, team ing and belonging.

Va welcome anyone who ohooeea to be a p e r t  o f  th ia  program. A t tha acme time, wa 
anoouraga honaat exploration o f  the s e l f  and o f  tha teaching p ro fe ttio n . I f  auoh an 
exploration ia  honaat, i t  w ill  lead soma to  a deoieion  not to  s ta y  w ith  ua. We aooapt 
auoh a deoieion a t  a p o s it iv e  affirm ation  o f  personal q u a lit ie s  leading to  other areas 
o f  heron endeavor with equal v a l id i ty ,  v i t a l i t y  and worth.

I t  ie  not nsaeseary or deeireab le that a l l  thoaa who ooma together in th ia  program be 
a lik e  —  e ith er  i n  th*  beginning or a t  the end o f  our time together. What i s  naoeeeary 
and desireabla  ie  th a t aharing, oarin g , learning and belonging o f  unique persona be tha 
aouroa o f  anriofmant and fu lf illm e n t fo r  a l l  o f  u s .  We o o m it  ourselves to  thoaa 
prooeaaaa.

Va in v ite  you to  look through th is  daaoription o f  our program. Then i f  you would 
l ik e  to be a p a r t o f  auoh on adventure, or would lik e  to  xnow more about STPP, p lease  
g e t  in  touoh, and l e t  us g e t to  know eaoh other.

S. S. c . 
September, 1973
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The S econdary  E d u ca tio n  P i lo t  Program

The S econdary  E d u c a tio n  P i l o t  Program  (SEPP) i a  ona o f  a  n u ab e r o f  e f f o r t s  o f  th a  
C o lle g e  o f  E d u ca tio n  a t  M ichigan  S t a t a  U n iv e r s i ty  to  p ro v id e  q u a l i t y  te a c h e r  p r e p a ra t io n  

f o r  i t s  s tu d e n ts .  D esigned f o r  s tu d e n ts  p re p a r in g  to  te a c h  in  h ig h  s c h o o ls  and J u n io r  

h ig h  o r  a id d la  s c h o o ls ,  th e  p ro g ra a  f e a tu r e s  a  sequence o f  e x p e r ie n c e s  f o r  s tu d e n ts  
b eg in n in g  in  th e  f a l l  o f  th e  f re s h a a n  y e a r  f o r  many, and end ing  w ith  th e  r e c e i p t  o f  

c e r t i f i c a t i o n  and d e g r e e .  The p ro g ra a  i s  in te n d e d  to  p ro v id e  a way o f  t a s t i n g  c a r e e r  

d e c is io n s  e a r ly ,  w ith  th e  r e s u l t a n t  a l i a i n a t i o n  o f  te a c h in g  a s  a  c a r e e r  f o r  so ae  v e ry  
e a r ly  in  t h e i r  c o l le g e  c a r e e r s ;  o t h e r s ,  who co n firm  a  c a r e e r  c h o ic e  in  e d u c a t io n ,  can  

g a in  r e a l  f i e l d  e x p e r ie n c e  l a a e d ia t e ly ,  and b e g in  to  c o o r d in a te  t h e i r  p r o f e s s io n a l  
p r e p a r a t io n  w ith  t h e i r  a c a d e a ic  p rogram s. U n lik e  th e  u s u a l  fo u r - c o u r s e  sequence fo llo w ed  

In  v i r t u a l l y  a l l  o f  th e  seco n d a ry  te a c h e r  p r e p a r a t io n  program s in  t h i s  c o u n try  (E d u c a tio n a l 
P sycho logy , T each ing  M ethods, S o c ia l F o u n d a tio n s  and S tu d e n t T e a c h in g ) , s tu d e n ts  in  SEPP 

p a r t i c i p a t e  in  p r o f e s s io n a l  developm ent a c t i v i t i e s  d u r in g  ev e ry  te n s  in  w hich th e y  a r e  
in  r e s id e n c e  a t  th e  U n iv e r s i ty .

The p ro g ra a  o f f e r s  th e  fo llo w in g  a d v a n ta g es  t o  th e  s tu d e n t :

1 . A c o n tin u o u s  b le n d in g  o f  p r o f e s s io n a l  d e v e lo p n e n t,  s u b je c t  a r e a  s tu d y , and 
v ia b le  f i e l d  e x p e r ie n c e .

2 . E x te n s iv e  f i e l d  e x p e r ie n c e  ( a t  l e a s t  tw ic e  t h a t  o f  a o s t  o th e r  p ro g ra m s), and 
w id er v a r i e t y  o f  c o n ta c ts  w ith  young p e o p le .

S . D e l ib e r a te  e x p e r ie n c e  w ith  a d o le s c e n ts  in  in fo rm a l and n o n -sch o o l s e t t i n g s .
4 .  A r e g u la r  s t a f f  o f  p r o f e s s io n a l  e d u c a to rs  w orking w ith  s tu d e n ts  in  a l l  

p h ases  o f  th e  p ro g ra a ,  in c lu d in g  th e  c l i n i c a l  e x p e r ie n c e  n o d u le s . The sa ae  
s t a f f  who work w ith  s tu d e n ts  e a r ly  in  th e  program  c o n tin u e  w ith  th e n  th ro u g h o u t, 
and s u p e rv is e  th e s e  s tu d e n ts  in  f i e l d  com ponents.

5 . S y stem a tic  p r o f e s s io n a l  and p e rso n a l ad v ise m e n t, supp lem en ting  t h a t  o f f e r e d  
by th e  s t u d e n t 's  a c a d e a ic  m ajo r d ep a rtm en t and r e s id e n c e  h a l l  s t a f f .

6 . A c o h e re n t p ro g ra a , spann ing  fo u r  y e a rs  (12 te rm s) o f  grow th and developm ent 
aim ed a t  e x c e l le n c e  in  c a r e e r  p r e p a r a t io n .

SEPP d i s t in g u i s h e s  betw een e x p e r ie n c e  b a se d  le a r n in g  and p e r /o m o n o e  b ased  le a r n in g .
In  d e s c r ib in g  t h i s  p ro g ra a  a s  ex p e rfe n o e  b ased  wo a r e  a l s o  d e s c r ib in g  a n  in d u c t iv e  ao d e l 

o f  te a c h e r  p r e p a r a t io n .  WE do n o t ,  a s  a  r u l e ,  s e t  perfo rm ance  o b je c t iv e s  FOR o u r  
s tu d e n ts .  We a sk  s tu d e n ts  to  e s t a b l i s h  t h e i r  own perfo rm ance  s ta n d a rd s  a s  an ou tg ro w th  
o f  t h e i r  own e x p e r ie n c e s ,  and c o n s ta n t ly  en cou rage  s tu d e n ts  to  r e v i s e  th o s e  g o a ls  in  
l i g h t  o f  f u r th e r  r e c o n s t r u c t io n  o f  e x p e r ie n c e .

Of c o u rse  n o t a l l  e x p e r ie n c e s  a r e  e q u a l ly  s i g n i f i c a n t  o r  e q u a l ly  e d u c a t iv e .  To 
b e l ie v e  o th e rw is e  i s  to  a b d ic a te  r e s p o n s i b i l i t y  f o r  g u id in g  le a r n in g .  Dewey d e f in e s  
e x p e r ie n c e  in  a  way th a t  em phasises b o th  th e  p e rso n  and th e  env ironm ent »  a s  e x p e r ie n c e
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r e s u l t s  In  i n t e r n a l  p e rso n a l c h a n g e . I t  a l s o  r e s u l t s  in  changes in  th e  o b je c t iv e  

c o n d i t io n s  in  w hich th e  e x p e r ie n c e  o c c u r s .  Me b e l ie v e  t h a t  e d u c a t iv e  e x p e r ie n c e  i s  

t h a t  w hich le a d s  s tu d e n ts  to  a f f e c t  t h e i r  w orld  in  Im p o rtan t r e a l  ways. We want 

th e *  to  a c t  on  th e ir  cun in i t ia t iv e  such t h a t  t h e i r  w orld  re s p o n d s . I t  i s  th ro u g h  an 

