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ABSTRACT 

Because of diversity, prior employment experiences, personalities, and 

estabhshed belief systems, the non-traditional teacher certification students 

and teacher educators can benefit from an analysis that identifies the non-

traditional students seeking teacher certification. A study of 130 post-

baccalaureate students sought to identify students who seek teacher 

certification at Texas Tech University. The purposes of this study were to 

identify the demographic characteristics and personality types of the post-

baccalaureate students; to examine and identify factors which have 

influenced non-traditional students in obtaining certification to teach; to 

examine the students' perceptions and expectations about teaching; to 

examine the relationships among demographic characteristics, teacher 

beliefs, and personality tj^es; to develop a profile of the post-baccalaureate 

students who seek teacher certification; and to provide information to the 

College of Education at Texas Tech University for their use in working with 

the post-baccalaureate students. Others who work with non-traditional 

teacher certification students will find this information helpful in working 

with the college graduates enrolled in teacher certification. 

A questionnaire and the Myers-Briggs Type Indicator (MBTI) were 

data collection instruments that addressed the research questions of this 

vn 



study. Of the students in eight classes, 130 post-baccalaureate teacher 

certification students completed a questionnaire and the MBTI. The data 

were entered into SPSS for analysis. 

Predominant characteristics and beliefs about teaching were identified 

by the questionnaire. The MBTI identified the predominant student 

preferences of the dichotomies and the predominant personality type 

preferences. Characteristics of the post-baccalaureate students seeking 

teacher certification at Texas Tech University were found to be 

predominantly Anglo-American females of approximately 28 years of age. 

Gender and age were found to correlate with belief systems, and the 

Thinking (T) and Feeling (F) dichotomies of the MBTI were found to correlate 

with gender and undergraduate GPA. The predominant personaHty tjrpe 

preferred by students seeking elementary certification was ESFJ. There 

were no predominant personality type preferences of middle/junior high and 

high school certification candidates. 

A profile of the typical post-baccalaureate teacher certification student 

was established based upon the findings of this study. 
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CHAPTER I 

INTRODUCTION 

Traditionally, students who want to become certified teachers are 

expected to follow a four-year plan of study leading to a baccalaureate degree. 

The degree includes a general education component that focuses on a major 

and minor in particular subject areas, a professional component which 

consists of professional education courses, and a clinical component which 

requires teaching experience in the classroom. Most states require the 

students to take an exam, such as the Texas Examinations of Educator 

Standards (TExES), when they have completed their coursework. After 

completing the degree and the exam, the institution of higher education 

(IHE) recommends to the state education agency (SEA) that the student be 

granted certification to teach. Since the 1980s, the face of teacher education 

has changed. Non-traditional routes into the teaching profession became 

commonplace. Non-traditional teacher certification has attempted to respond 

to the call for teachers in an era of teacher shortages, claims of lagging test 

scores that increase the emphasis on curriculum standards, and a demand for 

quality teachers. 

At the beginning of the new century, the United States faces a serious 

teacher shortage. Estimates indicate that in the first decade of the century, 

local education agencies (LEAs) will need to hire 2.2 million new teachers 

(Feistritzer, 1999), thus school districts will be seeking more and more 

teachers through non-traditional means. Administrators often experience 

teacher vacancies that cannot be filled. Teacher shortages have often 



challenged the ingenuity of teacher educators to create programs that wiU fiU 

the needs of schools with qualified teachers. Certification of teachers, which 

in most instances is regulated by the state, generally means that prospective 

teachers are required to obtain a degree from an approved teacher education 

program of higher education before they can apply for certification. The 

teacher education professional component usually considers the study of 

human development and pedagogy as central. According to traditional 

teacher certification programs, teachers need to be better trained in methods 

than in content (Teacher Quality Clearinghouse, 2002, para. 1); however, the 

emphasis on teacher shortages has challenged the traditional approach to 

training teachers. The LEAs look to IHEs to supply teachers well-versed in 

content areas as quickly as possible. 

Initially, the teacher shortage problem seemed to be a problem for urban 

communities and remote, rural communities only. The urban environment, 

generaUy thought of as being filled with crime and a lack of interest in 

education, had much difficulty finding certified teachers. Rural communities 

struggled to compete with wealthy LEAs' teacher salaries. One problem that 

added to the quagmire in which school systems found themselves was that of 

continuing to attract the more intellectual individuals. Teaching had always 

been a profession that attracted the more scholarly students; however, the 

late 1960s and early 1970s saw a decHne in interest in teaching among such 

individuals (Dill, 1996). Assumptions were that the offerings of better paying 

positions and a greater chance for advancement in other sectors of society 

were the main reasons for the decline (Schlecty & Vance, 1983). This decline 

in turn brought about vacancies in teaching in such areas as science, math. 



and special education, all of which became difficult to fill. A growing 

population in schools, teachers leaving the profession through retirement or 

dissatisfaction continued the deepening of teacher shortages. As a result, 

states and LEAs often turned to alternative means of certifying individuals to 

teach. IHEs, too, heard the cries for teachers and began developing non-

traditional programs (Schlecty & Vance, 1983). 

Along with shortages of teaching professionals were the claims that U.S. 

students trailed behind the rest of the world in knowledge of vital subjects, 

such as math and science (Darling-Hammond, 1999). Because of such claims, 

federal and state-governments began demanding that educators explain the 

lagging test scores. By January 2002,the U. S. Congress, supported by the 

President, had mandated schools to upgrade standards and to test students 

in an effort to get every child reading on grade level (Robelen, 2002). More 

than 20 states enacted legislation and education policies addressing the 

problem of low test scores and lagging worldwide competition (Darling-

Hammond, 1999). 

In efforts to help with low test scores, new legislative demands for 

higher standards and for quality teachers were made via educational 

research. In a 1996 report. What Matters Most, the National Commission of 

Teaching and America's Future (NCTAF) cited evidence that teacher 

knowledge and skill produce great increases in student achievement 

(Darling-Hammond, 1999). The Commission challenged the nation to take 

steps to provide all children with qualified teachers in schools. The National 

Assessment of Educational Progress (NAEP) stated that there is growing 

evidence that student achievement in reading is influenced by qualifications 



and training of their teachers (as cited in Darling-Hammond, 1999). These 

new legislative demands and organizational research findings have become 

added concerns for LEAs and IHEs. Not only do the LEAs and IHEs have to 

be concerned with teacher shortages and low test scores, but the new findings 

by NCTAF and NAEP suggest that well-trained teachers and student 

achievement are linked. The LEAs and IHEs found themselves in an added 

quandary over maintaining high standards and having quality, weU-trained 

teachers as quickly as possible because of the teacher shortages that became 

severe in the 1980s (Dill, 1996) and had continued into the new century. 

SEAs, IHEs, and LEAs continue to search for means of satisfying all the 

demands. 

States responded to the claims of deficiencies in the education of 

American students in several ways. One of those was the reduction of class 

size. Large classes certainly hinder a teacher's ability to give individual 

attention to students. In an effort to reduce class sizes, some states, such as 

California, enacted initiatives requiring smaller class sizes. California began 

such an initiative in 1996, reducing class sizes to 20 students in early 

elementary grades (Darling-Hammond, 2001) making the need for quality 

teachers in large numbers even greater. The results required more teachers 

in a state where the need for teachers was already greater than the supply. 

Many IHEs questioned whether non-traditional certification could be the 

answer to these new demands. 

Virginia mandated the first provisional teacher certification in 1982 to 

fill their classrooms with certified teachers. Their approach was to allow 

individuals who had not taken professional education courses to take nine 



semester hours of education coursework during the first two years of teaching 

in lieu of student teaching. This was meant to allow mid-career switchers to 

teach in secondary schools without spending years of full time class work 

back in college. The assumption was that a person who had experience in 

other fields and who had content knowledge would be qualified to teach 

students in public school. This soon broadened to K-12, thus beginning a 

move toward non-traditional certification as a means of obtaining qualified, 

knowledgeable persons to teach (Cornett, 1990). While traditional teacher 

certification requirements were intended to ensure that individuals who 

enter teaching would meet minimum standards for competence (U.S. 

Department of Education, 1986), the new policy opened the door for 

controversy. Some educators felt that the alternative certification process 

might begin a trend toward a relaxation of certification requirements and 

lower teacher quality as well. Other educators and legislators believed that 

non-traditional routes to teacher certification could help meet the demands 

for more teachers and improve teacher quality as well (U.S. Department of 

Education, 2002). Traditionally, universities and colleges had to certify that a 

student had met the minimum standards. Only then could the SEA issue the 

student a licensed to teach. The new programs, which were begun for the 

purpose of supplying the needs of schools and students, initially had to meet 

those same standards as well (U.S. Department of Education, 1986). 

Universities were aware of the public schools needs for teachers in the 

classroom, but they also were aware of the need for teachers to be thoroughly 

prepared for the classroom. The question that became central to education 

was: How can schools meet the need for well-trained, qualified teachers. 



meet new standards, and eliminate lagging test scores when schools are 

suffering from a lack of applicants? 

Many states and IHEs began turning increasingly to non-traditional 

teacher certification programs to supply the demand for teachers. Non-

traditional teacher certification is the process of obtaining certification 

without going through the traditional undergraduate certification process 

(Otuya, 1992). In 1985 Evertson, Hawley and Zlotnick (as cited in Newman 

& Thomas, 1999) analyzed reform strategies needed by teacher preparation 

programs. One recommendation which Evertson et al. (1999) noted was that 

in order to obtain alternative certification the candidate should have 

completed a baccalaureate degree and have competence in the subject the 

candidate wants to teach. The authors' recommendation has since become a 

standard part of non-traditional certification process in practically all 

programs. The process of non-traditional certification became more defined, 

although lack of standardization and controversy continued. Instead of 

following a standardized prescriptive program design, the IHEs and LEAs 

generally design their own programs to fit their local needs. Regardless of 

the program's design, opponents question the quality of teacher training 

which is completed in only a matter of months or sometimes weeks. Right or 

wrong, good or bad, non-traditional teacher certification programs are 

expanding in IHEs and LEAs across the country. 

Usually, non-traditional certification includes having obtained a 

baccalaureate degree with a major or minor in the subject the individual 

wants to teach, undergoing brief but intensive teacher training, passing a 

state professional examination, and completing a supervised teaching 



internship or student teaching program. Afterwards, the IHE or LEA 

recommends to the state that the student be certified. The student is then 

issued a license to teach (Ruckel, 2000). New teachers with non-traditional 

certification are generally individuals who have subject matter competencies 

(Otuya, 1992) though they may be lacking in pedagogical knowledge. 

"Non-traditional certification," as the term is used in this study, 

includes programs referred to as "alternative certification," "alternative 

licensure," "fast-track," "post-baccalaureate," and approximately 90 other 

variations of non-traditional certification that are designed to move 

prospective teachers through the basic curriculum quickly (Feistritzer & 

Chester, 1991). The teacher certification requirement was intended to ensure 

that individuals who entered teaching would meet minimum standards for 

competence (Koff, Florio, & Cronin, 1976) protecting children from 

incompetent teachers. Non-traditional certification usually allows theory 

courses to be taken while the intern is teaching as part of a professional 

development program. In the case of post-baccalaureate certification, 

students take a reduced number of classes on pedagogy before going into the 

classroom. Another term for "non-traditional certification" is "fifth-year 

program." This non-traditional program is designed for students with a 

baccalaureate degree to obtain certification and a master's degree in one 

year. Other programs are designed for emergency certification and include 

course work to complement on-the-job learning for teachers (Ruckel, 2000). 

At the national level. Troops to Teachers and Teach for America, along with 

other organizations, are alternative pathways in which an individual can 

obtain teacher certification (Ruling, Resta, & Rainwater, 2001). Some non-



traditional programs are called "post-baccalaureate teacher certification 

programs" requiring that the student begin with a baccalaureate degree 

(Otuya, 1992). An example of one such post-baccalaureate program was 

begun at Memphis State University in collaboration with Moyne-Owen 

College and Memphis City Schools (Chance, 1993). The program was an 

urban teacher education program, approved for 1993-1996, which involved 

interns performing the role of teachers with the aid of a mentor while they 

completed their course work. The mentors were trained to serve in their 

capacity. The program was designed for the student to finish in one year, 

after which the intern was recommended for licensure by the IHE (Chance, 

1993). Many other such programs have been developed throughout the 

country, each varying slightly to meet the needs of the local schools (Resta, 

Askins, & Huling, 1999). 

The non-traditional teacher certification program at Texas Tech 

University is a post-baccalaureate teacher certification program. The 

program was begun in response to teacher shortages in Texas and is designed 

to "streamline" initial teacher certification requirements (S. Mehaffie, 

personal communication, February 20, 2003). The state of Texas established 

guidelines for the program, including admission standards of a 2.50 

minimum grade point average (GPA) and successful completion of the Texas 

Academic Skills Program (TASP) exam, a test required of Texas students who 

enter IHEs in Texas. Texas Tech also requires a 2.70 GPA for students who 

want to obtain elementary certification. Prior to the mid-1980s, Texas Tech 

University's certification program met requirements of Texas Education 

Agency (TEA) as it does today; however, the program then was often a barrier 
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to recruiting content knowledgeable people into teaching. For example, 

elementary teacher certification required that a person go through most of 

the undergraduate program (S. Mehaffie, personal communication, February 

20, 2003), regardless of the individual's previous degree. In 1986, in 

acknowledgement of the increasing need to supply schools with teachers, the 

Post-Baccalaureate Program was initiated and approved by TEA. Mehaffie 

who was Associate Dean of the College of Education, Certification Officer, 

and later professor emeritus, began directing the new program supervising a 

small cohort of 12-19 students from varied backgrounds. Students who 

entered the program were often career-switchers in their midyears, people 

disillusioned by the profession for which they were trained, women needing to 

re-enter the work force, artists, retired military, and still others were recent 

graduates. Returning students have held varied degrees and requests for 

certification. For example a degreed agriculture student requested 

elementary certification and a Ph.D. graduate in higher education sought 

certification in secondary teaching (S. Mehaffie, personal communication, 

February 20, 2003). 