ex a m in a tio n  o f  th o s e  a c t io n s  and re s p o n s e s  t h a t  s tu d e n t s ,  w ith  g u idance  f r o a  SEPP 
s t a f f  n a b e r e ,  engage in  a  c o n t in u a l  p ro c e s s  o f  r e c o n s t r u c t io n  o f  e x p e r ie n c e .  I f  

b o th  th e  e x p e r ie n c e  and th e  p ro c e s s in g  o f  i t  a r e  d e te rm in e d  by s tu d e n t p e r c e p t io n s ,  

s tu d e n t n e e d s , and  s tu d e n t  d ev e lo p ed  g o a ls  and o b je c t iv e s  (a s  th e s e  a r e  p la y ed  o u t 
in  th e  r e a l  a r e n a  o f  p u b l ic  e d u c a t io n ) ,  th e  r e s u l t a n t  " p ro d u c ts "  sh o u ld  be a s  d iv e r s e  

a s  th e  nu ab er o f  s tu d e n ts  in v o lv e d . SEPP c h e r is h e s  th o se  d i f f e r e n c e s ,  and b u i ld s  on 

th e a  tow ard  th e  developm ent o f  p r o f e s s io n a l  e x c e l le n c e  in  i t s  g r a d u a te s .
We u n d e rs ta n d  th e  p ro c e s s  j u s t  d e s c r ib e d  to  be v e ry  d i f f e r e n t  f r o a  what i s  u s u a l ly  

d e s c r ib e d  In  th e  l i t e r a t u r e  on performance bated  i n s t r u c t i o n .  We do n o t c l a l a  t h a t  

th e  way we have chosen  i s  b e s t  f o r  a l l  s tu d e n ts  — i t  i s  an a l t e r n a t i v e ,  open to  
th o s e  who choose to  p u rsu e  t h e i r  p r o f e s s io n a l  grow th in  t h i s  way. In  th e  p u r s u i t  o f  

p r o f e s s io n a l  g ro w th , wo a sk  t h a t  s tu d e n ts  r e f l e c t ,  th ro u g h  t h e i r  p a r t i c i p a t i o n  in  

th e  v a r io u s  p a r t s  o f  th e  p ro g ra a :

nilSIAIIVS — th e y  sh o u ld  seek  o u t o p p o r tu n i t i e s  f o r  p r o f e s s io n a l  grow th th ro u g h  
f i e l d  e x p e r ie n c e ,  th ro u g h  en rich m en t e x p e r ie n c e s  on c a a p u s , and th ro u g h  le a d e r s h ip  
and s e r v ic e  w ith in  th e  s t r u c t u r e  o f  th e  p ro g ra a  i t s e l f .
RESPONSIBHITI — th e y  sh o u ld  a sau a e  r e s p o n s i b i l i t y  f o r  a s  su ch  o f  t h e i r  own 
le a r n in g  and grow th as  th e y  c a n .  I t  i s  assum ed th a t  th e  r e s o u rc e s  o f  th e  p ro g ra a  
w i l l  c o n t r ib u te  s i g n i f i c a n t l y  to  in d iv id u a l  e x c e l le n c e ,  b u t o n ly  w ith in  th e  
c o n te x t  o f  in d iv id u a l  r e s p o n s i b i l i t y  and e f f o r t .  A g e n e ra l  c o a a l ta o n t  to  
e x c e l le n c e ,  im p lied  by a e a b e rs h ip  lit th e  p ro g ra a ,  c a r r i e s  w ith  i t  th e  r e s p o n s i b i l i t y  
f o r  a e e t in g  o b l ig a t io n s  o f  e f f o r t ,  a t te n d a n c e ,  and r ig o ro u s  in q u ir y .
com raam - -  th e y  shou ld  e x p e c t t h a t  in v o lv e a e n t in  SEPP r e p r e s e n ts  a  c o a a i ta e n t  
to  p a r t i c i p a t i o n  w e ll beyond th e  l e v e l  e x p e c te d  o f  s tu d e n ts  in  soao o th e r  te a c h e r  
e d u c a t io n  p rog ram s, in  exchange f o r  t h a t  c o n s ti tu e n t ,  s tu d e n ts  shou ld  ex p e c t 
g r e a te r  f l e x i b i l i t y  w ith in  th e  p ro g ra a ,  a  h ig h e r  le v e l  o f  e x c e l le n c e  in  
p r e p a ra t io n  f o r  a  p r o f e s s io n a l  c a r e e r ,  and a background  o f  e x p e r ie n c e  and le a rn in g  
w hich i s  u n iq u e  and e x e a p la ry  w ith in  th e  f i e l d .

U n d erly in g  P ro fe s s io n a l  A ssu a o tio n s

S p e c i f ic  coaaon  o b je c t iv e s  f o r  a l l  s tu d e n ts  a r e  a n t i t h e t i c a l  to  th e  n a tu re  o f  a  • 
p ro g ra a  w hich fo c u se s  on u n iq u e n e sse s  in  in d iv id u a l  s t y l e  and in d iv id u a l  g o a ls  and 

o b je c t i v e s .  But co m p le te  n e u t r a l i t y  a s  t o  p u rp o se  i s  a l s o  synonoaous w ith  i n t e l l e c t u a l  
s t e r i l i t y .  The fo llo w in g  a ssu m p tio n s  ab o u t te a c h e r s  and e d u c a tio n  aak e  up an  u a b r e l l a  
u n d e r which in d iv id u a l  s t r e n g th s  a a y  be d ev e lo p ed  and n u r tu re d .  These s t a t e a e n t s  r e f l e c t  

c h a r a c t e r i s t i c s  o f  h e a l th y  p e r s o n a l  g ro w th , and sh o u ld  alw ays be viewed a s  " in  p ro c e s s " ,  
not a t  ebatmtents o f  f in a l conditions or terminal r e s u l t s .  Each can  be c o n v e r te d  to
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on* o r  n o r*  s p e c i f i c  o b je c t iv e *  a p p l ic a b le  to  an  In d iv id u a l  s tu d e n t ,  aa such a p p l ic a t io n  
becoae* a p p r o p r ia t e .  W* encou rage s tu d e n ts  to  make such a p p l i c a t io n  d i r e c t l y  to  them­
s e lv e s ,  r a t h e r  th a n  e x t e r n a l l y  s p e c ify in g  such a p p l ic a t io n s  f o r  th e n .

1 . Me need te a c h e r s  Mho a r e  e f f e c t i v e  p e r s o n s .  W* d e f in e  “e f f e c t i v e "  a s  
o a b ra c ln g  th e  fo llo w in g  c o n d i t io n s  - -

a .  a w e ll d ev e lo p ed  s y s te a  o f  p e rs o n a l b e l i e f s  and v a lu e s ;  a 
p h ilo so p h y  o f  l i f e .

b . p e rs o n a l  b e h a v io r  c o n s i s t e n t  w ith  th o s e  b e l i e f s  and v a lu e s .

2 . He need  te a c h e r s  who u n d e rs ta n d  how young p e o p le  l e a r n ,  how th e y  grow and 
d ev e lo p  a s  p e rs o n s , and who a r e  aw are o f  young p e o p le 's  need s and s o c ia l  
c o n c e rn s .

I .  We need  te a c h e r s  who can  resp o n d  e f f e c t i v e l y  t o  young p e o p le 's  n e e d s , who 
r e s p e c t  and v a lu e  i n d i v i d u a l i t y  and d i v e r s i t y ,  and who a r e  r e c e p t iv e  to  
young p e o p le 's  c o n c e rn s , s o c ia l  i n t e r a c t io n s  and p ro b lem s.

4 . We need te a c h e r s  who u n d e rs ta n d  th e  fu n d a a e n ta l s t r u c t u r e  o f  t h e i r  s u b je c t
n a t t e r ,  and who a r e  a b le  to  s e l e c t  and im plem ent a p p r o p r ia te  ways o f  h e lp in g  
young p e o p le  u n d e rs ta n d  and u s*  t h a t  s t r u c t u r e  in  t h e i r  l i v e s .