Throughout the 1990s, IHEs like Texas Tech University struggled to 

meet the needs of schools by producing maximum numbers of teachers as 

quickly as possible, while still remaining conscious of the quality of teachers 

needed to educate children. The post-baccalaureate program was designed to 

be different from the undergraduate certification program. Post-

baccalaureate students were expected to complete a speech course or 

demonstrate competency and had to complete a computer literacy course or 

demonstrate competency. There were practically no general studies 



requirements beyond the baccalaureate degree. The post-baccalaureate 

program at Texas Tech is not actually a graduate degree program, but many 

students work concurrently on both an advanced degree and a certificate. 

Because more and more people are opting for alternative certification, Texas 

Tech's post-baccalaureate teacher certification program has grown over the 

years. However, problems that have plagued most of the non-traditional 

certification programs have challenged Texas Tech University's post-

baccalaureate teacher certification program as well (College of Education, 

TTU, 1995). 

Often a school district hires a person without certification with the 

requirement that the person take needed pedagogical courses within a 

specified time limit. All too often, the teacher will complete only one year of 

teaching and leave the field of teaching altogether. The retention rate in 

pubHc schools is best among the traditionally certified teachers according to 

one study. Natriello and Zumwalt (1993) found that sixty percent of 

alternative route math teachers did not expect to remain in the pubhc school. 

They found that non-traditionally certified teachers rated more aspects of 

teaching as not as good as expected than their traditionally certified 

counterparts. This often raised the question: Why then are more and more 

students with degrees returning for certification to teach? Universities such 

as Texas Tech are pressed to produce as many teachers as possible each year. 

While filling teaching positions in the schools' classrooms with content 

knowledgeable personnel is important, an identification of these students 

who are entering teaching through alternative means is likewise important. 

Little is accomplished for schools when post-baccalaureate students are 
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trained to teach, but do not remain in teaching. To alleviate the excessive 

teacher shortage, teachers who are being trained need also to be retained in 

teaching. In order to build an effective program, an institution must examine 

the context of its program (Resta, Askins, & Huling, 1999). Identification of 

these students can help to improve teacher retention by providing 

information to teacher educators that can be useful in helping these short-

termed students become successful teachers and their students become 

successful learners. Teacher educators at Texas Tech University need 

information about the students being trained in the post-baccalaureate 

teacher certification program in order to meet the teacher preparatory needs 

of the students. Up to this time, little to no research of the program or 

research of the students has been conducted. 

Statement of the Problem 

The problem of this study was the lack of information about the post-

baccalaureate teacher certification students at Texas Tech University. 

While Texas Tech's post-baccalaureate teacher certification program has 

grown over the years, no research has been conducted in which researchers 

studied the characteristics of students who enter the program. Research was 

needed to identify the personality types who come into the program and their 

teaching beliefs and reasons that influence these students in seeking 

certification to teach. These data can assist the College of Education in 

working with the post-baccalaureate teacher certification students. 
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Purposes of the Study 

Research that could assist in identifying and describing various 

characteristics of post-baccalaureate students was important. Professionals 

who work with the post-baccalaureate students observed that many of these 

students were knowledgeable in their content areas, but lacked knowledge in 

pedagogy. Some professionals noted that these students seemed to prefer 

learning concrete, specific information that will help them get through a class 

rather than learning significant educational theories and concepts that 

support and guide the teaching process. Therefore, the purposes of this study 

were to: 

1. Identify the demographic characteristics and personality tj^es of the 

post-baccalaureate students. 

2. Examine factors which have influenced non-traditional students in 

obtaining certification to teach. 

3. Examine the students' perceptions and expectations about teaching. 

4. Examine the relationship among demographic characteristics, 

personality ts^pes, and experiential variables. 

5. Develop a profile of the post-baccalaureate students who seek teacher 

certification. 

6. Provide information to the College of Education at Texas Tech 

University and to others engaged in non-traditional teacher certification 

for use in working with the non-traditional students. 

12 



Definition of Terms 

For purposes of this study, the following terms were defined as follows: 

ACT originally stood for American College Testing. In 1996, however, 

the official name of the organization was shortened to simply "ACT." 

Alternative certification is defined in many different ways; in fact, 

many people believe that there is no one definition (Feistritzer, 1998). 

Alternative certification as used in this study refers to an alternate means of 

obtaining certification other than traditional means. 

Certification is licensure to teach. States traditionally certify teachers. 

Control mechanism is self-control that teachers apply to their students 

as well as to themselves. 

Critical thinking is a higher order of thinking that requires creativity, 

analysis, synthesis, and evaluation. 

IHE is an abbreviation for "institution of higher education." 

Internal values are the beliefs that a person holds to be most important. 

Interventionist is the teacher who is authoritative and controls students' 

speech and movement, rather than working with students on an individual 

interactive basis. 

LEA is an abbreviation for "local education agency." 

Minority, as the term is used in this study, refers to African-American 

and/or Hispanic populations. Because too few African-American students 

were seeking certification to teach, universities have often recruited them to 

alternative programs. 

Myers-Briggs Type Indicator is a personality inventory designed by 

Katharine Briggs and Isabel Briggs Myers. 
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Non-traditional teacher certification is a means of obtaining certification 

in teaching without completing the traditional undergraduate teacher 

education program. Non-traditional programs include post-baccalaureate and 

other alternative certification programs. Non-traditional certification may be 

developed and conducted by school districts as well as universities. This is a 

nonstandard option for obtaining the state credentials required to teach in 

public schools. Some programs are basically night schools that are designed 

for working adults in a traditional teacher education program. Others are 

"fast-track" programs designed to move prospective teachers through the 

basic curriculum faster by allowing pedagogical courses to be taken while 

teaching as a part of professional development (Ruckel, 2000). The Texas 

Tech program is a post-baccalaureate program. 

Pedagogy is the science or profession of teaching. Knowledge of the 

science of teaching is considered to be essential for developing programs by 

which students learn. 

Personality type refers to a set of categories based upon attitudes or 

behavioral tendencies into which people are grouped; for example, Introvert 

and Extrovert. 

Post-baccalaureate teacher certification is defined as an initial 

certification that involves students who have already completed the 

baccalaureate degree prior to entering a teacher certification program in a 

university. The post-baccalaureate teacher candidate is expected to complete 

a specified number of pedagogical courses and to participate in student 

teaching or internship (K. Nordstrom, personal communication, May 22, 

2002). The post-baccalaureate certification takes longer than local 
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alternative certification, and the teacher is certified throughout the state 

with post-baccalaureate certification. Local alternative certification was 

designed for local citizens who are certified as long as they stay within the 

district. 

Questionnaire refers to the instrument used in this study to obtain 

demographics and beliefs about teaching from the students surveyed. 

SEA refers to state education agency. In Texas the SEA is TEA, Texas 

Education Agency. 

SAT initially stood for the Scholastic Aptitude Test. Later the named 

was changed to Scholastic Assessment Test. The last official change in the 

test name was to "SAT." 

SMA is substituted for "subject matter area." 

Teacher beliefs are the opinions of individuals about a variety of aspects 

of professional teaching, such as teacher or student behavior and methods of 

instruction 

Teacher certification is the state's acceptance of official documents that 

give proof and details of a course of study or program completion. The 

university in which the course work is completed submits the request for 

certification (Ruckel, 2000). 

Teacher shortage refers to the lack of qualified certified teachers. An 

estimated need for 2 million teachers in the first decade of the 21st century 

many educators attribute to teachers retiring, a growing population, poor 

working conditions, and younger potential teachers opting for positions in 

other fields where they can gain advancement and better salaries. 
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Texas Academic Skills Program (TASP) is a test required of Texas 

students who apply for entrance into a Texas IHE. 

Texas Examinations of Educator Standards (TExES) is the name of the 

Texas state required exam that students must pass before they can be 

licensed to teach. 

Traditional teacher certification refers to public school teaching 

credentials acquired by completing a four-year state-approved program at an 

institution of higher learning (Ruckel, 2000). The process is designed to 

ensure that individuals who enter teaching meet minimum standards for 

competence (Koff, Florio, & Cronin, 1976). 

Questions to Frame the Study 

As a means of achieving the purposes of the study, answers to the 

following questions were sought: 

1. What are the demographic characteristics and personality types of 

people who seek non-traditional certification at Texas Tech University? 

2. What factors have influenced non-traditional students to obtain 

certification to teach? 

3. What perceptions and expectations of teaching did the students have? 

4. Are there any relationships among the demographic characteristics, 

personality types, and experiential variables? 

The answers to these questions describe a person's personaHty and affect the 

person's approach to the field of teaching as well as to the quality of student-

teacher relationships. The participants of this study had a minimum of a 

baccalaureate degree and have chosen to go back to the university to obtain 
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certification to teach. These questions were answered by the results of data 

analysis of the questionnaire and the Myers-Briggs Type Indicator. 

Significance of the Study 

The significance for this study was based upon the following factors: 

1- Professional educators need to he better informed about the degreed 

students who return to seek certification to teach. These students often 

come to the teaching profession with experiences in other fields. 

Because of their life experiences, they approach professional teaching 

with preconceived ideas about teaching that sometimes are 

misconceptions. As a result of these misconceptions and the lack of 

positive mentoring, these students often leave the profession. Those 

who prepare these students for teaching can assist these students better 

when they understand them, their goals, and their beliefs. 

2. The post-baccalaureate students will have a voice in their training. 

Because the post-baccalaureate students have had field and life 

experiences that differ from those of the undergraduate students, they 

have opinions and ideas about what they want and need to know before 

they go into a classroom to teach. This study provides a medium for 

voicing those needs to the professional educators. 

3. The College of Education at Texas Tech University, as well as others 

who work with non-traditional teacher certification, will be able to work 

toward improving post-baccalaureate programs. This study is 

important because identification and description of the post-

baccalaureate students who enter the teacher certification program 
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have been not been researched. Teacher educators working with post-

baccalaureate programs will be able to use this study and follow-up 

studies to develop curricula and strategies for working with the post-

baccalaureate student. 

Limitations to the Study 

This study had two limitations for consideration in interpreting the 

findings. 

1. The study was limited to students enrolled in selected courses required 

in the post-baccalaureate teacher certification program in the fall and 

spring semesters of 2002-2003 only at Texas Tech University. Students 

enrolled in the summer classes only were not a part of the survey. 

2. This study cannot be generalized to other non-traditional teacher 

certification programs. 

Organization of the Remainder of the Study 

The second chapter of this study includes a review of the relevant 

literature and current research that explain the teacher shortage as it relates 

to the need for non-traditional teacher certification, typical demographics of 

the non-traditional certification students, their characteristics such as 

personality and belief systems, the reasons commonly given for returning to 

college for teacher certification, and the goals and needs of the non-

traditional teacher certification students. The third chapter describes the 

participants in the study, research procedures that were used, 

instrumentation, and data analysis. The findings of this study are presented 
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in the fourth chapter. The fifth chapter provides a summary, discussion, and 

implications of the study. Recommendations for future research are also 

presented in Chapter V. 
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CHAPTER II 

REVIEW OF LITERATURE 

Teacher Shortages 

The shortage of two million teachers has resulted in many LEAs 

beginning school each year without qualified teachers for all of their 

classrooms. High competition for teachers has encouraged LEAs and IHEs to 

develop non-traditional teacher certification programs to meet the need for 

teachers. 

During the 1950s and 1960s, the need for teachers was great, 

encouraging many students to turn to teaching for their careers (Dill, 1996). 

During this time, university certification programs grew and the demand for 

better education for children pushed standards in teacher preparation 

programs to added requirements for people seeking certification. Public 

schools received numerous applications, thus allowing schools to select the 

most qualified teachers. However, by the 1970s, experienced teachers with 

content knowledge began leaving the teaching profession, and many of the 

most scholarly students were not choosing teaching as a professional career. 

Schlecty and Vance (1983) cited a lack of advancement opportunities, poor 

working conditions, and low pay as reasons for the experienced teachers 

leaving the profession and for the best students not entering the profession. 
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Teacher shortages originally were highest in the urban areas (Darling-

Hammond, 1999), and special education, mathematics, and science typically 

evidenced the most teacher shortages (Darling-Hammond, Hudson, & Kirby, 

1989). By the mid-1980s, a teacher shortage was reaching crisis proportions. 

More and more IHEs and LEAs searched for ways to gain access to the 

best possible personnel who might consider entering the teaching profession. 

Colleges of education began establishing programs to provide opportunities 

for degreed persons to return to IHEs and acquire knowledge in pedagogy in 

reduced time. These students would be ready to teach immediately and have 

the necessary content knowledge. The non-traditional certification route was 

ideal for degreed students who wanted to return for certification to teach 

(Dill, 1996) and for school districts who were drastically in need of teachers. 

As early as 1982, non-traditional teacher certification provisions were 

established; the state of Virginia embarked on the first program (Dill, 1996). 

Since that time, programs in school districts and universities across the 

nation have been initiated as the need for teachers has grown. Imig (1997) 

reported that, by 1990, some 45 states were promoting non-traditional 

teacher certification and encouraging more and more prospective teachers to 

become teachers through alternative licensure. 

As teacher shortages increased, the non-traditional teacher 

certification programs increased across the United States; however, the move 
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to non-traditional certification did not come without opposition. Although the 

alternative programs provided opportunities for people from various 

educational backgrounds and walks of life to become teachers (Feistritzer, 

1998), some educators regarded the move toward an alternative certification 

as a trend toward apprenticeships. The move, some equated with the 

teaching of trades, such as carpentry and plumbing and other on-the-job 

apprenticeships (Stoddart & Floden, 1995). Regardless of the opposition, 

many school districts viewed non-traditional certification of teachers the most 

streamlined way to get content knowledgeable teachers into their classrooms. 

Demographics 

Most studies of participants in non-traditional teacher certification 

programs indicate that these programs attract minorities, special groups of 

women and men, older and experienced adults, and retired military. The 

lack of minority teachers has been a concern for many LEAs. Many 

universities have encouraged enrollment of minorities, especially in post-

baccalaureate programs, because of the deficit of minorities in teacher 

education programs. 