5 . W* need te a c h e r s  who u n d e rs ta n d  th e  o r g a n is a t io n  and p ro c e s s  o f  e d u c a t io n ,
th e  r o l e  o f  s c h o o lin g  in  modem s o c ie ty ,  and can  c r i t i c a l l y  e v a lu a te  t h a t  
r o l e ,  a s  w e ll a s  w orking e f f e c t i v e l y  w ith  i t .

6 . We need te a c h e r s  who can  i d e n t i f y  t h e i r  own s t r e n g th s  and w eaknesses , and
u s in g  a s  c r i t e r i a  t h e i r  own b e l i e f s ,  v a lu e s  and  g o a ls ,  th e  need s and e x p e c ta t io n s  
o f  t h e i r  s tu d e n ts ,  and th e  e x p e c ta t io n s  o f  th e  s o c ia l  s y s t e a ,  a c t  to  c a p i t a l i s e  
on t h e i r  s t r e n g th s  and c o r r e c t  t h e i r  w eak n esses .

7. W* need  te a c h e r s  who can  d ia g n o se  and a c t  to  r e a e d la to  s tu d e n t s ' d e f f i e i e n c i e s
in  b a s ic  s k i l l s ,  in te r p e r s o n a l  s o c ia l  s k i l l s ,  and s e l f - c o n c e p t s ,  a s  w e ll a s
h e lp in g  young p eo p le  to  b u i ld  on t h e i r  s t r e n g th s  and p e rs o n a l s k i l l s .

8 . We need te a c h e r s  who can  p ro v id e  r e le v a n t  and a p p r o p r ia te  feedback  to  s tu d e n ts
and p a r e n t s .

9 . We need te a c h e r s  who a r e  s e n s i t i v e  to  th e  in h e re n t  c o n f l i c t s  betw een h e lp in g ,
on one hand , and in t r u s io n  on th e  o th e r ;  betw een a c t in g  as  an a b j e c t iv e  
a g e n t o f  change  on one hand , and a p u b l ic  s e rv a n t  on th e  o th e r ;  and betw een 
th e  e x a m in a tio n  o f  p e rs o n a l v a lu e s  a s  a  p a r t  o f  th e  e d u c a t io n a l  p ro c e s s  on 
on* hand , and th e  in t r u s io n  upon fa m ily  and p r iv a c y  on th e  o th e r .  S e n s i t i v i t y  
t o  th e s e  c o n f l i c t s  shou ld  be r e f l e c t e d  in  e f f e c t i v e ’ p r o f e s s io n a l  b e h a v io r .

10. W* need te a c h e r s  who fu n c t io n  a s  a c t i v e ,  e f f e c t i v e  n e a b e rs  o f  a p r o f e s s io n a l
s t a f f .  T h a t e f f e c t iv e n e s s  in c lu d e s  th e  u t i l i s a t i o n  o f  p r o f e s s io n a l  and human 
re s o u rc e s ,  th e  sh a r in g  o f  s c h o la r s h ip  and id e a s ,  and th e  a p p l i c a t io n  o f  s k i l l  
and u n d e rs ta n d in g  to  th e  s o lv in g  o f  i n s t i t u t i o n a l  p ro b lem s.
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11. We need  te a c h e r s  who a r e  know ledgeab le  a b o u t r e s t a r c h  in  e d u c a t io n a l  a r e a s  and 
can  u t i l i s e  t h a t  r e s e a r c h ,  a s  w e ll  a s  o th e r  a p p r o p r ia te  s k i l l s ,  to  c o n t r i b u te  
s i g n i f i c a n t l y  to  p ro g ra a  developm en t and im p le m e n ta tio n .

12. ITe n eed  t e a c h e r s  who d e a l  w ith  c o n f l i c t  c r e a t i v e l y  and a f f e c t i v e l y  in  t h e i r  
own l i v e s ,  in  t h e i r  c la s s ro o m s , and in  th e  sc h o o l and com m unity i n  w hich 
th e y  w ork.

13. ITe need  t e a c h e r s  who a r e  th o ro u g h ly  p r o f e s s io n a l ;  who r e c o g n is e  t h e i r  resp o n *  
s i b i l l t i e s  w ith in  th e  I n s t i t u t i o n  In  w hich th e y  w ork, and  in  t h e i r  p r o f e s s io n a l  
o r g a n i s a t i o n s ,  apd who behave in  such  a  way a s  to  b e  exem pla rs  f o r  t h e i r  
s tu d e n t s ,  b r in g in g  c r e d i t  to  t h e i r  p r o f e s s io n  and to  th e m se lv e s .

The Proaram

The S econdary  E d u ca tio n  P i l o t  P ro g ra a  s u b s t i t u t e s  t o t a l l y  f o r  th e  r e g u la r  p r o f e s s io n a l  

c e r t i f i c a t i o n  seq u en ce  a t  M ichigan  S t a t e  U n iv e r s i t y .  I t  d o es  n o t  a f f e c t  a t  a l l  th e  

academ ic program s r e q u i r e d  by  d e p a r tm e n ts  o f  m ajo r o u ts id e  o f  th e  t h i r t y  c r e d i t s  o f  

p r o f e s s io n a l  c o u r s e  work r e q u i r e d  f o r  c e r t i f i c a t i o n  in  M ich ig an . In  b u i ld in g  t h i s  
p rogram  w ith in  th e  fram ew ork o f  an e x p e r i e n t i a l  m odel, we have a l s o  found  i t  n e c e s s a ry  

to  conform  to  many I n s t i t u t i o n a l  re q u ire m e n ts  su ch  a s  " c o u r s e s "  and " c r e d i t s . "  W hile 

th e  fo llo w in g  o u t l i n e  o f  o u r  c u r r ic u lu m  a p p e a rs  to  be v e ry  s im i la r  to  d e s c r i p t i o n s  o f t e n  
found in  u n i v e r s i t y  c a ta lo g u e s ,  i t  sh o u ld  be u n d e rs to o d  t h a t  seldom  in  th e  seq u en ce  o f  

" c o u r s e s "  a r e  s tu d e n ts  in v o lv e d  in  w hat c o u ld  t r a d i t i o n a l l y  be c a l l e d  " sc h o o l w ork". 
L e a rn in g  en v iro n m en ts  a r e  c a r e f u l l y  and u n iq u e ly  d ev e lo p e d  to  d i r e c t l y  r e f l e c t  th e  

p h i lo s o p h ic a l  m odel w hich u n d e r l i e s  t h i s  p rogram , a lw a y s  p ro v id in g  tim e  f o r  r e f l e c t i o n  
and fee d b ack  among s tu d e n ts  and  s t a f f .

The fo llo w in g  " c o u r s e s "  make up th e  p ro g ra a  o f  e x p e r ie n c e s  f o r  members o f  5EPP. They 
m eet th e  re q u ire m e n ts  f o r  p r o v i s io n a l  c e r t i f i c a t i o n  in  M ic h ig a n . Q u e s tio n s  a b o u t 
s p e c i f i c  re q u ire m e n ts  in  o th e r  s t a t e s  sh o u ld  be d i r e c t e d  to  th e  U n d erg rad u a te  A dvisem ent 
C e n te r ,  134 E ric k so n  H a l l ,  M ich igan  S t a t e  U n iv e r s i ty ,  E a s t L an sin g , M ich igan  46824.

ED 102A I n t r o d u c t io n  to  S econdary  E d u ca tio n  F a l l  1 c r .

S e r ie s  o f  se m in a rs  on se c o n d a ry  s c h o o l p rob lem s and i s s u e s .

ED 102B P e rs o n a l  D im ensions o f  S econdary  T each in g  W in te r 2 c r .
L a b o r a to r y .s e t t in g  em p h asis in g  p e r s o n a l  v a lu e s ,  b e l i e f s  and b e h a v io rs
r e l a t e d  to  te a c h in g  in  se c o n d a ry  s c h o o ls .  In c lu d e s  m ie ro > te a c h in g , 
s m a ll g roup  p r o c e s s e s  and  in d iv id u a l  a s se s s m e n t a c t i v i t i e s .

ED 102C S eco n d a ry  School Youth C u l tu re  S p rin g  2 c r .
L a b o ra to ry  s e t t i n g  em p h asis in g  c h a r a c t e r i s t i c s  o f  a d o le s c e n t  s o c ia l  
s y s t a a s  in  and o u t o f  s c h o o l.  P a r t i c i p a n t s  w i l l  in c lu d e  s tu d e n ts  f r o a  
l o c a l  s c h o o ls ,  SEPP members, and u p p e rc la ssm e n  in  se co n d a ry  e d u c a t io n .



143

ED 202A E d u c a tio n a l P sy ch o lo g y ; A d o lescen ce  F a l l  2 c r .

Em phasizes c o g n i t iv e ,  a f f e c t i v e  and p h y s ic a l  g row th  o f  a d o le s c e n ts ;  
t h e o r i e s  o f  l e a r n in g  a s  a p p l ie d  to  se co n d a ry  e d u c a t io n ;  p r o b l e u  o f  
e a r l y  a d o le s c e n c e .

ED 2028 W orkshops In  S econdary  E d u ca tio n  W in te r  2 c r .
S tu d e n ts  s e l e c t  f r o a  a  v a r i e t y  o f  s in g l e  s e s s io n  w orkshops f o c u s in g  on 
p s y c h o lo g ic a l  and s o c io lo g ic a l  a s p e c ts  o f  te a c h in g  in  se co n d a ry  s c h o o ls .

ED 202C A l t e r n a t iv e  S econdary  School S t r u c tu r e s  S p r in g  1 c r .

O n * s ite  e x a m in a tio n  o f  a  v a r i e t y  o f  se co n d a ry  sc h o o l o r g a n i s a t i o n a l  
p a t t e r n s ,  to g e th e r  w ith  o n -ca ap u s  a n a ly s i s  o f  u n d e r ly in g  th e o r i e s  o f  
s o c i a l  o r g a n iz a t io n  and c u r r l c u l u a  c o n s t r u c t io n .

ED 302A T each in g  S k i l l s  L a b o ra to ry  F a l l  2 c r .

I n s t r u c t i o n  and f i e l d  e x p e r ie n c e  In  s e le c te d  g e n e r ic  te a c h in g  s k i l l s ,  
In c lu d in g  c la s s ro o m  m anagem ent, se co n d a ry  r e a d in g ,  d a t a  a n a l y s i s ,  
g ro u p in g  and s o c l o a e t r l e  te c h n iq u e s ,  I n s t r u c t i o n a l  p la n n in g , a s se ss m e n t 
and e v a lu a t io n .

ED 3028 l a b o r a to r y  In E th n ic  V a lu es o f  A d o le s c e n ts  W in te r 1 c r .

L a b o ra to ry  s e t t i n g  fo c u s in g  on e th n ic  v a lu e s ,  b e l i e f s  and a t t i t u d e s ,  
and  t h e i r  Im pact on  p u b l ic  se c o n d a ry  s c h o o ls .  P a r t i c i p a n t s  w i l l  
in c lu d e  SEPP s tu d e n t s ,  h ig h  sc h o o l and m id d le  sc h o o l r e p r e s e n ta t i v e s  
o f  r a c i a l  and e th n ic  m i n o r i t i e s .

ED 302C C l in i c a l  F ie ld  E x p erie n ce  In  S econdary  T eaching*  S p rin g  12 c r .

C l i n i c a l  e x p e r ie n c e  In  se co n d a ry  te a c h in g .  S u p e rv ise d  by  s u b je c t  
s p e c i a l i s t s ,  SEPP p ro g ra a  s t a f f ,  and s e le c te d  p u b l ic  sc h o o l p e r s o n n e l .  
C oupled w ith  302A and 3028 In to  a one y e a r  in te g r a te d  sequence o f  
e x p e r ie n c e s  u n d e r  common s u p e r v is io n .

ED 4Q2A Advanced Workshops In  S econdary  E d u c a tio n  F a l l  2 c r .

Workshops on a  v a r i e t y  o f  e d u c a t io n a l  I s s u e s  and p ro b lem s, such a s  
f in a n c e ,  c u r r ic u lu m  c o n s t r u c t io n ,  advanced  e v a lu a t io n  and  a s se ssm e n t 
te c h n iq u e s ,  advanced te a c h in g  m ethodo logy , e t c .  Agenda I s  d e te rm in e d  
by s t a f f  and s tu d e n ts  j o i n t l y ,  grow ing o u t o f  th e  300 sequence an d  s tu d e n t s ' 
p e rc e iv e d  needs and c o n c e rn s .
•
M ost s tu d e n t s ,  by th e  tim e  th e y  b eg in  302C, w i l l  have co m p le ted  a t  l e a s t  
400 h o u rs  o f  c l i n i c a l  e x p e r ie n c e  in  th e  f i e l d .  S tu d e n ts  sh o u ld  guard  
a g a in s t  t h e  a s su m p tio n  t h a t  th e  ex ten d e d  e x p e r ie n c e  In  302C i s  th e  
e q u iv a le n t  o f  s tu d e n t  te a c h in g .  We se e  t h i s  a s  o n ly  one o f  a  n u a b e r  o f  
c l i n i c a l  e x p e r ie n c e s ,  some o f  w hich may fo llo w  t h i s  te rm . We en co u rag e  
e x p e r im e n ta tio n  and re f in e m e n t o f  p e r s o n a l te a c h in g  s t y l e  d u r in g  t h i s  te rm , 
a s  w e ll a s  th e  deve lopm en t and re f in e m e n t o f  i n s t r u c t i o n a l  s k i l l s .  We 
en c o u ra g e , a l s o ,  o b je c t iv e  e v a lu a t io n  and fee d b ack  by s tu d e n ts ,  c o o p e ra tin g  
s t a f f  In  th e  f i e l d  s e t t i n g ,  and SEPP s t a f f .  P lacem ent c r e d e n t i a l s  f o r  
s tu d e n ts  In  SEPP r e f l e c t  t h e i r  p e rfo rm an ce  o v e r  th e  f o u r  y e a r s  o f  th e  
p r o g ra a ,  n o t o n ly  th e  one te rm  o f  s tu d e n t  te a c h in g  w hich i s  u s u a l ly  
r e p o r te d  to  p r o s p e c t iv e  e m p lo y e rs .
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ED 402B Sem inar In  T •ach in g  S econdary  D is c ip l in e s  W in ter 2 c r .

fo c u s  on ln s t x u c t l o n s l  and c u r r l c u lu a  p r o b I r a s  In  s p e c i f i c  d i s c i p l i n e s  
o f  s t u d e n t 's  m a jo r f i e l d  o f  s tu d y . SEPP s t a f f  w i l l  work in  l i s s o n  w ith  
v a r io u s  U n iv e r s i ty  p e rso n n e l in  h e lp in g  s tu d e n ts  e x p lo re  m a te r i a l s ,  
s t r a t e g i e s  and p a t t e r n s  o f  c u r r l c u l u a  o r g a n iz a t io n  in  m ajo r f i e l d s .

ED 402C S e n io r  S econdary  E d u ca tio n  P r o s r a ln a r  S p rin g  1 c r .
Focus i s  on s t u d e n t 's  p e rs o n a l r e f in e a e n t  o f  e d u c a t io n a l  p h ilo s o p h y . 
R eadings on c u r r e n t  h i s t o r i c a l  and p h i lo s o p h ic a l  p e r s p e c t iv e s  w i l l  f o r a  
th e  c o re  o f  p ro g ra a ,  and se rv e  a s  an  in t r o d u c t io n  to  g ra d u a te  s tu d y  
in  e d u c a t io n .

In  a d d i t io n  to  th e  above p ro g ra a  o f  s tu d y  and e x p e r ie n c e ,  s tu d e n ts  a re  ex p e c ted  to  
ta k e  p a r t  In  s e v e r a l  o th e r  a c t i v i t i e s  w hich, b ecau se  th e y  r e c u r  each  t e n ,  f o n  th e  
in te g r a t in g  th re a d  o f  th e  SEPP p ro g ra a .