As early as the mid-sixties, efforts were begun to encourage minorities 

to enter the teaching profession. In 1964, 33 teacher educators met in four 

successive conference sessions to discuss possible solutions to the problem of 
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low minority applications into teacher preparation programs (Pfautz & Davis, 

1964). This group included faculty, administrators, representatives of major 

colleges and universities that had working relationships with smaller 

colleges; deans of graduate and professional schools; presidents and deans of 

colleges that were predominantly minority; representatives of private 

foundations and government agencies, along with consultants in relevant 

fields such as sociology, psychology, and education. The conference explored 

the nature and function of post-baccalaureate education, procedures for the 

recruitment and selection of candidates, questions relating to academic 

standards, counseling, instruction, administration, and financing. They 

investigated possibilities for disadvantaged African-American students to go 

to graduate and professional schools. They also explored means of recruiting 

minorities to post-baccalaureate education programs in the major colleges 

and universities (Pfautz & Davis, 1964). Although the report gave no 

indication of implementation of the programs, the significance of the meeting 

is that 20 years prior to teacher shortages and alternative teacher 

certification, universities were recognizing the need for some move toward 

recruiting minority students into post-baccalaureate programs in many areas 

including education. 

A study of Houston Independent School District's alternative 

certification program indicated that 45% of the alternatively certified 
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teachers were African-American, 45% White, and the 10% were Hispanic and 

Asian, in comparison to first-year traditionally certified teachers who were 

25% Afi-ican-American and 70% White (Goebel & Ronacher, 1989). 

Researchers concluded that minorities were more attracted to certification 

through alternative means than through traditional means. Murnane, 

Singer, Willett, Kemple, and Olsen (1991) noted also that non-traditional 

certification programs were useful in recruiting minorities. McDaniel and 

Delehanty (1981) found that African Americans and Hispanics together 

increased 19% in entry into college in teacher alternative certification from 

1976 to 1980. A study by the Texas Education Agency (TEA) (1991-92) of 

interns in Texas found that interns were more likely to be minorities who, for 

family or financial reasons, could not afford to return to fuUtime traditional 

college. In 1991-92 the distribution of ethnicity was almost 50% minority, 

according to the study. Bradshaw and Hawk (1996) found that alternative 

teacher certffication candidates are more likely to be male, minority, and 

usually older. According to the TEA (1991), approximately 50% of the interns 

in Texas each year are minorities, thus also indicating that alternative 

certification attracts more minorities than does traditional certification in 

Texas. In a study of student characteristics in IHEs in New Jersey, Stoddart 

(1993), in researching the different types of people who are attracted to non-

traditional certification programs, also found that non-traditional 
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certification programs attracted more minorities than the traditional 

programs. Feistritzer (1990) noted also that alternative certification was 

effective in attracting minorities who believed that members of the same race 

or ethnicity should be taught by their own minority group. The ethnic 

diversity reflected a similarity to the national profile of that time (Chesley, 

Wood, & Zepeda, 1997). Feistritzer (1992), in one of the most inclusive 

studies to date, studied individuals seeking alternative certification in all 50 

states and the District of Columbia. Compared to data in a 1990 study of 

traditionally certified teachers in which 9% were nonwhite, Feistritzer's 1992 

research found that applicants to the alternative certification programs were 

17% nonwhite. In the 2001-2002 Certification Report of teacher certification 

at Texas Tech University, 82% of the students were reported to be white, and 

18 percent were minority. Although most research indicates an increase in 

nonwhite and male enrollments, the percentage of nonwhites did not indicate 

such a growth that minorities could be considered the largest group seeking 

alternative certification. 

Feistritzer (1990) found that, although minorities were attracted to 

alternative certification, they did not out-number the Anglo-American 

enrollment in non-traditional teacher certification programs. Much like 

Feistritzer's 1990 and 1992 reports, a Michigan study by Shen (1997, 

December), revealed that non-traditional certification did not attract more 
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minority students than other students, that both traditional certification and 

non-traditional teacher certification attracted more Anglo-Americans than 

any other group. The author found that 87% of teachers who were 

traditionally certified were White, and 79% of those who were alternatively 

certified were also White. The studies, however, found that minorities were 

more interested in participating in non-traditional teacher certification 

programs than traditional certification programs. 

In the early years of establishing non-traditional teacher certification 

programs, universities not only designed their programs to attract minorities, 

but they also designed them to help the working person who could only enroll 

in classes at night and to aid women who were re-entering the workplace. 

Even with the 19% increase in minority enrollment in teacher education that 

was found by McDaniel and Delehanty (1981), Feistritzer's report in 1990 

suggested that the largest group of candidates in her study were older, white 

females. McDaniel and Delehanty (1981) found that enrollment of women in 

universities increased between 1976 and 1980 along with increases in 

minority enrollment. Women were 60% of the undergraduates in New Jersey 

colleges and universities at that time. Alternative certification met the needs 

of women wanting to reenter the workforce. Williamson (1989) reported that 

re-entry women in particular entered teacher certification as a path to a new 

career. University of Indiana at Pennsylvania researchers, Baker et al. 
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(1990) identified the post-baccalaureate students as women who had been 

fulltime caregivers to their families and as adults with a number of years of 

professional experience in a field other than teaching. Research also found 

that men, too, were returning to school. In contrast to Feistritzer's 1990 

study in which she found that 29% of the traditionally certified teachers were 

male, the author's 1992 research found that 54% of the applicants to 

alternative certification programs were male. They made up the majority of 

post-baccalaureate students in the McDaniel and Delehanty (1981) study, 

while women made up the majority of undergraduates. 

While some researchers have found that older white females make up 

the largest group of post-baccalaureate students seeking teacher certification, 

more recent research has shown that, on the average, alternative teacher 

certification programs have a higher percentage of males, minorities, and 

people over age 30 (Humphrey, Wechsler, Bosetti, Wayne, & Adelman, 2002). 

The Certification Report on Teacher Certification at Texas Tech University 

(2002) over a five-year period from 1997-2002 revealed, however, that 67% of 

the post-baccalaureate certification students were female, and 33% were 

male at TTU. Many potential teachers have found non-traditional programs 

to provide them the opportunities to enter the teaching profession. 

Minorities and special groups of men and women have found the possibihties 

of returning to college could be a reality through post-baccalaureate means. 
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Martin and Shoho (1999) reported that alternatively certified students 

were mostly older individuals. These non-traditional teacher certification 

programs encouraged career changers to turn to teaching (Imig, 1997). Most 

of these career changers were older mature adults. Martin and Shoho (1999), 

while studying the differences in classroom management styles of 

alternatively certified teachers and traditionally certified teachers, also 

observed that alternatively certified students are older than traditional 

student teachers or beginning teachers. 

Martin and Shoho (1999) observed also that the non-traditional 

teacher certification students are more experienced in other careers. This 

experience, the authors suggested, could potentially enrich the traditional 

school climate. "Post-bac / MAT students must also realize early in the 

program how schools and students have changed during their long absence 

from the classroom" (Baker et al., 1990, p. 55). These researchers assumed 

that the post-baccalaureate teacher certification students were older career 

changers and that these individuals had been out of school for several years. 

Memphis State University Center of ExceUence in Teacher Education 

similarly identified the post-baccalaureate student. The program they 

developed focused on older adults of high-ability who had already had other 

careers, but who might be interested in making a career change (Etheridge, 

1988). Williamson (1989) also observed post-baccalaureate students to be 
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older unemployed workers needing training as a result of shifts in the 

demand for workers. The author pointed out that even those students who 

had recently completed bachelors degrees were more likely to have spent 

some time after undergraduate graduation before reentering college. 

Ferraro (1998) states that professional individuals and military 

personnel who have taught in various training programs, as well as private 

school teachers, are people who do not need the traditional certification 

program. Thus, they seek alternative means of teacher certification. To the 

annual meeting of the Mid-South Educational Research Association, McCree 

(1993) recommended that military personnel be considered potential teachers 

because of their training in personnel management, allocation of resources, 

advanced technology, training, and counseling. McCree also cited seven 

reasons why they would be appropriate for teaching. Retired military 

already have the philosophy that everyone can learn. They know how to 

work hard and in difficult situations. They have taught already and have 

been a part of multi-cultural living and working. The retired military have a 

strong dedication to community, and they are self-confident with a desire to 

excel. Marchant (1990) found that one of the main strengths of non-

traditional certification teachers is their knowledge of their field of study and 

subject matter. The older student, who has had a professional career or 
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military career, generally has extensive knowledge of the field and of subject 

matter. 

Teacher Characteristics 

Some people who are unfamiliar with the teaching process believe that 

content knowledge is all that is necessary to be able to teach. Perhaps this 

appears true when the observer views the ease at which a teacher conducts a 

lesson; however, studies reveal that a teacher's characteristics often 

determine a teacher's ability to work with students. Non-traditionally 

certified teachers are older adults, more experienced, and are knowledgeable 

in other professions, according to researchers. They also come to teaching 

with preconceived ideas about teaching and have strong opinions of how 

teachers should teach students, which may or may not be appropriate for 

children. 

Research has indicated that teachers who model effective self-

confidence and positive belief systems will help their students to develop self-

confidence and self-efficacy (Ashton & Webb, 1986). In a study on teachers' 

beliefs and behaviors, Muijs and Reynolds (2002) found that not only are 

teacher behaviors the most significant predictor of student progress over the 

years, but also teacher candidate's training significantly affect teacher 

beliefs. A teacher's belief system affects instructional activities and the 
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teacher's approach to the educational process. Pajares (2002) noted that 

teachers with low efficacy beliefs tend to be more controlling and custodial, 

take a pessimistic view of students' motivations, and emphasize rigid 

classroom management. In contrast, teachers with high self-beliefs 

encourage students' cognitive development and decision-making abilities. 

Research also indicates that teacher self-beliefs also predict students' 

achievements and students' achievement beliefs. Students' self-efficacy for 

self-regulated learning is related to motivation and achievement in academic 

areas. Students' academic performances, their valuing of education, and 

their achievement goals are affected by their self-confidence (Pajares, 1996; 

Pajares, Miller, & Johnson, 1999). Plourde (2002) found that behavior is the 

result of expectations of specific behavior. A student wiU perform as 

expected. When a teacher expects that a student has the ability to perform in 

a particular way, they must also believe in their own ability to perform the 

behavior. 

In a qualitative, descriptive study, Philippot (2000) examined changes 

in pre-service English teachers' beliefs about teaching and learning during 

their student teaching experiences and the factors that shaped those behefs. 

The participants of the study were seven students in a post-baccalaureate 

licensure program. The author noted that the participants had limited 

teaching experiences and that results indicated that the students began their 
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student teaching with a broad perspective of educational issues. Soon after 

beginning their teaching, they changed their perspectives and focused on the 

events that impacted immediate situations in the classroom. These 

individuals had a small number of beliefs initially but developed and changed 

beliefs as they taught and experienced situations of which they had little 

knowledge before teaching (Philippot, 2000). Williams (1989) earher had 

noted that most of the adult students bring attitudes toward work and self-

beliefs when they re-enter college, often with clearly defined goals. Martin 

and Shoho (2000), who in 1999 had reported that most non-traditional 

certification candidates were older adults, found later that non-traditional 

certification teachers are more controlling in classroom management. In a 

study of 228 teachers on their methods of classroom management, the 

alternative certification teachers tended to be significantly more 

interventionist or controlling than their traditionally certified counterparts 

(Martin & Shoho, 2000). 

At the first annual conference of the National Alternative Certification 

Association, Haberman (1991a) described the criteria that an excellent 

program should have, along with several student characteristics. Haberman 

noted the need to acquire minority adults in post-baccalaureate programs is 

of particular importance to programs. One of the most important 

characteristics of the teacher candidates should be that of a demonstrated 
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ability to establish rapport with children and especially youth of poverty and 

culturally diverse backgrounds. He reported the success of alternative 

programs in attracting minorities, as evidenced by the achievement of the 

urban student populations with whom he had worked. Haberman (1991b) 

indicated that teacher educators in American universities often ignore the 

needs of the poor and culturally diverse. He further suggested that teacher 

educators need experiential knowledge in teaching behaviors that are 

necessary in working with minority children if they are to adequately prepare 

students to teach. Resta, Askins, and Huling (1999) suggested that student 

teachers be assigned to a block in which the IHE and the LEA work together 

cooperatively to provide field experience for the students preparing to teach. 

The block, they suggested, should include university professors, mentor 

teachers from the specific school, a liaison between the school and the 

university, the coordinator of secondary education in the district, and the 

instructor. The block approach not only gives field experience to the student 

who wants to teach, but the block also involves teacher educators in the local 

schools so that they have that experiential knowledge Haberman 

recommends. 

Dial and Stevens (1993) observed that alternative teacher certification 

interns were more willing to teach in the inner city schools in his study. 

Feistritzer (1990) also found that 44% of the post-baccalaureate teacher 
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candidates in her study were more willing to teach in urban areas. Stoddart 

(1993) likewise found that alternative certification programs attracted those 

who were willing to teach in urban schools. The author reported that 

alternative interns held the same high expectations for both disadvantaged 

and advantaged learners and that alternative certification interns were more 

accepting of responsibility for their students' achievements. These interns 

were less likely to think of students as being difficult to teach. Stoddart 

found that teacher disposition was critical to students success, and that the 

interns who were from similar backgrounds and similar life experiences to 

their students were less likely to categorize students according to race and 

socio-economic status. The interns, Stoddart also reported, encouraged 

students to be proud of their ethnicity. 

Research in personality characteristics of teachers can indicate the 

qualities an individual needs to work well with students. Tonelson (1981) 

suggested that an interconnectedness of teacher personality and the learning 

atmosphere can affect student learning outcomes. Fisher and Kent (1998), in 

a study of the associations between teacher personality and classroom 

environment, found that at least 10% of the variance in classroom 

environment may be due to the effects of the teacher's personaHty. Although 

this finding is not statistically significant, the study does indicate that the 

personality of teachers does affect the educational environment. Medley 
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(1975) noted that the function of the professional component of a teacher 

education program is "to prepare teachers to discover their own most effective 

teaching behaviors" (p. 167). One of the better ways of identifying those 

behaviors is through use of the self-scoring Myers-Briggs Type Indicator 

(MBTI) (Fisher & Kent, 1998). Teacher behaviors, interpersonal skiUs, and 

pedagogical skills coupled with knowledge of one's own personality can help a 

good teacher build a repertoire of important skills in working with students 

(Fisher & Kent, 1998). 