HIND-BENDERS

Me f in d  t h a t  u n d e rg ra d u a te s  a r e  n o t u n i f o n l y  e x c i te d  a b o u t r e a d in g  t h e o r e t i c a l  
t r e a t i s e s  by John  Dewey, H arry  Broudy, e t c .  But th e y  can  (and sh o u ld ) have a 
f a m i l i a r i t y  w ith  th e  “ s t a r s  o f  th e  e d u c a t io n a l  w o r ld ."  Lay p eo p le  and te a c h e r s  
In  th e  s c h o o ls ,  a s  w e ll a s  many s tu d e n ts ,  re a d  John  H o lt ,  J o n a th a n  K ozol, e t c . ,  
and ex p e c t o u r  s tu d e n ts  to  have in fo m e d  o p in io n s  a b o u t th e a .  T hus, each  t e n ,  
s tu d e n ts  a r e  ex p e c ted  to  re a d  and d is c u s s  a t  l e a s t  one book o r  i t s  e q u iv a le n t  
o u ts id e  th e  r e g u la r  p ro g ra a  re q u ire m e n ts .  The book i s  chosen  from a b ib l io g ra p h y  
w hich i s  r e v is e d  y e a r ly ,  and w hich p ro v id e s  f o r  s tu d e n t c h o ic e  a s  w e ll a s  s t a f f  
d i r e c t i o n  and g u id a n ce ,

FIELD EXPERIENCE REQUIREMENT

D uring th e  second  y e a r  o f  th e  p ro g ra a  ( o c c a s io n a l ly  e a r l i e r ,  f o r  th o s e  who a r e  
rea d y ) SEPP r e q u i r e s  s tu d e n ts  to  com plete  th e  e q u iv a le n t  o f  120 h o u rs  o f  c l i n i c a l  
e x p e r ie n c e  w ith  young p e o p le  in  a  f i e l d  s e t t i n g  o v e r  and above t h a t  which may be 
in c lu d e d  in  th e  r e g u la r  p ro g ra a  re q u ire m e n ts . I t  I s  s t r o n g ly  recommended t h a t  t h i s  
re q u ire m e n t be met th ro u g h  summer camp work o r  r e c r e a t io n  and p a rk  s u p e rv is io n  
d u r in g  th e  f i r s t  o r  second summer in  th e  p ro g ra a .  I f  com pleted  d u r in g  schoo l tim e , 
t h i s  re q u ire m e n t co u ld  ta k e  th e  f o r a  o f  two, 2 -h o u r b lo c k s  o f  tim e each  week, 
sp e n t a s  a t e a c h e r 's  a id e  in  a  lo c a l  s c h o o l.  Such p o s i t io n s  a r e  c o n s id e re d  
v o lu n ta r y ,  and a r e  seldom  a  so u rc e  o f  pay  f o r  s tu d e n ts .  Done t h i s  way, th e  
req u irem en t can  be met in  one academ ic y e a r .

LEADERSHIP TRAINING LABORATORY

J u n io r  s tu d e n ts  spend one week in  S ep tem ber, p r i o r  to  th e  b e g in n in g  o f  th e  te rm , in  
a  c o n c e n tra te d ,  l i v e - i n  w orkshop s e t t i n g  d e s ig n ed  to  fo c u s  on in te r p e r s o n a l  s k i l l s ,  
group  p r o c e s s e s ,  and th e  d y n a a ic s  o f  I n s t r u c t i o n a l  g ro u p s , a s  w e ll a s  p roblem  so lv in g  
and  r e s e a r c h  u t i l i s a t i o n  s k i l l s .  M inim al c o s t s  f o r  t h i s  modulo o f  th e  p ro g ra a  a re  
borne by s tu d e n ts ;  no a c a d e a ic  c r e d i t  i s  g iv e n . One o u teo ao  o f  t h i s  l a b o r a to r y  i s  
th e  g u id in g  agenda f o r  th e  3 0 0 - le v e l  sequence o f  e x p e r ie n c e s .
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S em inar In T each in g  S eco n d * rr D is c ip l in e s  W in ter 2 c r .

Focus on I n s t r u c t i o n a l  and c u r r l c u lu a  p r o b ls a s  In  s p e c i f i c  d i s c i p l i n e s  
o f  s tu d e n t ’ s  a s ) o r  f i e l d  o f  s tu d y . SEPP s t a f f  w i l l  work in  l i s s o n  w ith  
v a r io u s  U n iv e r s i ty  p e rso n n e l In  h e lp in g  s tu d e n ts  e x p lo re  m a te r i a l s ,  
s t r a t e g i e s  and p a t t e r n s  o f  c u r r l c u lu a  o r g a n i s a t io n  in  a a jo r  f i e l d s .

S e n io r  S econdary  E d u ca tio n  P ro s e a in a r  S p rin g  1 c r .
Focus i s  on  s t u d e n t 's  p e rs o n a l  re f in e m e n t o f  e d u c a t io n a l  p h ilo so p h y . 
R ead ings on c u r r e n t  h i s t o r i c a l  and p h i lo s o p h ic a l  p e r s p e c t iv e s  w i l l  f o r a  
th e  c o re  o f  p ro g ra a ,  and se rv e  a s  an In t ro d u c t io n  to  g ra d u a te  s tu d y  
In  e d u c a t io n .

In  a d d i t io n  to  th e  above p ro g ra a  o f  s tu d y  and e x p e r ie n c e ,  s tu d e n ts  a r e  ex p ec ted  to  

ta k e  p a r t  In  s e v e r a l  o th e r  a c t i v i t i e s  w hich , b ecau se  th e y  r e c u r  each  t e n s ,  fo n s  th e  
I n te g r a t in g  th re a d  o f  th e  SEPP p ro g ra a .

HIND-BEMDERS

We f in d  t h a t  u n d e rg ra d u a te s  a r e  n o t u n l f o r a ly  e x c i te d  a b o u t re a d in g  th e o r e t i c a l  
t r e a t i s e s  by Jo h n  Dewey, H arry  B roudy, e t e .  But th e y  can  (and sh o u ld ) have a 
f a a l l l a r i t y  w ith  th e  " s t a r s  o f  th e  e d u c a t io n a l  w o r ld ."  Lay p eo p le  and te a c h e r s  
in  th e  s c h o o ls ,  a s  w e ll a s  many s tu d e n ts ,  re a d  John  H o lt ,  J o n a th a n  K osol, e t c . ,  
and e x p e c t o u r  s tu d e n ts  to  have In fo n se d  o p in io n s  a b o u t th e n .  T hus, each  t e r n ,  
s tu d e n ts  a r e  ex p e c ted  to  re a d  and d is c u s s  a t  l e a s t  one book o r  I t s  e q u iv a le n t  
o u ts id e  th e  r e g u la r  p ro g ra a  r e q u l r e u e n ts .  The book i s  chosen  f r o a  a b ib lio g ra p h y  
w hich i s  r e v is e d  y e a r ly ,  and w hich p ro v id e s  f o r  s tu d e n t c h o ic e  a s  w ell a s  s t a f f  
d i r e c t i o n  and g u id a n ce ,

FIELD EXPERIENCE REQUIREMENT

D uring th e  second  y e a r  o f  th e  p ro g ra a  ( o c c a s io n a l ly  e a r l i e r ,  f o r  th o s e  who a re  
re a d y )  SEPP r e q u i r e s  s tu d e n ts  to  c o n p le te  th e  e q u iv a le n t  o f  120 h o u rs  o f  c l i n i c a l  
e x p e r ie n c e  w ith  young p e o p le  in  a f i e l d  s e t t i n g  o v e r  and above t h a t  which may be 
in c lu d e d  in  th e  r e g u la r  p ro g ra a  r e q u i r e a e n t s .  I t  i s  s t r o n g ly  reco m o n d ed  t h a t  t h i s  
r e q u l r e a e n t  be n e t  th ro u g h  s u a a s r  caap  work o r  r e c r e a t io n  and p a rk  s u p e rv is io n  
d u r in g  th e  f i r s t  o r  second su a a a r  in  th e  p ro g ra a .  I f  c o a p le te d  d u r in g  ic h o o l t l a e ,  
t h i s  r e q u l r e a e n t  c o u ld  ta k e  th e  f o r a  o f  two, 2•h o u r b lo c k s  o f  t l a e  each  week, 
sp e n t a s  a t e a c h e r 's  a id e  In  a  lo c a l  s c h o o l.  Such p o s i t io n s  a r e  c o n s id e re d  
v o lu n ta r y ,  and a r e  se ld o a  a  so u rc e  o f  pay  f o r  s tu d e n ts .  Done t h i s  way, th e  
r e q u lr e a e n t  can  be n e t  In  one a c a d e a ic  y e a r .