Using the MBTI, other researchers found that the quality of a person's 

life may well be a relation between life satisfaction and personality 

(Harrington & Loffredo, (2001). The researchers investigated the 

relationship of the Psychological Well-Being (PWB) Inventory and life 

satisfaction with the personality type dichotomies of the MBTI and self-

consciousness. Their findings on the Extraversion (E) - Introversion (I) scale 

were that Extravert (E) types experience higher Hfe satisfaction than 

Introvert (I) tjrpes. They found that E types are oriented toward others, are 

generally relaxed and confident, are sociable, and communicate with ease. 

The MBTI Intuitive (N) types were reported to have scored higher in personal 

weU-being than Sensing (S) types. The authors reported that N types prefer 

to see things as they could be rather than as they are and that the N types 

scored higher in autonomy, personal growth, and positive relations than S 
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types. Harrington and Loffredo found no significant differences in Feeling (F) 

types and Thinking (T) tj^jes. On the Judging (J) - Perceiving (P) scale, the 

authors found that J types reported a significantly higher score on personal 

well being and purpose of life although P tjrpes were found to be more 

adaptable, flexible, and tolerant than J types. The J types are more decisive 

and purposeful (Harrington & Loffredo, 2001). 

Eastern Kentucky University researchers asked students enrolled in 

elementary education to complete the MBTI. The researchers drew 

correlations among personality traits, gender, grade point average (GPA), 

and year in college. Hinton and Stockburger (1991) found that Extraverts (E) 

were more likely to be seeking certification in elementary education. The 

researchers examined gender, level of education and GPA in relation to 

personality types. Females in the study were more frequently ESFJ, while 

males tended to be more varied in personality types. Seniors in preparation 

for teaching in elementary school tended to be ESFJ. GPA ranged from 2.61 

to 3.92, with a mean of 3.18. Correlations between GPA and personality 

traits indicated that Introverts were more likely to have higher grades. The 

profile with the highest GPA was INFP; the profile with the lowest GPA was 

ESTJ. 

Sears and Kennedy (2001) studied personality types of 886 prospective 

teachers. Results indicated that the SFJ profile of the MBTI described a 
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significant number of students who continued in teacher education in 

comparison to the students with the profile NTP. According to their study 

the Extraversion (E) - Introversion (I) scale was insignificant. SFJs were 

found to be warm, sociable, responsible, and caring about people. They work 

hard to master facts, are concrete in their approach to tasks, do not appear 

interested in theory, trust their feelings, value harmony, make schedules and 

foUow them, and thrive on order The study suggests that a large number of 

students preparing to be teachers in elementary education are SFJs. 

According to Sears and Kennedy's study, the SFJ will not be a leader in 

educational reform, but they will make sense out of the demands for their 

time. NTJs, on the other hand, tend to be the best source of leadership. 

In a study of the MBTI personality type of secondary agriculture pre-

service teachers, the researchers found the profiles Extraversion, Sensing, 

Thinking, and Judging (ESTJ) to be predominant among the students in 

agriculture methods classes (Cano & Garton, 1994). 

Lawrence (1979) reported MBTI test results on a study of 5,366 

teachers. The study concluded that the primary MBTI typology for educators 

was Extraversion-Sensing-Feeling-Judging (ESFJ). Hinton and Stockburger 

(1991), in a study of 122 pre-service teachers, found that ESFJ was the most 

common type. In another study of 153 prospective teachers, Marso and Pigge 

(1990) found ESFJ to be the most common personality type of teacher 
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candidate. McCutcheon, Schmidt, and Bolden (1991), in a smaU study of 79 

student teachers, found that ESFJ was the most common personaHty type 

among the elementary student teachers, but was not the most common 

among secondary teachers. They were unable to identify a typical 

personality profile for secondary teachers. Although most of these studies 

were not non-traditional teacher certification students, the studies suggest a 

consistency in personality types among teachers, especially among 

elementary teachers. 

Meisgeier and Richardson (1996) studied personality characteristics of 

special education teachers in the Houston area using the MBTI. The 

researchers found that the non-traditional certification interns held a 

significantly greater preference for Sensing, Thinking, and Judging. The 

purpose of the study was to determine if there are special qualities that 

teachers of special needs children should possess in order to work with these 

children and to determine if non-traditional certification students who plan to 

work with special needs children have these special qualities. They noted 

characteristics needed, such as warmth, empathy, and flexibility. Teachers 

must have a sense of humor, fairness, and an ability to relate well to others. 

The findings of the study indicated that mature interns were more 

interpersonally oriented than internally oriented and that the mature intern 

scored significantly higher in self-realization, responsibility, and self-control 
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than the traditional prospective teachers. The authors explained that 

teachers in general reported a significantly greater preference for the MBTI 

dichotomies Introversion (I), Intuition (N), and Judging (J) and a somewhat 

greater preference for FeeHng (F). They found that the interns tended to be 

more realistic, practical, detailed, and organized (Meisgeier & Richardson, 

1996). 

The MBTI indicated that persons with Feeling preference usuaUy see 

person-centered values as important. The individuals in Meisgeier and 

Richardson's study were more able to identify with others, need harmony, be 

more supportive, appreciative and understanding, enjoy pleasing and 

supporting other people, and feel rewarded when others' needs are met. 

Thinkers, they found, tend to be more impersonal, objective, and logical, and 

generally use problem identification to arrive at decisions. Thinkers are 

more detached and often unintentionally hurt others. These individuals feel 

rewarded when the job is well done. While Feelers seek harmony and 

consider their impact on their students, the Thinkers strive for competency, 

fairness, and objective and impersonal truth (Myers, 1992; Keirsey & Bates, 

1978; Myers & McCaulley, 1985). The authors concluded that the 

personality characteristics of Sensing, Judging, and Thinking as they pertain 

to classroom management may account for many interns being assigned 

positions in settings that demand structure and strict management, 
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especially in classrooms with children who exhibit behavior disorders 

(Meisgeier, & Richardson 1996). While this study pertains to non-traditional 

certification interns who work solely with students in special education 

programs, the study does suggest the need for further studies of personalities 

and beliefs of students in general who enter the non-traditional teacher 

certification program. 

Haipt (1990) compared mature college students and traditional college 

students who were preparing to enter teaching. Haipt measured personality 

types and characteristics, levels of self-realization and integration, reasons 

for becoming teachers, and personal and professional goals. On 12 of 20 

concepts, the mature students scored signfficantly higher, suggesting that 

mature students are more likely to have higher levels of self-realization and 

integration, more realistic reasons for becoming teachers, and have developed 

more reaHstic personal and professional goals. Those concepts on which the 

mature student scored higher were ones which assessed the more internal 

values and control mechanisms. In other areas, such as interactions, socially 

observable qualities of dominance, sociability, and social presence, the two 

groups were similar. The two groups had similar proportions of personality 

types; yet, there was significant difference in their self-realization scores. 

The mature students showed significantly higher levels of self-realization. 
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Barnes, Salmon, and Wale (1989) identified teacher interns as highly 

motivated and enthusiastic. The individuals studied were college graduates 

with experience in teaching or longstanding interest in becoming a teacher. 

They were more mature than other first-year teachers, wanted to make a 

career change, and had had a variety of work experiences. 

Regardless of their enthusiasm, Shen (1997) found alternatively 

certified teachers to be less informed pedagogically than traditionaUy 

prepared teachers; therefore, they tended to have more problems learning to 

teach. Guyton, Fox, and Sisk (1991) studied alternatively certified teachers' 

attitudes, effectiveness, and performance and compared them to traditionally 

certified new teachers. On almost all of the areas, the two groups were the 

same with only a few exceptions. They found that the alternatively certified 

individuals decided to become teachers more recently and that the 

alternatively certified teachers had a less positive attitude at the end of the 

first year of teaching (Guyton, Fox, & Sisk, 1991). However, alternatively 

certified teachers are willing to teach in urban areas with the economically 

disadvantaged students according to Natgriello and Zumwalt (1993). They 

studied improving the candidates for non-traditional certification as weU as 

meeting the shortages in the New Jersey program. They found in their 

study, that the candidates were less likely to have majored in the area in 

which they want to teach, although this was not reflected in their National 
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Teacher Exam scores. The alternatively certified candidates scored higher 

than the traditionally certified candidates on the National Teacher Exam. 

Barnes (1989) also found that the percentages of alternative 

certification interns passing the certification tests consistently exceeded the 

percentage of traditionally certified candidates. In another study students in 

a Texas university-based alternative teacher certification program were 

compared to traditionally prepared and emergency permit teachers. 

Researchers found that of the 63 subjects evaluated, the grade point averages 

of the alternative certification candidates held an overaU GPA of 3.04, while 

traditionally prepared subjects maintained a GPA of 2.79, and emergency 

permit teachers a GPA of 2.41 (Brown, Edington, Spencer, & Tinafero, 1989). 

Although much research literature reports that non-traditional 

certification teachers score well on standardized exams, generally have 

higher GPAs than traditionally certified teachers, and demonstrate positive 

quaHties that will complement programs in the public schools. Hall (1999),in 

contrast, in a study comparing teaching effectiveness of traditionaUy certified 

teachers and non-traditionally certified teachers, found that non-traditional 

certification teachers had lower GPAs, fewer advanced degrees, and were 

more likely to be minority. Hall's research, conducted in middle schools from 

three school systems in North Carolina, indicated that the non-traditional 
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certification students were more likely to teach students of lower socio

economic status and ability than traditionally certified teachers. 

Some studies have shown qualities that will make teaching more 

difficult for the alternatively certified teacher as weU as for the school in 

which the teacher works. Even when the alternatively certified teacher 

knows the subject matter to be taught, BaU (as cited in Stoddart & Floden, 

1995) found that teacher candidates who had had successful experiences in 

the subjects they wiU teach stiU had difficulty in explaining basic concepts to 

their students. Few of these teacher candidates could explain basic 

principles and meanings. Although a person may be knowledgeable of math 

and score well in math courses does not mean that that person can explain 

concepts to students. In a similar study at Stephen F. Austin State 

University, Jones (2000) examined critical thinking of post-baccalaureate 

certification students. His study correlated performance on the California 

Critical Thinking Disposition Inventory (CCTDI) with the students' 

performance on the Texas qualifying exam ExCET. Not only did he not find a 

correlation between critical thinking disposition and the ExCET, but he also 

found that only 5.55% of the participants showed strength in critical thinking 

while 22.22% indicated a weakness in critical thinking. 

Oklahoma's alternative certification teachers were studied in an effort 

to gather data concerning the teachers' problems and experiences. The 1994 -
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1995 study indicated that, although alternative certification teachers had 

limited pedagogical course work and no student teaching experience, they 

were mature adults who could function as teachers. The teachers in the 

study had had a variety of career experiences. One was a science teacher 

who had been a medical doctor. Another was a Spanish teacher who was a 

former Air Force pilot, a middle school math teacher who had retired as a 

utility executive, and a speech and drama teacher who had been a youth 

minister (Chesley, Wood, & Zepeda, 1997). Feistritzer (1992) noted that 

those individuals who sought alternative certification were more accepting of 

reform and of national standards, curriculum, and standardized tests. 

Compared to 17% of whites who felt that demographics is important when it 

comes to any particular race or ethnic group, 40% of the alternatively 

certified nonwhite teachers felt that a demographicaUy represented teacher 

could teach certain races better than any other teacher. 

Studies reveal that teacher characteristics often determine a teacher's 

ability to work with students. Characteristics of the non-traditional teacher 

certification students indicate both advantages and disadvantages to the 

teaching profession. While they have much content knowledge and are 

willing to work in urban areas, they bring to the teaching profession a lack of 

pedagogical knowledge. They bring their belief systems that may or may not 

be best for students, and they bring their approaches to teaching that may 
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reflect the ways in which they were taught more than the latest theoretical 

concept of teaching. 

Reasons for Entering Teaching 

Lortie (1975) found five attractors that teachers reported as reasons 

they chose teaching as a career. He questioned 14 teachers who gave 

enjoying working with people, particularly youth, as their first reason for 

choosing teaching as a career. The second reason Lortie found was that the 

teachers wanted to be of service to others, and the third reason that the 

participants chose teaching for a career was that they liked school and 

wanted to work in the school environment. The fourth reason teachers gave 

for entering teaching was material benefits, and the fifth reason that 

teachers gave for choosing teaching as a career was the Hmited constraints on 

time. Wadsworth (2001) found that new teachers feel that they have a calling 

to teach. Many of them whether they were alternatively certified or 

traditionally certified, 8 in 10, believed that individuals should not become 

teachers unless they have "a true sense of calling" (Wadsworth, 2001, p. 2). 

Feistritzer (1992) found that the main motivation for alternative teacher 

certification students entering teaching was their feelings about the 

importance of education in society. Sixty-nine percent of the non-traditional 
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teacher certification candidates felt a need to help society through education 

as compared to 32% of students who were traditionally certified. 

Feistritzer (1990), together with the National Center for Education 

Information, had found that 6% of all candidates for programs of alternative 

teacher certification surveyed were unemployed at the time they inquired 

about non-traditional teacher certification. Thirty percent were employed in 

non-education jobs and 24% were teachers who wanted to change from 

private to public schools, change teaching fields, change states, or upgrade 

their licenses. Sixteen percent were in the military, and 2% were just 

curious. Keefe (1986) studied the characteristics of 14 post-baccalaureate 

students to determine reasons for their returning to college for teacher 

certification. Keefe found four distinct decision-making groups among the 

students he studied. Their decisions were based on making changes in 

professional goals and expectations, personal and emotional needs in work, 

establishing initial career decisions and choices, and translating long-term 

beliefs about teaching into action (Keefe, 1986). 

Feistritzer (1990) found that the traditionally prepared individuals 

who were already teaching were more focused on student needs and were 

more flexible than those showing interest in alternative teacher certification. 