LEADERSHIP TRAINING LABORATORY

J u n io r  s tu d e n ts  spend one week in  S e p te a b e r ,  p r i o r  to  th e  b e g in n in g  o f  th e  t o r a ,  in  
a  c o n c e n t r a te d ,  l i v e - i n  w orkshop s e t t i n g  d e s ig n e d  to  fo c u s  on in te r p e r s o n a l  s k i l l s ,  
group  p r o c e s s e s ,  and th e  d y n a a ic s  o f  i n s t r u c t i o n a l  g ro u p s , a s  w e ll a s  problem  s o lv in g  
and r e s e a r c h  u t i l i s a t i o n  s k i l l s .  M inim al c o s t s  f o r  t h i s  a o d u le  o f  th e  p ro g ra a  a re  
borne by s tu d e n ts ;  no a c a d e a ic  c r e d i t  i s  g iv e n . One outcome o f  t h i s  la b o r a to r y  i s  
th e  g u id in g  agenda f o r  th e  3 0 0 - le v e l  sequence o f  e x p e r ie n c e s .

ED 402B

ED 402C
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ADVISEMENT GROUPS

The s a a l l  g ro u p s  w hich b e g in  w ith  th a  sem in a r g roup  in  102A c o n t in u e  to  m e t  
r e g u l a r l y  each  t a n  th ro u g h o u t th a  ta n u ra  o f  th a  p r o g ra a .  Tha p u rp o se s  o f  th a s a  
groups a r a  to  p ro v id e  s tu d e n ts  t l a e  and s e t t i n g  f o r  th a  d i s c u s s io n  o f  i s s u e s  and 
c o n c e rn s  a r i s i n g  o u t  o f  t h e i r  p a r t i c i p a t i o n  in  SEPP and  o th e r  U n iv e r s i ty  a c t i v i t i e s ;  
th a  g ro u p s  a l s o  p ro v id e  a  way o f  r e g u l a r l y  fe e d in g  back  in to  th e  p la n n in g  p ro c e s s  
s tu d e n t  n e e d s  and  c o n c e rn s .

S tu d e n t L e a d e rsh ip  in  SEPP

One o f  th e  u n iq u e  o p p o r tu n i t i e s  o f f e r e d  to  s tu d e n ts  beyond th e  f i r s t  y e a r  i s  t h a t  o f  
p a r t i c i p a t i n g  In  th e  le a d e r s h ip  (an d , o c c a s io n a l ly ,  th e  i n s t r u c t i o n )  o f  o th e r s  in  th e  

p r o g ra a .  S a a l l  g roup  le a d e r s h ip ,  s e a in a r  le a d e r s h ip ,  and th e  sp o n so r in g  o f  s p e c ia l  
e v e n ts  a l l  g iv e  s tu d e n ts  th e  a d d i t i o n a l  o p p o r tu n i t i e s  f o r  e x p e r ie n c e  w hich b o th  p re p a re  

th e a  f o r  c l a s s r o o a  work a s  a  p r o f e s s io n a l ,  and ad d s  to  t h e i r  m a r k e ta b i l i ty  upon r e c e i p t  
o f  d e g re e  and c e r t i f i c a t i o n .

C o s ts  o f  S tu d e n t M enbersh lp  in  SEPP

SEPP in v o lv e s  t h i r t y  c r e d i t s  o f  I n s t r u c t i o n ,  f o r  w hich s tu d e n e s  pay r e g u la r  fo e s  a s  
s t i p u l a t e d  by th e  U n i v e r s i t y 's  t u i t i o n  p o l i c y .  Those t h i r t y  h o u rs  r e p la c e  th e  u s u a l  

s e t  o f  c o u r s e s  ta k e n  by te a c h in g  c a n d id a te s .  B ecause s tu d e n ts  need n o t c o u n t on 
te x tb o o k  ex p e n se s  f o r  t h i s  p ro g ra a  e v e ry  t e n s ,  a s  aa n y  o f  th e  co a p o n e n ts  o f  th e  p ro g ra a  
a r e  ro o te d  in  e x p e r i e n t i a l  a o d e s ,  m a te r i a l  c o s ts  sh o u ld  be somewhat re d u c e d . F or th o s e  

com ponents o f  th a  p ro g ra a  w hich in v o lv e  t r a v e l ,  h o u sin g  and m ea ls  away f r o a  cam pus, 
r e a s o n a b le  c h a rg e s  a r e  made to  c o v e r  th o s e  e x p e n se s . In  e v e ry  e a s e ,  f in a n c e s  a r e  an 

open to p ic  f o r  d i s c u s s io n ,  and w i l l  be c a r e f u l l y  e x p la in e d  to  any  s tu d e n t  who w ish e s  
to  d i s c u s s  th e a .  In  no c a s e  w i l l  a  s tu d e n t  who c a n n o t a f f o r d  e x p e n se s  above and beyond 

r e g u la r  t u i t i o n  be p re v e n te d  f r o a  p a r t i c i p a t i n g  f u l l y  in  th e  p ro g ra a  on t h a t  a c c o u n t .

A d d it io n a l  In fo rm a tio n

A d d it io n a l  in fo rm a tio n  may be o b ta in e d  by c o n ta c t in g  th e  S econdary  E d u c a tio n  P i lo c  
P rogram ; 324 E ric k so n  H a ll ;  M ich igan  S t a t e  U n iv e r s i t y ;  E a s t L an s in g , M ich igan  48824, 

o r  by e a l l i n g  (517) 355-1786 .



A Comparison of SEPP and Typical Secondary Teacher Education Pragmas

Year Tern

Typical Prograas 

Course or Prograa Nodule
Clinical
Hours Year Term

SEPP

Course or Prograa Module
Clinical
Hours

s P None ca F Intro to Sec Ed
I N None I N Pers Oia of Sec Tchg 22• «»N«i» S None uUa S Sec Sch Youth Cult 4*

Suaaer None Sun Field Experience 120*
•hg F None u
Q

F Educ Psych Ado 1 esc
i
-s.

V None %■g N Kkshp Sec Ed 11)
s Educ Psych (T) 7 • S S Alt Sec Sch St rue 40

Suaaer None Sub Field Experience 120*

F Educ Psych (7) F Ldr Tr Lab 100
N Tch Skills lab 40
-HS N •i >■ •H5 N Lab Eth Val Adot 4S
T S Methods (T) dT S Clin Fid Exp Sec Tch 400

F Methods 7 F Adv Nkshp Sec Ed varh
O M Student Tch 400 O N Sea Tch Sec Oise varc ftaV) S Social Found •

i a
S Senior Sec Prosea

Total 400 (♦) Total 828

Total represents a  ainiaua figure, counting the field experience in suaaer only 
once. In actuality, aost of the graduates in 1977 (the first class to coaplete 
tlie prograa) show well over 2000 hours of field experience in a variety of 
activities aaJe available through the prograa.