One-third of the teacher certification candidates had achieved master's 

degrees: 15% in business, 5% in political science, 5% in history, 4% in 
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EngHsh, and 4% in psychology. Three percent of the teacher certification 

candidates held master's degrees in biology and life sciences, another 3% in 

communications, engineering, and math. Twenty-seven percent of those with 

master's degrees were in education. Feistritzer also found that 7 out of 10 

persons interested in non-traditional teacher certification gave value of 

education in society as one of the three reasons they wanted to go into 

teaching. Burke (2000), of Rider University and the College of New Jersey, 

studied 31 post-baccalaureate students in two colleges to identify the 

students' undergraduate preparation fields and to identify their occupational 

experiences. She found that their undergraduate fields were varied; they had 

been prepared for careers such as criminal justice, business, engineering, and 

social sciences. Their occupational experiences had been such positions as 

advertising, sales, engineering, insurance, restaurant management, teaching 

aide, nursing, and substitute teaching. One person was a nanny and another 

was a veterinary technician. The author reported that the reasons the 

individuals gave for changing to education were that they wanted to make a 

difference and work with children. Several had been dissatisfied with their 

current positions and cited this dissatisfaction as a reason they wanted to 

change to teaching (Burke, 2000). Another reason individuals often seek 

alternative certification is the lengthy process of traditional programs, 

according to Ferraro (1998). 
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The Rand Study, an evaluation of alternative certification programs, 

(DarHng-Hammond, Hudson, & Kirby, 1989), reviewed 64 mathematics and 

science certification programs. Of the programs studied, 43% of the recruits 

had been teaching in other settings such as private schools the year before 

entering the public school system, and about half of the recruits had been in 

managerial and professional specialties. Of the group who had not been 

teaching prior to recruitment, 75% had some kind of teaching experience. 

Some had been tutors, teaching assistants, instructors, or science 

fieldworkers in private industry. The Rand Study reported that policymakers 

had assumed that the labor market demand and job security were factors 

that led teachers already in service to decide to switch to mathematics and 

science teaching. However, the teachers rated high interest in the subject-

matter field as the most significant reason for changing to math and science 

teaching. According to the study, this interest in the subject matter area was 

rated more intense by the non-traditionally certified teachers than the 

traditionaUy trained teachers who rated working with youth as their primary 

interest. The study also showed that the traditionally certified teachers 

consider the value of education in society as their secondary reason and an 

interest in subject matter as their third reason for entering the mathematics 

and science teaching fields (Darling-Hammond, Hudson, & Kirby, 1989). 
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While reasons non-traditionally certified teachers give for entering the 

teaching profession differ from those reasons of the traditionally trained 

teacher, the success of both non-traditional and traditional certification 

teachers may be dependent upon their needs being met at the training level. 

Preparation Needs 

The non-traditionally certified teacher often has no more training than 

a few crash courses in pedagogy before they enter the field. Some have no 

course work prior to teaching but begin as interns who are allowed to attend 

workshops and other training sessions after they begin teaching rather than 

training first. Many individuals who enter teaching without sufficient 

training and coursework prior to teaching have unsuccessful experiences in 

teaching. Research indicates that these teachers leave teaching within three 

years (DarHng-Hammond, 2001). Retention rate in public schools is higher 

among the traditionally certified teachers, according to one study (Natriello & 

Zumwalt, 1993). Sixty percent of non-traditional route math teachers who 

were studied did not expect to remain in public schools. Many planned to 

move to higher education. Marchant (1990) noted that the non-traditional 

certification candidates are not properly trained in classroom management 

before they enter the classroom. The researcher reported that alternative 

certification interns were rated lowest when compared to traditionaUy 
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prepared student teachers and graduate interns on communication skills, 

instructional skills, interpersonal skills, and ability to establish a positive 

learning environment. Marchant (1990) did not suggest that these were 

characteristic differences that existed before they entered teaching but that 

these differences are the result of the lack of pedagogical emphasis in the 

training of the alternative teacher certification students. Research has found 

that successful teachers are those with a strong personal identity, a good 

support system, and extremely high dedication to teaching (Haberman, 

1990). 

Trujillo and Stark (1997) studied the perceptions of alternatively 

certified entry-level male elementary teachers as compared to women at the 

same level. They found that the typical entry level male has a bachelor's 

degree and is seeking a higher degree, but he does not have experience with 

children before entering the teaching profession. Males consider low salary 

and lack of administrative support as a hindrance to entering the teaching 

field. The male teacher, however, is satisfied with his career choice and sees 

that he can advance in his career regardless of the initial hindrance of low 

salary and lack of administrative support. Feistritzer (1990) found that 

women are less interested in financial rewards and are more concerned with 

helping people. In their study of why males enter teaching, Roden and 
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Cardina found that men were more interested in income, and females were 

more interested in leisure time (1996). 

In prior research, WilHamson (1989) identified students entering post-

baccalaureate programs to have well-developed knowledge of content as well 

as varied personal and work experiences. The author blames economic 

development for creating the need for the two-income family, requiring many 

older individuals, women in particular, to go back to school in increasing 

numbers. Baker et.al. (1990), who identified the post-baccalaureate student 

as an experienced professional adult, also suggested that these persons 

needed programs that were geared to their strong goal orientation. They also 

noted that the post-baccalaureate student needs more individualized and 

self-paced learning along with assessment on the application of their 

knowledge rather than being quizzed on the fine details of course 

information. These students have experiential skills and have acquired 

information. Their need is to learn to redirect already learned skills and 

competencies because of their life experiences. 

When Natriello and Zumwalt (1993) compared the alternative 

certification teachers of differing subjects, they determined that the 

alternatively certified math teachers tended to receive lower evaluations than 

other math teachers. They found that the teachers studied rated more 

aspects of teaching as not as good as expected than their traditionally 
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certified counterparts. The study showed that the alternatively certified 

teachers were less likely to advise their own children to go into teaching also. 

On the other hand, English teachers in the study who were alternatively 

certified were more likely to find good aspects of teaching and were more 

likely to remain in teaching than other non-traditionally certified teachers. 

Marchant (1990) places the responsibility for training the non-

traditional certification student in pedagogy on the IHEs and LEAs. 

Research on non-traditional teacher certification has flourished since the 

1980s; however, many researchers have addressed the issues of the 

certification programs in IHEs rather than focusing on a study of the 

students. Thus, studies of students who enter non-traditional teacher 

certification programs are needed as well as evaluations of programs. 

Summary 

In general, only a few studies have investigated the post-baccalaureate 

student. Most researchers agree that many of the returning students who 

seek certification are older students (30+) who have had work experiences in 

other fields. While studies indicate that the minority student is most 

attracted to alternative certification, others say that white females 

outnumber minorities. StiU other researchers have found that males are the 

largest number of students to benefit from the non-traditional programs. At 
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least one researcher questions the personality and characteristics of the 

alternative certification student as being best for the public schools. Most of 

the studies on post-baccalaureate certification have focused on the non-

traditional certification program as compared to the traditional program 

rather than identifying the characteristics of students who are seeking non-

traditional certification. However, knowing the identities, goals, behefs 

systems, and experiences that have led students to teaching will help teacher 

educators who work with non-traditional students determine the needs of 

individuals coming into the post-baccalaureate program. The study of 

characteristics, personalities, and beliefs of these students will also inform 

other teacher educators who work with non-traditional teacher certification 

students. There is still much need to study the characteristics and 

personaHties of the post-baccalaureate student specfficaUy. 
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CHAPTER III 

METHODOLOGY 

This study was an identification and analysis of the characteristics of 

the students enroUed in the post-baccalaureate teacher certification program 

at Texas Tech University. The purpose of this study was to: (1) identify the 

characteristics and personality types of the students enrolled in the post-

baccalaureate teacher certification at Texas Tech University, (2) examine 

factors which influenced the students to seek certification to teach, 

(3) examine their perspectives and expectations of teaching, (4) examine 

relationships among demographics, personality types, and experiential 

variables, (5) develop a profile of the post-baccalaureate teacher certification 

student, and (6) provide information to the College of Education at Texas 

Tech University and to others engaged in non-traditional teacher certification 

programs for their use in working with non-traditional students. Descriptive 

research was used to conduct this study. This method is non-experimental, 

dealing with relationships among non-manipulated variables. Although 

generally descriptive research leads to generalizations beyond the given 

population and situation (Best & Kahn, 1998), this study was not intended 

for such generalizations. The survey method which included a self-report 
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questionnaire along with the self-scoring Myers-Briggs Type Indicator 

(MBTI) was chosen for this study. 

Population 

The population of this study consisted of all degreed students who were 

enrolled in the post-baccalaureate teacher certification program during the 

academic faU and spring sessions of 2002-2003 at Texas Tech University. 

The researcher surveyed 130 students enrolled for the purpose of seeking 

certification to teach in elementary or secondary levels. The survey 

participants were enrolled in specffic courses: Instructional Theory and 

Design, Developing Social Studies Programs, and a Capstone class. These 

courses were selected for this study by the Chairperson of the Division of 

Curriculum and Instruction. Selection of these classes was based upon 

requirements in the post-baccalaureate teacher certification program and 

included all students enrolled in the post-baccalaureate teacher certification 

program during the faU and spring 2002-2003 school terms. Instructional 

Theory and Design was required for students seeking certification in 

secondary education, Developing Social Studies Programs was designed for 

students seeking elementary through junior high certification, and Capstone 

was a class of students working in the local schools as student teachers. The 

students in this class were working in area middle schools and junior high 
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schools. The eight classes selected were a mixture of day classes and night 

classes. Post-baccalaureate teacher certification students present in class on 

the day the survey and the MBTI were given were included in the study. 

Thirty-seven of the students were dually seeking teacher certification and a 

master's degree. This research did not include nine students who were in the 

classes for purposes other than teacher certification. 

Instrumentation 

The instruments used in this study were a questionnaire that provided 

descriptive data, such as demographics, beliefs, and career interests (see 

Appendix) and the Myers-Briggs Type Indicator (MBTI) (Form G Revised). 

The survey questionnaire for this study consisted of a three-page instrument 

with 67 questions. For 20 questions, the students were expected to select 

from among four or more choices. Sixteen other questions gave students an 

opportunity to write in answers using their own words. Nineteen questions 

involved selecting from two and three choices, and 12 questions were Likert 

scale choices that ranged from strongly agree to strongly disagree. The 

instrument consisted of two sections: descriptive personal questions and 

belief systems questions. The first section contained questions requesting 

descriptive information as weU as the students' opinions and expectations 

about teaching. This section included 55 questions and requested descriptive 
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personal information, such as age, gender, ethnicity, residence locations, and 

family influences. Included also were questions concerning the students' 

academics, such as high school and post-graduate information, academic 

degrees, and undergraduate and graduate information. Other questions 

explored lifestyle and quality of life expectations that students have about 

teaching. Questions about influences that have encouraged their pursuing 

teacher certification, such as previous teachers, friends, parents and other 

family members who are teachers, and military experiences were included in 

this section. Incorporated in this section were questions that requested 

information from the students as to why they chose the path of post-

baccalaureate teacher certification. 

The second section consisted of statements concerning common beliefs 

about teaching. Twelve statements on a Likert scale, from strongly agree to 

strongly disagree, required students to respond based upon their beliefs 

about the classroom, students, and teaching in general. The purpose of this 

section was to obtain data on the students' beliefs and attitudes. Questions 

that addressed the post-baccalaureate teacher certification students' beliefs 

about teacher behaviors and questions that asked the students' opinions on 

the knowledge they felt teachers need were a part of the questionnaire. 

Student/Teacher relationships and students' ability to learn were addressed 

as weU. Questions regarding testing as a part of learning and student 
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learning behaviors were a part of the section on beliefs as well. Costa and 

Garmston's (1994) book, Cognitive Coaching: A Foundation for Renaissance 

Schools was influential in developing questions in the second section. 

A pilot test of the questionnaire was conducted with nine post-

baccalaureate students. Although the questionnaire was descriptive and did 

not require a pilot test, the test was conducted to determine any flaws that 

might keep a student from understanding the questions. Changes were made 

to address such needs. 

To identify the personality type patterns of the post-baccalaureate 

students, the Myers-Briggs Type Indicator (MBTI) was the instrument used 

to coUect data. Katharine Briggs and Isabel Briggs Meyers developed the 

type indicator and were most influenced by Carl Jung's theory of personality 

in his book, Psychological Types. The MBTI is considered a recognized, 

reliable instrument for measuring personality preferences (Carlyn, 1977). 

Reliability data for the MBTI include measures of internal consistency and 

test-retest consistencies of the separate scales and type classifications. 

Internal consistency reliabilities generally fall in the .70s and .80s with test-

retest reliabilities of continuous scores ranging from .60 to .83 in four 

samples retested after two to twenty months (McCaulley, 1981). Consulting 

Psychological Press (CPI) (2002), publisher of the MBTI, lists Form G of the 

MBTI with measurement properties of reliability of preferences within a 
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range of .82 to .86. CPI found retest dichotomies within .75 to .77 and test-

retest continuous scores ranging from .77 to .84. 

The validity of the MBTI was determined by how well it measured the 

constructs of Jung's t5T)ology. The MBTI compared well with other tests 

measuring the same constructs. McNeil's review of the MBTI (1998) provided 

cross-validation data for the MBTI and other personality inventories. Such 

reliable inventories as Fundamental Interpersonal Relations Orientation-

Behavior (FIRO-BTM)̂  SkiUs Confidence Inventory, and Career Factors 

Inventory correlate positively with the MBTI. Carlyn (1977) analyzed 

research which examined the content validity, predictive validity, and 

construct vaHdity of the instrument. In each area, Carlyn found the research 

to accurately determine vaHdity. One example, the researcher found the 

Sensing/Intuition (SN) and Thinking/Feeling (TF) scales generally consistent 

with the construct validity of the MBTI. Positive evidence of construct 

validity of the MBTI (Thompson & Borelo, 1994; Tieger & Barron-Tieger, 

2001) has been demonstrated many times since Briggs and Meyers developed 

the instrument in the 1940s. The instrument has been improved and 

updated several times. Form G (short form) used for this study was a revised, 

self-scorable inventory. 

Many forms of the MBTI have been developed, each form designed for 

a particular purpose. The MBTI, Form G was selected for this 
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administration because of the self-scoring capabUities and the test's years of 

reHability. Form G is a self-scoring assessment with 94 questions scored for 

personality type. Eighty-nine items have two response options and five have 

three choices. The revised test reflects political correctness. The scoring 

preference is summative involving basic addition. The MBTI is widely used 

as a psychometric instrument designed to sort personalities into 16 groups of 

types. There are four scales on a continuum; each describes two opposite 

preferences as shown in Figure 1. 

(E) Extraversion 

(S) Sensing 

(T) Thinking 

(J) Judging 

— Introversion (I) 

Intuition (N) 

FeeHng (F) 

Perceiving (P) 

Figure 1. Myers-Briggs Type Indicator scales. 

The first scale, Extraversion (E) - Introversion (I), provides answers to 

the question of the prospective teacher's orientation to the world and 

addresses the issue of a person's relationships with others. This portion of the 

inventory indicates the focus of a person's attention and enthusiasm in the 

environment. What are the tjqjes of people who are attracted to non-
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traditional certification? Are they extraverts or introverts? Extraversion (E) 

refers to the type of person who likes interacting with people, especially 

friends. Introversion refers to the type of person who likes people but finds 

interacting with people stressful and prefers more solitude (Barron & Barron-

Tieger, 2001). 

The second scale refers to ways that one perceives or assimilates 

information. The choices here are Sensing (S) - Intuition (N). Sensing (S) 

uses the physical senses of seeing, hearing, tasting, touching, and smeUing, 

while Intuition (N) refers to perceiving through an intangible, usually 

unconscious sense. This category is the means by which an individual 

becomes aware of people, things, events, and concepts. Making choices and 

forming opinions are either through sensing or intuition. Information is 

obtained through what one perceives, then that information is used to reach 

conclusions, form opinions, and make decisions. While Sensing (S) refers to 

practical, realistic, sensible, and sequential means of acquiring and 

assimUating information. Intuition (N) refers to creativity and what is 

generally known as a "sixth sense" (Keirsey & Bates, 1978; Myers & 

McCauUey, 1985; Myers, 1987). 

The third scale is Thinking (T) - FeeHng (F). This scale focuses on how 

people prefer to make decisions and the means of coming to conclusions about 

how to handle information. The Thinking (T) category refers to predicting 
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the logical consequences of a particular choice. Thinkers tend to decide in a 

rational, objective, logical, and impersonal way. The category of Feeling (F) 

is more personalized and refers to considering decisions made on the basis of 

person-centered values (Keirsey & Bates, 1978; Myers & McCaulley, 1985; 

Myers, 1987). 

The fourth scale describes the lifestyle that one adopts. Judging (J) -

Perceiving (P) are categories that refer to attitudes toward the world. 

Judgers generally are decisive and orderly, while Perceivers are usually 

flexible and spontaneous and are less likely to be time oriented (Keirsey & 

Bates, 1978; Myers & McCaulley, 1985; Myers, 1987). 

The 16 different combinations (Figure 2) fit together to distinguish 

personaHties. Learning styles, writing preferences, and preferences for 

careers are suggested by the combinations of categories in the MBTI. No one 

combination is necessarily considered to be acceptable or unacceptable for 

teaching. The appHcations for which this can be used purposefully for the 

prospective teacher are relationships with coUeagues as weU as with 

students, mutual usefulness, career choices, and problem solving (Myers, 

1992). In short, everyone fits into one of these 16 categories. 
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ISTJ 
Serious, quiet. 
practical, orderly, 
logical, realistic, and 
dependable. Take 
responsibility. Earn 
success by 
concentration and 
thoroughness. 

ISTP 
Quiet, reserved, 
observing and 
analyzing hfe with 
detached curiosity. 
Interested in cause 
and effect, how and 
why mechanical 
things work. 

ESTP 
Good at on-the-spot 
problem solving. Do 
not worry. Tolerant, 
adaptable, generally 
conservative in 
values. Dislike long 
explanations. 

ESTJ 
Reahstic, with a 
natural head for 
business or 
mechanics. Good 
administrators if 
they remember to 
consider others 
feeUngs. 

ISFJ 
Quiet, friendly. 
responsible, 
considerate, and 
consdentiovis. Lend 
stabihty to projects. 
Usually not 
technical. 
Concerned with how 
other people feel. 

ISFP 
Sensitive, kind, 
modest about their 
abihties. Shim 
disagreements. 
Relaxed about 
getting things done. 
Retiring, quietly 
friendly. 

ESFP 
Outgoing, easygoing, 
enjoy everything and 
make things fun. 
Find remembering 
facts easier than 
mastering theories. 
Sovmd common sense 
and practical. 

ESFJ 
Warm-hearted, 
talkative, bom 
cooperators. Always 
doing something 
nice for someone. 
Work best with 
encouragement and 
praise. 

INFJ 
Desire to do 
whatever is needed 
or wanted. Put their 
best efforts into their 
own work. 
Respected for firm 
principles. Succeed 
by perseverance and 
originahty. 

INFP 
Full of enthusiasms 
and loyalties. Care 
about learning, 
ideas, language. 
Tend to undertake 
too much. Projects 
on their own. little 
concern for 
siirroimdings. 

ENFP 
Enthiisiastic, high-
spirited, ingenious, 
imaginative. Rely on 
ability to improvise 
instead of preparing in 
advance. Quick with a 
solution for any 
difficulty, ready to help 
anyone with a problem. 

ENFJ 
Real concern for 
what others think or 
want. Can present a 
proposal or lead a 
group discussion 
with ease. 
Responsible and 
responsive to praise 
and criticism. 

INTJ 
Original minds and 
great drive for their 
own ideas and 
purposes. Skeptical, 
critical, sometimes 
stubborn. 
Independent, 
determined. 

INTP 
Quiet and reserved. 
Especially enjoy 
theoretical or 
scientific pursiuts 
and problem solving. 
Need careers where 
some strong interest 
can be used. 

ENTP 
Ingenious, good at 
many things. Alert, 
stimulating 
company, outspoken. 
May neglect routine 
assignments. One 
new interest after 
another. 

ENTJ 
Frank, decisive, 
leaders in activities. 
Good in reasoning 
and inteUigent talk, 
such as pubhc 
speaking. Enjoy 
learning. Usually 
well-informed. 

Figure 2. Myers-Briggs Type Indicator personality types. 
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Data Collection 

Data were collected with the cooperation of the Chairperson of the 

Division of Curriculum and Instruction, individual professors, and the Center 

for Testing and Guidance at Texas Tech University. Students participating 

in this study completed the instruments in predetermined required classes 

scheduled by the Chairperson of the Division of Curriculum and Instruction. 

The Center for Testing and Guidance assisted in administering the MBTI. 

The students in each of the eight classes were given an explanation of 

the purpose of the study and were informed that they were not required to 

participate as a part of their grade in the class. They were told that they 

could leave before the survey time and return after the survey was completed 

if they preferred. As an incentive to encourage the students to stay and 

complete the survey and MBTI, the post-baccalaureate teacher certification 

students were told that the form of MBTI chosen was a self-scoring form and 

that they would know the result of their inventory before the end of class. 

After completing the questionnaire and the MBTI, students scored their own 

MBTI. The Director of Testing and Guidance discussed the MBTI results 

with the students after they had completed scoring their own inventories. 
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Data Analysis 

Descriptive statistics were used in this study, including frequencies, 

percents, means, and standard deviations for instrument items on the 

questionnaire and the MBTI. SPSS, Version 11.0.1, provided these statistics 

and graphical displays that were used in describing types of demographics. 

Frequency distributions and descriptive statistics were employed to 

produce frequency tables for all survey items. The SPSS frequencies 

procedure provided statistics and graphical displays that were useful in 

describing many tj^jes of variables. Frequency count, percentage, mean, and 

standard deviation, were performed with this analysis. Pearson Product 

Moment correlation coefficient was computed to describe associations 

between the MBTI and demographics and demographics and belief systems. 

65 



CHAPTER IV 

FINDINGS AND DISCUSSION 

Research that profiles the students who enroll in the post-

baccalaureate teacher certification program at Texas Tech University has not 

been conducted. Neither the students' beliefs about teaching nor their goals 

have been examined. Studies of why these students with degrees return for 

certification to teach have been needed as well. Review of literature indicates 

that few studies have focused on the post-baccalaureate student; most 

research has examined the non-traditional programs rather than the non-

traditional students. Therefore, the problem of this study was the lack of 

information about the post-baccalaureate teacher certification students. 

Because studies of the students in the post-baccalaureate teacher 

certification program at Texas Tech University have been needed, this study 

focused on the students in the Texas Tech program. In order to continue to 

build an effective post-baccalaureate teacher certffication program, consistent 

and continual review and research of that program are needed (Resta, 

Askins, & Huling, 1999); however, not only studying the program itself could 

be beneficial to the IHE, but studying the post-baccalaureate students who 

enter a local IHE could also be beneficial to post-baccalaureate teacher 

certification programs and teacher educators. Research was needed to 
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identify and profile post-baccalaureate teacher certification students. 

Students selected for this study were post-baccalaureate teacher certffication 

students at Texas Tech University. 

Exploring the reasons that influenced these students to obtain 

certification to teach and gaining knowledge of the needs of the post-

baccalaureate teacher certification students were desirable as weU. The 

purposes of this study were to: (1) identify the demographic characteristics 

and personality types, (2) identify and examine factors which have influenced 

the non-traditional students in seeking certification to teach, (3) identify and 

examine the students' perceptions and expectations about teaching, (4) 

identify and examine the relationships among demographic characteristics, 

personaHty t5rpes and belief systems, (5) develop a profile of the post-

baccalaureate students who seek teacher certification, (6) provide information 

to the faculty and administrators in the College of Education at Texas Tech 

University and for others who work with non-traditional teacher certification 

students to assist them in working with the post-baccalaureate students. To 

achieve the purposes of this study and address the problem of lack of 

information, answers to the following questions were requested and analyzed: 

(1) What are the demographics of the post-baccalaureate teacher certification 

students? (2) What factors influenced these students to obtain certification to 
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teach? (3) What are the students' expectations of teaching? (4) What are the 

personality types of the post-baccalaureate teacher certification students? 

(5) What were the relationships among the demographic, personality type, 

and belief variables? 

This chapter reports the findings of the study. The first section 

contains a description of the personal and situational characteristics of the 

survey participants. Section two contains information about the belief 

systems of the post-baccalaureate teacher certification students. Section 

three contains information on personality types and correlations among 

variables. Included in each of these sections are the students' responses to 

the open-ended questions. Responses were analyzed by grouping simUar 

responses together and tallying the results. Responses of individual students 

were included as was appropriate. 

Treatment of the Data 

A questionnaire and the Myer-Briggs Type Indicator were the data 

collection instruments that addressed the research questions of this study. 

Of the post-baccalaureate students in eight classes, 130 post-baccalaureate 

teacher certification students completed the questionnaire and the MBTI. 

Nine students who were present but were not post-baccalaureate teacher 

certification students were administered the MBTI so that they could benefit 
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from reviewing their responses and could participate in the discussion of the 

results. They did not complete the questionnaire, however. The MBTI 

responses from those students were not entered into the data. All others 

were entered into the SPSS program for analysis. 

Respondent Data 

Research Question 1: What were the demographics of the post-
baccalaureate teacher certification students? 

The demographic description of the subjects was reported using 

various descriptive statistics as frequencies, percentages, and means. The 

figures and tables in this section include ethnicity, gender, age, disabilities, 

marital and family status, high school academic ranking, high school and 

college GPA, standardized test results, undergraduate degrees, and work and 

residence locations. 

Ethnicity 

Participants were asked to select the ethnicity with which they most 

closely identify. A majority of participants, 84.6 % (n=110), were Anglo-

Americans (White). Hispanics were 9.2% (n=12) of the total, and 3.1% (n=4) 

indicated that they were African-American. The remainder of students, 2.3% 

(n=3), indicated other ethnicities. The percentage (84.6%) of Anglo-Americans 

(White) in this study was less than the percentage (87%) of aU Anglo-
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Americans receiving teacher certification at Texas Tech University 

(Nordstrom, 2002). The minority percentage of aU students in the teacher 

certification program was reported as 13% (Nordstrom, 2002). Composition 

of ethnicity differed from statewide data, which reported 50% minorities in 

the state's alternative programs (Texas Education Agency, 1992). In 1992, 

Feistritzer had reported that in the 50 states and District of Columbia, 

alternative certification was effective in attracting minorities and that 

minority participation had grown from 9% in 1990 to 17% in 1992. Minority 

percentages in the post-baccalaureate program at Texas Tech University are 

15.4%, which is less than the national findings. Table 1 displays composition 

of ethnicity in the post-baccalaureate teacher certification program at Texas 

Tech University. 

Table 1. Composition of ethnicity of survey participants in the post-
baccalaureate teacher certification program at Texas Tech University, 
2002-2003 

Ethnicity f %_ 

Anglo American 

African American 

Asian American 

Hispanic 

Other 

Total 

110 

4 

1 

12 

3 

130 

84.6 

3.1 

.8 

9.2 

2.3 

100.0 
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Gender 

Research indicates that while females represent the largest percentage 

of undergraduate students in teacher education programs, males represent 

the largest number of students in alternative teacher certification programs 

(Humphrey et al., 2002 & Feistritzer, 1992). Of the survey participants in 

this study, 72% (n=93) were female and 28% (n=37) were male. All 130 

participants responded to this item. Figure 3 displays the percentage of 

female and male participants. These numbers and percentages are 

representative of the yearly total of male and female numbers and 

percentages of aU teacher certification students at Texas Tech University. 

These numbers and percentages are representative of the past post-

baccalaureate teacher certification students at the University as well 

(Nordstrom, 2002). 
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Figure 3. Percentage of students seeking post-baccalaureate teacher 
certffication according to gender, 2002-2003. 

Age 

Humphrey, Wechsler, Bonsetti, Wayne, and Adelman (2002) reported 

that the highest percentages of people seeking alternative teacher 

certification were mature adults over age 30. The mean age of the 130 survey 

participants in this study was 28.12 years with a standard deviation of 7.935. 