APPENDIX B 

LETTER TO FIRST-YEAR TEACHERS



S e c o n d a r y  E d u c a t i o n  !Pilot ! P r o g r a m

324 Erickson Hall 
Michigan State University

May 19, 1978

Dear .
We need your help! We are attempting an evaluation of SEPP, and 
need your help In providing certain Information and perceptions 
about your first years of teaching as well as your perceptions of 
SEPP's contribution to your professional growth. One purpose of 
this study is to examine the concerns of SEPP first year teachers and 
look at the possible relationship between those concerns and a number 
of other variables. Your help can make a valuable addition to this 
study, which Is a part of my doctoral dissertation.
It is especially Important that you answer candidly and honestly, 
as we need to know exactly what you think and feel.
The questions In this study will help you think about concerns that 
you may have had or may still have as a first year teacher. The 
questions should take no more than thirty (.30) minutes to complete. 
Background information is requested on the first two pages which will 
help In the interpretation of the responses.
We realize that it Is getting toward the end of the school year, and 
that you may be feeling many pressures. If at all possible, could 
you take the time now to respond to this questionnaire, and drop It 
In the mail today in the enclosed stamped and addressed envelope.

In any case we would appreciate having you return the questionnaire 
by May 30.
Thank you for your cooperation.

Dennis Pataniczek, Instructor 
Secondary Education Pilot Program
cs
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APPENDIX C 
THE QUESTIONNAIRE USED TO GATHER 

DATA FOR THE STUDY



A STUDY TO IDENTITY 
THE

CONCERNS OF FUST-TEAR TEACHERS

P le a s e  re sp o n d  eo che fo llo w in g  q u e s t io n * .  They a r a  d e s ig n e d  co p ro v id e
In fo rm a tio n  w hich w i l l  h e lp  l a  cha l a c a r p r a e a c lo n  o f  y o u r re s p o n s e s  La P a r t  ZZ.
Va would a p p r e c ia te  l e  11 you d id  n o t  d la c u a a  t h i s  q u e s t io n n a i r e  i r t th  f a l lo w  
te a c h e r s .  Va te a k  YOUR o p in io n s .  F ro a  c h la  in f o rm a tio n  wa hopa to  ba a b la  to  
naka s u g g e s tio n s  f o r  c a a c h a r  a d u e a t lo a  p rog ram s and I n - s e n r l c e  p ro g ram s.

1. V hat g r a d a (a )  do you caach  now? ( C l r e l a  a l l  t h a t  ap p ly )

K 1 2 3 4 3 6 - 7 3 9  10 U 1 2

2. V hat g r a d a ( s )  would you chooaa to  caach? ( C l r e l a  a l l  cha ap p ly )

K L 2 3 4 5 6 7 3 9  10 11 12

3. How s a a y  e la a a a s  (p a r lo d a )  do you caach  l a  y o u r MAJOR f l a l d  o f  acudy?

0 1 2 3 1 3 6 7  ( C l r e l a  y o u r answ ar)

A. How nany  c la a a a a  (p a r lo d a )  do you ca ac h  l a  y o u r  MINOR f l a l d  o f  acudy?

0 1 2 3 4 3 6 7 ( C l r e l a  y o u r aoaw ar)

3 . Uhac l a  cha a v e ra g e  s l r a  o f y o u r c la a a a a ?  ( C l r e l a  y o u r anaw ar)

Undar 20 20-24 23*29 30-34 13-39 O var 40

6 . How nany o f  cha l n - s e r v l c a  p ro g ra a a  hava you a c ta n d a d ?  ( C l r e la  y o u r anaw ar)

0 1 2 3 4 3 6 7 3 9  10 o r  n o ra

7. How nany e o l la g a  c o u rsa a  hava you ta k e n  c h la  y a a r?  ( C l r e l a  cha anaw ar)

0 1 2 3 4 3 o r  n o ra

3 . V hat l a  cha a v a ra g a  aga o f  cha f a c u l t y  l a  y o u r b u i ld in g ?  ( C l r e l a  cha anaw ar)

Undar 30 30-39 40-49  Ovar 30

9. In  w hat cypa o f  conrminlcy i s  your s c h o o l lo c a c a d ?  ( C l r e l a  cha answ ar)

R u ra l S n a i l  town C i ty  S uburban lu n a r  C lcy

10. C s a a r a l ly  j p t a k in g ,  how a a c i a f l a d  a r a  you w lch y o u r u n d a rg rad u a ca  c a a c h a r  
e d u c a t io n  p ro g ra a ;

  E x trem ely  s a t i s f i e d
  M ild ly  s a t i s f i e d
  M ild ly  d i s s a t i s f i e d
  E x trem e ly  d i s s a t i s f i e d

1 4 9
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11. About how au ch  e x p e r ie n c e  d id  you hava w ith  s c h o o l age y o u n g sc s rs  d id  
you h av a  d u r in g  y o u r u a d a rg ra d u a c a  y e a rs?

_ _ _  o v a r  1300 h o u rs  
_ _  1000*1499 h o u rs
  730*999 h o u rs
_____ u n d a r  730 h o u rs

12. Where d id  t h i s  e x p a r le n e a  ta k a  p la c e ?  P u t cha a p p r o x la a ta  u m b e r  o f  h o u r s ,  

l a  s c h o o ls  _ _ _ _ _ _  h o u rs
In  camps o r  r o c r a s c lo n a l  s e t t i n g s  _ _ _ _  h o u rs
o th a r  C p laasa  s p e c i f y )
_ _ _ _ _ _ _ _  h o u rs

h o u rs
_ _ _ _ _ _ _ _ _  h o u rs

13. Ac cha p ra a s n c  t l a a ,  how would you d a s c r lb a  y o u r eo o m ltaen e  co coach ing?

  S tro n g . I  p ro b a b ly  w i l l  r a a a ln  a  c a a c h a r  f o r  3 y e a r s .
M ild , t ' l l  p ro b a b ly  coach f o r  a n o th e r  y a a r  o r  ewo 
Weak. I 'L l  p ro b a b ly  la a v a  co ach in g  w i th in  a y a a r .

14. Do you w ant eo r e t u r n  co te a c h in g  n e x t y aa r?

_ _ _  T ea , d e f i n i t e l y
  t a s ,  d ep en d in g  on cha a v a i l a b i l i t y  o f  a Jo b .
 So
  U ndecided

?LZASE GO ON TO THE NEXT PACE



1 5 0

A ll b e g in n in g  te a c h e r s  e x p e r ie n c e  many c a n c a n * .  T hese c o n e a n *  f a l l  Lace 
many c a t e g o r i e s .  l i s t e d  below  a r e  to o *  a te u a e lo n *  you may b a n  th o u g h t ab o u t 
t b l a  y a a r .  ? l a a a a  L ad lcac a  (by c h e e k in g  th a  a p p r o p r ia t e  box) th a  e x ta n t  to  w hich 
t h i s  s i t u a t i o n  ha* b aan  a  c o n c e rn  to  you BOTH (1 ) a t  th a  8ECZHNZHG o f  th a  y a a r  
and (2 ) HOW.

C o n * tru e tin g  te a c a

(1 ) AT THE 
SSCXHHXHG OF TBS TZAH (2 ) HOW

o r
MUCH
COHCSBH

OF
SOME
COHCSBH

OF
HO
COHCSBH

OF
MUCH
COHCSBH

OF
SOME
COHCSBH

OF
HO
COHCSBH

P ro v id in g  L a * c ru e tIo n  f o r  slow  
le a r n e r * ------
K eeping o r d e r  In  ay  c la s s * *

W rit in g  b a h a v lo r a l l y  s t a t a d  
I n s t r u c t i o n a l  o b je c t iv e *

D e a lin g  w ith  " tro u b le so m e "  s tu d e n t* |
D ete rm in in g  s t u d e n t s ' academ ic need* 11
D e a lin g  w ith  n o n > I n s t r u c t io n a l  
p e r s o n n e l  ( c u s to d ia n s ,  s a c r a c a r te a ) I
Knowing t h a t  ay  s tu d e n ts  a r a  le a r n in g  
whae I 'm  te a c h in g 11
C o n d u c tin g  I n d iv id u a l  p a r e n t  
c o n fe re n c e s

1iJ
H an d lin g  s in g l e  d i s c i p l i n e  problem * 
w ith o u t i n t e r r u p t i n g  I n s t r u c t i o n 1
D esig n in g  e v a lu a t io n  In s tru m e n ts  
co m easure in d iv i d u a l i s e d  i n s t r u c t i o n