Participants were grouped into six age categories in the histogram: 21-27, 28-

34, 35-41, 42-48, 49-55, and 56-61. Numbers of participants in each of the six 

age categories are indicated by the bars in Figure 4. 
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Std. Dev = 7.93 

Mean = 28 

N = 130.00 

Age 

Figure 4. Percentage of post-baccalaureate teacher certification students 
surveyed according to age categories, 2002-2003. 

DisabUities 

Of 129 of the survey participants, 7 students indicated that they had a 

disability. The researcher observed that there were no participants who were 

noticeably physically challenged. None of the participants were in 

wheelchairs, needed Braille for reading, hearing impaired, unable to read the 

inventories, or unable to score the MBTI. The students with learning 

disabilities had developed coping skills so that they were not obvious to the 
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rest of the class. Literature review reveals no studies of disabUities among 

non-traditional teacher certification students. 

Marital Status 

Participants reported that 53.1% (n=9) of the students were single and 

41.5% (n=54) were married. Another 5.4% (n=7) were divorced, separated, or 

widowed. Review of literature did not reveal studies including marital 

status. However, Baker et al. (1990) reported that women returning to work 

had professional experience in fields other than teaching, and that they had 

left their careers to be fulltime wives and mothers. Williamson (1989) noted 

that re-entry women were seeking new careers when they entered teacher 

certification programs. Participants in this study indicated that the students 

entering the program at Texas Tech University are not reflective of other 

studies at other universities. Figure 5 displays the responses to the question 

on marital status. 

74 



CD 
O 

100 

90 

80 

70 

60 

50 

40 

30 

20 

10 

0 

53.1% 

41.5% 

^ b ^ ^ ^ 
i% 

Single Married Divorced Separated Widowed 

Marital Status 

Figure 5. Percentages of survey respondents who are single, married, 
separated, or widowed, 2002-2003. 

Children 

Table 2 displays the number of children of the survey participants. 

Much li terature tha t reports research of the non-traditional teacher 

certification candidates suggests that they are more mature and have family 

responsibilities (Bradshaw & Hawk, 1996; Resta, Askins, & Huling, 1999). 

The mean number of children of the respondents in this study was .49. 

Table 2 indicates tha t 73% (n=95) students have no children. Another 21.5% 

(n=28) students have 1-2 children. Only 5.4% (n=7) students have more 
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than two children. These data are not representative of other recent 

research. 

Table 2. Number and percentage of respondents with children, 2002-2003 

Children n % 

0 95 73.1 

1 15 11.5 

2 13 10.0 

3 5 3.9 

4 2 1.5 

Total 130 100.0 

High School 

The post-baccalaureate survey participants were asked to give their 

high school graduation date, grade point average (GPA), size of graduating 

class, high school rank, and test scores. 

Graduation Years 

The earliest graduation date given by the respondents is 1960, and the 

most recent high school graduation date is 1999. The mean year is 1992.18. 

Of the 130 students reporting, 25 students reported being out of high school 

for 4 years; 22 reported being out of school for 5 years. One student reported 

42 years since graduation, and 5 students reported having graduated 30-37 
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years ago, 4 reported being out 26 -28 years, and 8 reported being out of 

school for 20-24 years. This shows that the maximum period of time that any 

of these students have been out of high school is 42 years. The minimum 

amount of time that any of these students have been out of high school is 3 

years (Figure 6). 

Std. Dev = 8.10 

Mean = 10 

N = 130.00 

10 15 20 25 30 35 40 

Years out of High School 

Figure 6. Minimum and maximum graduation years reported by the post-
baccalaureate survey participants, 2002-2003. 
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Grade Point Average (GPA) 

Students responding to this question reported a minimum of 

1.8 GPA and a maximum of 4.0 GPA. Figure 7 indicates that their GPAs 

have a mean of 3.452 with a standard deviation of .4614. 

501 

Std. Dev = .46 

Mean = 3.4 

N = 121.00 

1.9 2.1 2.4 2.6 2.9 3.1 3.4 3.6 3.9 

High School GPA 

Figure 7. High school GPA of the post-baccalaureate survey respondents, 
2002-2003. 
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Ranking 

Students were asked to indicate their rank in their high school 

graduating class by categories. Four students did not answer this question. 

Of the students answering the question 75.4% (n=126) students stated that 

they were in the top 25% of their classes, 38.1% (n=48) stated that they were 

in the top 10% of their classes. Table 3 displays the frequencies and 

percentages of students' rankings in their high school graduating classes. 

Table 3. Survey participants' rankings in their high school graduating class 

High School Ranking f % 
Top 10% 

10% - 25% 

25% - 50% 

Below 50% 

Total 

48 

47 

26 

5 

26 

38.1 

37.3 

20.6 

4.0 

100.0 

Standardized Test Scores 

The survey participants were requested to give scores on any high 

school standardized test that they have taken. Several of the students 

indicated during the survey that they could not remember their exact scores. 

They were instructed to give the closest rounded number if they could. Other 

students stated that they had been out of school so long that they did not 
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remember their scores. Of the 130 survey participants, 67-71 students 

reported their scores, or where accessible, scores were obtained from the 

university. 

The ACT Assessment (ACT) has 36 total composite points. Both EngHsh 

and Mathematics portions are 36 possible points each. On the ACT English, 

69 students reporting, the mean score was 21.38, with a standard deviation of 

5.094, a minimum score of 3 and a maximum score of 33. On the ACT 

Mathematics, 67 students reporting, the mean score was 20.07, with a 

standard deviation of 5.19, a minimum score of 7 and a maximum score of 31. 

The Scholastic Aptitude Test (SAT) has a possible composite score of 

1600. The possible points on the Verbal and Math tests range from 200 to 800 

each. Seventy-one students reported taking the SAT. On the Verbal, the 

mean score was 509.9 with a minimum score of 330 and maximum score of 

800. On the Math test, the mean was 493.94 with a minimum score of 270 

and a maximum score of 730. 

The Texas Academic Skills Program (TASP) test has been required of 

students in Texas who enter a Texas IHE since 1996. Each section of the 

TASP has possible points ranging from 100-300 points with a minimum score 

of 230 points to pass Reading and Math. To pass Writing the students must 

score 220. Of the survey participants reporting, 68 students reported their 

score on Reading and Writing and 69 reported their score on Math. The 
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mean score on Reading was 259.76, with a minimum score of 218 and a 

maximum score of 297. The mean score on Math was 250.41, with a 

minimum score of 191 and a maximum score of 295. Table 4 displays the 

mean scores of the ACT, SAT, and TASP taken by the post-baccalaureate 

teacher certification students surveyed. 

Table 4. Standardized test scores of post-baccalaureate certification students 

Test Scores 

ACT English 

ACT Math 

SAT EngHsh 

SAT Math 

TASPT Reading 

TASPT Math 

TASPT Writing 

n 

69 

67 

71 

71 

68 

69 

68 

Min. 

3 

7 

330 

270 

218 

191 

220 

Max. 

33 

31 

800 

730 

297 

295 

300 

Mean 

21.4 

20.1 

509.9 

493.9 

259.8 

250.4 

252.6 

SD 

5.1 

5.2 

98.0 

105.6 

18.5 

19.6 

21.0 

Higher Education 

Post-baccalaureate teacher certification students who participated in 

the study were asked to report the year they graduated from coUege, their 

major, their degree, their score on the Graduate Record Exam (GRE), and 

their grade point average (GPA). 
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Graduation Year 

Survey participants were asked to report the year they graduated fi-om 

an IHE. The mean was 1998.31. Of the 130 participants, 127 answered this 

question. Most recent graduates (n=34) were in 2002. Thirty-two students 

graduated in 2001. The year most distant from the reentry into coUege was 

1976. One student indicated graduating in 1978 and another in 1979. 

Figure 8 displays the mean year of 1998 and standard deviation of 5.61 of 

baccalaureate graduation from college. 
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Figure 8. Descriptive statistics for the year graduated from college, the 
mean, and standard deviation, 2002-2003. 
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Grade Point Average (GPA) 

Figure 9 displays the IHE GPA of the survey respondents with a mean 

of 3.303 on a 4.0 grading scale. The minimum score was 2.0 and the 

maximum score was 4.0. Of the 130 participants, 128 responded to this 

question. 

Std. Dev = .45 

Mean = 3.2 

N = 128.00 

2.1 2.4 2.6 2.9 3.1 3.4 3.6 3.9 

Undergraduate GPA 

Figure 9. Descriptive statistics for undergraduate GPA, mean, and standard 
deviation, 2002-2003. 
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Graduate Record Exam (GRE) 

The score scale of the GRE is 200-800 for verbal and also 200-800 for 

quantitative. The survey respondents were asked to provide their GRE 

scores. Of the 130 survey participants, 67 students were either able to report 

their scores or their scores were obtained from the university. On the verbal 

portion of the test, the minimum score reported was 230, and the maximum 

score was 630. The mean verbal score was 430.46. On the quantitative 

portion of the GRE, the minimum score reported was 240 and the maximum 

score was 780 with a mean of 477.01. Table 5 displays the GRE scores, 

including the mean and standard deviation of the Verbal and Quantitative 

tests as reported by the survey respondents. 

Table 5. Survey participants' GRE scores 

GRE Scores 

Verbal 

Quantitative 

n 

67 

67 

Min. 

230 

240 

Max. 

630 

780 

Mean 

430.5 

477.0 

Degrees 

To be enrolled in the post-baccalaureate teacher certification program 

at Texas Tech University, students must have a baccalaureate degree. Of the 

130 respondents 67.7 % (n=88) held baccalaureate degrees from Texas Tech 
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University. Thirty-one other colleges and universities were represented 

among the teacher candidates; 40.6% (n=13) of them were Texas IHEs. 

Table 6 indicates that of the 129 reporting 90.7% (n=117) hold a 

baccalaureate degree only. However, 9.4% (n=12) of those students reporting, 

hold degrees higher than a baccalaureate degree. One student did not 

respond to this question. Ten students (7.8%) reported holding a master's 

degree and 2 (1.6%) students reported having obtained a professional degree. 

Table 6. Percentages of students with baccalaureate degrees only and 
students with higher degrees, 2002-2003 

Highest Degree Attained f % 
Bachelors 

Masters 

Professional 

Total 

Undergraduate Majors 

The literature indicates that many of the students entering teacher 

certification programs did not major in areas that were directly related to 

subjects taught in school. Burke (2000) found that undergraduate fields were 

varied among alternative teacher certification students. Such areas as 

criminal justice, nursing, and engineering were undergraduate majors. 

117 

10 

2 

129 

90.7 

7.8 

1.6 

100.0 
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In this study, undergraduate majors in which the respondents held 

degrees were also varied, supporting previous research. Many of their majors 

were not subjects that are taught in schools. Human Development was the 

area in which most students, 24.7% (n=32), held degrees. Exercise / Sports 

Science was next with 6.9 % (n=9) of the students. History 5.4% (n=7) of the 

students, followed by Family Studies with 4.6% (n=6) of the students. All 

other degrees were held by 4 students or less in a field of study. 

Undergraduate majors were varied, such as Hotel Administration, Hospital 

Administration, Mass Communications, Fashion Merchandising, Sports 

Management, Latin American Studies, and Advertising. Less than 15 of the 

majors were directly related to subjects that could be taught in pubhc schools. 

Such areas as English, Math, Social Studies, Art, Spanish, Biology, and 

Chemistry could be considered majors in which one could easily obtain 

certification. Other such majors as Public Relations, Communication Arts, 

and Social Work are considered as majors not related to elementary or 

secondary teaching. One student indicated Elementary Education as an 

undergraduate major. Table 7 provides a listing of the majors reported by the 

respondents. 
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Table 7. Undergraduate majors of the respondents, 2002-2003 

Undergraduate Major 
Advertising 

Agribusiness 
Agricultural Development 

American Studies 

Animal Science 

Anthropology 

Art 
Biology 
Biology/Chemistry 
Broadcast Journalism 

Business 
Business Management 

Chemistry 
Child Development 

Communication Arts 
Communication Studies 

Computer Science 

Dance 
Economics 

Education 
Elementary Education 

EngHsh 
Exercise/Sports Science 

Family Studies 
Family/Consumer Sciences Education 

Fashion Merchandising 

French 
General Studies 

Geography 

History 
Hospitality Administration 

f 

1 
1 
1 
1 
1 

2 
1 
2 
2 
1 
3 
2 

1 

1 
1 
3 

1 

1 
3 

1 
1 
3 

9 
6 
2 

% 

.8 

.8 

.8 

.8 

.8 

1.5 
.8 

1.5 

1.5 
.8 

2.3 
1.5 

.8 

.8 

.8 
2.3 

.8 

.8 
2.3 

.8 

.8 
2.3 

6.9 
4.6 
1.5 

.8 

.8 

.8 

.8 
C A 

5.4 
o .8 
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Table 7 (continued). 

Undergraduate Major f %_ 
Hotel Administration 
Human Development 
Interdisciplinary Studies 
Journalism 
Latin American Studies 
Marketing 
Mass Communications 
Math 
Music Performance 
PoHtical Science 
Psychology 
Public Relations 
Secondary Education 
Social Studies 
Social Work 
Sociology 
Spanish 
Sports Management 
Studio Art 
Missing 

Total 

1 
32 

1 
1 
1 
2 
3 
1 
1 
4 
4 
2 
1 
2 
2 
1 
1 
1 
1 
4 

130 

.8 
24.7 

.8 

.8 

.8 
1.5 
2.3 

.8 

.8 
3.1 
3.1 
1.5 

.8 
1.5 
1.5 
.8 
.8 
.8 
.8 

3.1 

100.0 

Research Question 2: What factors influenced the post-
baccalaureate students to obtain certification to teach? 

Post-baccalaureate teacher certification students who participated in 

this study were asked to respond to questions about the possibilities of 

becoming teachers. Former careers, circumstances, people, situations in life 

influenced their career decisions. 
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Influences of Employment 

In her 1990 study, Feistritzer reported that 6% of aU candidates in 

non-traditional teacher certification programs were unemployed at the time 

they inquired about non-traditional certification. Figure 10 indicates the 

employment status of the post-baccalaureate students at Texas Tech 

University. Of the 130 students responding, 32.3% (n=42) were employed fuU 

time. Fifty-three of the respondents in this survey were employed part-time. 