H an d lin g  r a c i a l l y  mixed c l a s s e s

E v a lu a t in g  s tu d e n t*  w ith  s p e c i a l  
needs

A ch iev in g  te n u re

D ete rm in in g  G rades

Im p lem en ting  th e  s c h o o l1* g ra d in g  
sy stem

U sing  e v a lu a t io n  te c h n iq u e *  o c h e r  
th a n  t e s t s •



1

I n t e r p r e t i n g  th e  r e s u l t s  o f  
co m m erc ia lly  p re p a re d  c u c i

LSI
(1)

BEGOT
orMoca
amenta

AT TBS
rxsG or ts
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As you lo o k  b ack  on t h i a  y a a r ,  c o n s id e r  w hat p a rso n s  v a r a  a o s t  h e l p f u l  a s  you 
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I a  cha f i n e  p a re s  o f  ch la  q u e s t io n n a i r e  you w ere ask ed  eo re sp o n d  eo a  n u ab e r 
o f  s p e c i f i c  l e s a s .  t a  t h i s  f i n a l  p o r t io n  you a r e  ask ed  eo re sp o n d  co q u e s t io n s  
o f  a  a o re  g e n e r a l  n a tu re *  You nay r e in f o r c e  p o s i t i o n s  you h a re  ta k e n  e a r l i e r *  
a s  w e l l  a s  r a i s e  I s s u e s  t h a t  oay noe hava b ee n  In c lu d e d  In  th e  f i r s t  p a r t s .
B ecause a l l  o f  u s  h av e  v a r ie d  b ack g ro u n d s and e x p e r ie n c e s ,  we w i l l  re sp o n d  d i f f e r ­
e n t ly  eo th e s e  q u e s t io n s .  T h is  I s  q u i t e  norm al and co be e x p e c te d .  Ve s e e k  y o u r 
c a n d id  r e s p o n s e s .

1 . Some c o n c e rn s  t  have had t h i s  y e a r  th e e  hava n o t bean  tsancloned  in  
t h i s  q u e s t io n n a i r e  a r a t

2 . P le a s e  s p e c i f y  any com ponents ( p a r t s )  o f  y o u r  u n d e rg ra d u a te  c a a c h a r
p r e p a r a t io n  program  t h a t  have b ea n  e s p e c i a l l y  u a e f u l  co you aa a  te a c h e r  
i n  e i t h e r  I d e n t i f y in g  o r  r e s o lv in g  c o n c e rn s  o r  p rob lem s In  e s s c h ln g .
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3. P le a a e  c o n s e n t on th e  e f f a c c lv e n e a *  o f  y o u r e n t i r e  u n d e rg ra d u a te  c a a c h a r  
p r e p a r a t io n  p r o g ra a  In  p r e p a r in g  you f o r  te a c h in g .

4 . What au g g aac lo n a  v o u ld  you s a k e  f o r  la p ro v in g  c a a c h a r  e d u c a t io n  p ro g ra a a ?

THANK TOU AGAIN FOR TOUR SUPPORT\

F o lded  In  h a l f ,  c h la  q u e s t io n n a i r e  w i l l  f i c  l a  eh* s ta s p e d ,  ad d ra aaa d  
an v a lo p a  f o r  s a i l i n g  Co :

T ea ch e r  Concarna Scudy 
C o lle g e  o f  E d u ca tio n  
311 E rlc k a o n  R a i l  
M ichigan  Scaca U n iv e r s i ty  
S e a t L a n s in g , HI 4RC24
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APPENDIX D

INTERVIEW GUIDE

What were your major concerns when you started teaching last fall?
What are your major concerns now (at the end of the school year)?
Which of all of the concerns that you've mentioned seems most crucial 
to you7 Why?
Are there still some unresolved concerns, or concerns that seem to be 
recurring ones?

At what points in the year did crucial concerns come up?
Can you describe how your concerns have changed since the beginning of 
the year?

On a 5-point scale, with 5 being high, rate your success as a first- 
year teacher. (If not 5, why not? What would you wnat to Improve 
on?)
What special strengths did you have as a result of SEPP? Can you 
identify from what parts of the program these strengths came?
What might SEPP have done that it didn't? Any suggestions for 
Improving the program?
How do you evaluate yourself? What kinds of data do you utilize?

What are your major concerns about teaching next fall? What if you 
changed school districts?

Brief explanation of Fuller's levels of concern; 1. Where do I 
stand? 2. How adequate am I? 3. What do pupils think of me? Why 
are they like they are? A. Are my pupils learning what I'm teaching? 
5. Are my students learning what they need? 6. How can I improve 
myself as a teacher?
What is your general reaction to this theory. Where were you last 
fall? Where are you now?

156
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Haw do you account for the differences? Were you ever in nore than 
one stage at once? Which levels seemed to overlap, if any? If you 
changed positions, where do you think you would be in terms of 
concern level? Would you go through the level(s) at a faster rate?
Any final comments about this study or about SEPP?
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ASSIGNMENT OF CONCERNS TO LEVEL OF CONCERN

The assignment of items from the checklist of 55 items contained
in the survey questionnaire (See Appendix C) to levels of concern
was accomplished in accordance with instructions and cerlterla found
in A Manual for Scoring the Teacher Concerns Statement (Fuller and
Case, 1972). Assignment was made Independently by three scorers,
and then consensus was reached on each item. Inter-rater agreement

before the meeting to reach consensus was found to be .80.
Level one concerns serve to answer the question "Where do I

stand?" Accordingly, the following items are considered to be level
one concerns for the purposes of this study?

Dealing with non-instructional personnel (custodians, ... 
secretaries)
Conducting individual parent conferences 
Achieving tenure
Implementing the school's grading system 

Knowing what tenure evaluation criteria are 
Handling criticism from other teachers 
Handling administrators' observations of my teaching 
Being accepted as a full-fledged staff member 
Doing lesson plans for the administration 
Asking questions at faculty meetings 
Getting along with the principal

158



Finding supportive colleagues

Knowing the principal's expectations for me as a classroom 
teacher
Understanding the school's unwritten rules 

Asking other teachers for help
Knowing the school's expectations for me outside the classroom 

Dealing with parent criticisms
Understanding and following administrative directives 

Keeping records (attendance, etc.)
Getting to know other teachers
Level two concerns serve to answer the question "How adequate 

am I?" Accordingly, the following items are considered to be level 
two concerns for the purposes of this study?

Keeping order in my classes 
Dealing with "troublesome students"
Handling single discipline problems without interrupting 
instruction
Handling racially mixed classes 

Establishing classroom operating procedures 
Finding appropriate Instructional materials 
Using bulletin boards 
Operating audio-visual equipment 
Organizing instruction for the year 

Dealing with problems of drug use
Level three concerns serve to answer the questions "How do 

pupils feel about me?" and "What are pupils like?" Accordingly, the 
following items are considered to be level three concerns for the



purposes of this study:
Maintaining student respect

Getting to know students as individuals
Having students respect me as a teacher
Having students like me

Avoiding showing favoritism
Level four concerns serve to answer the question "Are pupils 

learning what I'm teaching?" Accordingly, the following items are 
considered to be level four concerns for the purposes of this study: 

Constructing tests
Writing behavlorally stated objectives
Knowing that my students are learning what I'm teaching
Designing evaluation instruments to measure individualized 
Instruction
Determining grades

Using evaluation techniques other than tests 
Interpreting the results of commercially prepared tests 
Interpreting the results of teacher-made tests 
Level five concerns serve to answer the question "Are pupils 

learning what they need?" Accordingly, the following items are 
considered to be level five concerns for the purposes of this study: 

Providing Instruction for slow learners 
Determining students' academic needs 
Evaluating students with special needs 
Having impact on my students 
Individualizing instruction 
Dealing with groups of students
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Meeting the needs of individual students 
Arranging furniture to facilitate learning 
Providing Instructional variety within individual lessons 

Providing instruction for gifted students 
Level six concerns serve to answer the question "How can I 

Improve my own teaching?" Accordingly, the following items are 
considered to be level six concerns for the purposes of this study: 

Having adequate instructional materials available 

Asking for feedback to improve instruction
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