Survey participants indicated that 73.1% (n=95) of the 130 students were 

employed part-time or more. Thirty-five students (26.9%) reported being 

unemployed, whether by choice or through an inability to obtain employment. 
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Figure 10. Percentages of unemployed, full-time and part-time employed. 

Types of Careers 

Table 8 lists occupations in which students were employed before 

entering post-baccalaureate teacher certification. They are grouped 

according to the 5 categories in the Dictionary of Occupational Titles (DOT). 

Of the 130 respondents, 81 answered this question. 
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Table 8. Frequencies and percentages of students employed in categories 
according to the Dictionary of Occupational Titles, 2002-2003 

Occupational Categories 

Professional, Technical, and Managerial 

Clerical 

Sales 

Service 

MisceUaneous 

Total 

f 

48 

10 

11 

6 

6 

81 

% 

59.3 

12.3 

13.6 

7.4 

7.4 

100.0 

Forty-eight students (59.3%) indicated that they had been employed in 

Professional, Technical, and Managerial fields. Table 9 illustrates the 

category Professional, Technical, and Managerial of post-baccalaureate 

students' occupations. Specific careers reported by the students are given. 

Of those Hsted, three students indicated a previous career in business 

management, and two students in each of the following careers: chUd care 

director, construction management. Head Start teacher, optician, and 

preschool teacher. 
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Table 9. Frequencies and percentages of students employed in professional 
tecnnical, and managerial occupations, 2002-2003 

Professional, Technical, and Managerial 
Positions Held 

Academy Instructor 

Administratiye Counselor 

Assistant Manager of CoUegiate Ticket Office 
Bank TeUer 

Business Management 

Certified Nurse's Aid 

Child Care Director 

Computer Network Administrator 

Construction Management 

Director of Christian Education Ministry 

Gymnastics Coach 

Head Start Teacher 

Information SpeciaHst 

Law School 

Lending Assistant 

Medical Fitness Trainer 

MUitary Master Sergeant 

MiHtary Recruiter 

Optician 

Optometrist's Assistant 

Paramedic 

PhotojournaHst 

Preschool Teacher 

Production Assistant 

f % 

1 1.2 

1 1.2 

1 1.2 

1 1.2 

3 3.7 

1 1.2 

2 2.5 

1 1.2 

2 2.5 

1 1.2 

1 1.2 

2 2.5 

1 1.2 

1 1.2 

1 1.2 

1 1.2 

1 1.2 

1 1.2 

2 2.5 

1 1.2 

1 1.2 

1 1.2 

2 2.5 

1 1.2 
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Table 9 (continued). 

Professional, Technical, and Managerial 
Positions Held 

Program analyst 

Recruiter 

Regional Supervisor 

Restaurant Management 

Retail Management 

Student Loan Clerk 

Substitute Teacher 

SurveiUance Officer 

Teaching Assistant 

TTU Assistant Director Computer 

TTU Laboratory School Teacher 

Video Production Management 

Total 

• Analyst 

f 

1 

1 

1 

2 

2 

1 

2 

1 

3 

1 

1 

1 

48.0 

% 

1.2 

1.2 

1.2 

2.5 

2.5 

1.2 

2.5 

1.2 

3.7 

1.2 

1.2 

1.2 

59.3 

Table 10 presents the remaining four categories. In the Clerical 

category, 10 students indicated that they had held positions as office 

managers, administrative assistants, and secretaries. Eleven students had 

worked in the category Sales. Of those 11 students, 8 reported being retail 

sales representatives. Examples of Sales positions held were Christian 

purchasing representative, cashier, and retail sales persons. Six students 

indicated that they had been employed in Service Careers. Those in Service 

Careers were positions such as restaurant wait staff, sorority advisor, and 

social service case manager. Six students Hsted careers in the category 

93 



Miscellaneous. The careers included graphic artist, welder, tourism guide, 

and UPS driver. 

Table 10. Survey participants employed in clerical, sales, service, and 
miscellaneous occupations, and the titles of the positions held, 2002-2003 

Additional Positions Held f % 

Clerical Positions Held 

Administrative Assistant 

Office Manager 

Property Office Manager 

Receptionist 

Secretary 

Total 

Sales Positions Held 

Christian Purchasing Representative 

Customer Service 

RetaU Cashier 

Retail Sales Representative 

Total 

f 

1 

2 

1 

1 

5 

10 

f 

1 

1 

1 

8 

11 

% 

1.2 

2.5 

1.2 

1.2 

6.2 

12.3 

% 

1.2 

1.2 

1.2 

9.9 

13.6 
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Table 10 (continued). 

Additional Positions Held 

Service Positions Held 

Case Worker 

Convention Center Rentals 

Restaurant Wait Staff 

Social Services Case Manager 

Social Services Parent Educator 

Sorority Advisor 

Total 

Miscellaneous Positions Held 

Graphic Design Assistant 

Newspaper Graphic Artist 

Painter 

Tourism Guide 

UPS Driver 

Welder 

Total 

% 

% 

1.2 

1.2 

1.2 

1.2 

1.2 

1.2 

7.4 

% 

1.2 

1.2 

1.2 

1.2 

1.2 

1.2 

7.4 

Dissatisfaction with Careers 

Figure 11 displays percentages of individuals surveyed at Texas Tech 

University who indicated their satisfaction with employment prior to 

entering the post-baccalaureate program. 
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Satisfaction With Prior Employment 

Figure 11. Percentages of individuals surveyed who indicated their 
satisfaction or dissatisfaction with employment prior to entering the post-
baccalaureate program. 

Burke (2000) reported that several students in his study had been 

dissatisfied with their current employment and cited this dissatisfaction as a 

reason they wanted to change to teaching. Of the 111 students answering 

the question, 48.6% (n=54) indicated that they were satisfied with their last 

employment, and 51.4% (n=57) of the students stated that they were 

dissatisfied with their employment. Reasons for dissatisfaction were divided 

into nine areas from which students could choose (Table 11). They were 
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asked to mark as many as applied. Of the 57 students who expressed 

dissatisfaction with their prior employment, 64.9% (n=37) of the students 

expressed dissatisfaction with their salaries, and 26.3% (n=15) of the 

students stated that they were dissatisfied with job security. Twenty-two 

students (38.5%) were dissatisfied with the employer and with the benefits in 

their last position. Thirteen students (22.8%) indicated dissatisfaction with 

their coUeagues. Of the 57 students who were dissatisfied with their prior 

employment, 52.6% (n=30) expressed dissatisfaction with the atmosphere in 

which they had worked prior to teaching. Lack of autonomy accounted for 

14% (n=8) of the students' dissatisfaction with their previous employment, 

and lack of opportunity for advancement accounted for 59.6% (n=34) of the 

students' dissatisfaction with their prior employment. Twenty-three students 

(40.3%) indicated that there were factors other than those listed previously 

that accounted for their dissatisfaction. 
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Table 11. Reasons for dissatisfaction with previous employment indicated by 
fifty-seven survey respondents, 2002-2003 

Dissatisfaction With Previous Employment (n=57) f % 

Salary 

Benefits 

Job Security 

Employer 

Colleagues 

Atmosphere 

Lack of Autonomy 

Lack of Opportunity for Advancement 

Other 

37 

22 

15 

22 

13 

30 

8 

34 

23 

64.9 

38.5 

26.3 

38.5 

22.8 

52.6 

14.0 

59.6 

40.3 

Influences of Circumstances 

The post-baccalaureate teacher certification students were asked why 

they had returned for certification to teach. They selected from 10 categories, 

and were instructed to choose as many of the categories as applied to them 

(Table 12). Of the 130 students surveyed, 73.8% (n=96) indicated that they 

want to make a difference, and 61.5% (n=80) of the students noted that they 

returned for certification because they like chfldren. Sixty-nine respondents 

(53.1%) indicated that they feel that they can improve education, and 44.6% 

(n=58) of the students indicated that they decided to return for certification 

because they wanted the security of a regular salary. 
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Table 12. Percentages and frequencies of reasons students reported for 
entering the post-baccalaureate program at an IHE 

58 

80 

11 

47 

22 

33 

3 

96 

69 

25 

44.6 

61.5 

8.5 

36.2 

16.9 

25.4 

2.3 

73.8 

53.1 

19.2 

Reasons For Returning For Certification f % 
Security of Regular Pay 

Because I Like Children 

Family Obligations 

Changes In My Life 

Couldn't Find a Job 

Recommendation of Others 

Last Resort 

Want to Make a Difference 

Want to Help Improve Education 

Other 

Situations and circumstances assist a person to make decisions about 

career choices. Officers in the military often begin a second career after they 

retire from the armed forces. In the present study, 4.6% (n=6) of the 

respondents had retired from the mihtary. Three were in the U.S. Air Force, 

two had been in the U.S. Army, and one student indicated previously being in 

the National Guard. One student indicated stiU serving in the National 

Guard. Of the seven military persons four were enlisted personnel, one a 

sergeant, one a master sergeant, and one a lieutenant. The participants' 

years of service in the military ranged from one to twenty years. One student 

indicated serving in the Desert Storm Conflict, and one indicated having 

served in the Viet Nam Conflict. One military retiree noted, "I enjoyed being 
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an instructor in the U.S. Army." Survey participants who had served in the 

military indicated that their circumstances in the military had helped them 

to decide to teach. 

Students surveyed in this study reported other circumstances that 

helped them to decide to enter the teaching profession. One student 

responded, "A personal trauma helped me to decide to teach." Another 

reported, "My GPA was not competitive enough for medical or dental school, 

and I need a job using my degree." "I didn't know what else to do with a 

degree in history," one student commented. Another student found a school's 

need for teachers to influence her decision, "A local school needed a teacher at 

the last minute, so I began working on an emergency certification." StiU 

another student commented that her situation led her to education, "I am a 

single parent, and I want to be with my child as much as I can." "I want to be 

a school administrator, and I've got to do my time in the classroom," reported 

another student. 

Others responded to the open-ended question of what circumstances 

initiated the decision to become an educator, two students responded, "I 

couldn't get a job." Another responded, "I couldn't find a job in Lubbock with 

my degree." StiU another indicated a need for employment, "I need work 

now." Fifteen respondents (10.9%) indicated that they had been unable to 

find employment or were unhappy in their current career, or that they 
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needed employment. One student stated candidly, "I need a job ASAP." Other 

respondents indicated that they desired to switch careers, "I just got tired of 

sales and the pressures. I found that I miss learning and education." 

Another student noted, "I was feeling unsatisfied in corporate America. I 

always wanted to teach speech, but I didn't know if it was practical or if it 

would be too hard to find a job teaching speech." Another student indicating 

dissatisfaction with the career chosen, "I didn't want to die serving alcohol." 

The lack of opportunity for advancement created some dissatisfaction for 

some post-baccalaureate students, "I couldn't go any farther in my job." 

Responses did not always reflect a circumstance. The respondents' 

answers were classified into 12 categories. Of 137 answers, 22.6% (n=31) of 

the students reported that there were no particular circumstances, but that 

they had decided to teach because they liked kids. One student commented, 

"I found out that I couldn't have chUdren of my own, so I decided to teach." "I 

learned to enjoy teaching chUdren when I taught swimming," another student 

commented. Nineteen students surveyed (13.9%) stated that they wanted to 

teach because they have a family and prefer for their schedule to be the same 

as their chUdren. One mother commented, "I am divorced with two smaU 

boys. I think I can make a difference in their lives and in the lives of other 

chUdren." Another noted, "My undergraduate degree was useless." Fourteen 

respondents (10.2%) reported that teaching was a lifetime dream. One 
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student commented that she had always wanted to teach, but because of 

finances she had to go ahead and graduate in the subject field she had chosen 

as an undergraduate. Twelve students (8.8%) were uncertain why they had 

chosen teaching. Students expressed uncertainty about teaching although 

they were in the post-baccalaureate teacher certification program. 

The students surveyed were asked to comment on why they had chosen 

post-baccalaureate teacher certification. Five of the students did not answer 

this question. The 125 responses were sorted into 12 categories. Of the 125 

who answered the question, 32.0% (n=40) of the students surveyed reported 

that the post-baccalaureate program was the fastest and easiest way to 

obtain certffication to teach. "It's less hours and easier to do post-bac," was 

one response from a student surveyed. Another 23.2% (n=29) of the students 

stated that they had obtained a degree in a field that they enjoyed first. 

Fourteen students (11.2%) indicated that they had changed their minds 

about teaching after starting undergraduate work. "I didn't think I wanted to 

teach when I graduated from high school." Table 13 displays the 12 

categories of why the respondents chose the post-baccalaureate program 

rather than the traditional program. 
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Table 13. Category of why students chose the post-baccalaureate program 

Why did you choose the post-baccalaureate teacher 
certification program? 

% 

Quicker/easier 

Only way to use my degree/no other option 

Best way to get my masters 

Relocation easier 

Already have a degree 

Avenue to chosen career 

Advisors at TTU recommendation 

Change my mind 

Classes fit my work schedule 

Need a job quickly 

To keep my job 

Uncertain 

Total 

40 

12 

8 

2 

29 

2 

6 

14 

2 

2 

1 

7 

125 

32.0 

9.6 

6.4 

1.6 

23.2 

1.6 

4.8 

11.2 

1.6 

1.6 

.8 

5.6 

100.0 

Influences of People 

Career choices are influenced by a variety of people as well as 

circumstances. Research has indicated that post-baccalaureate students 

choose a career of teaching for a variety of reasons. Burke (2000) reported 

that dissatisfaction with current employment, wanting to make a difference, 

and the enjoyment of working with children were reasons he found in his 

study that students gave for entering the teaching professions. Of the 
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surveyed participants in this study, 8.5% (n=ll) indicated that others, such 

as parents, friends, former teachers, and counselors had recommended 

teaching as a career. Parental educational level and family acceptance of ones 

career is a factor that influences a person's career choice. Figure 12 displays 

the influence of the students' parents' educational levels. Seventy-nine 

respondents (61.7%) indicate that one or more of their parents were 

graduated fi-om an IHE. Forty-nine (38.3%) of 128 students responding to 

this question stated that their parents did not hold college degrees. 
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Figure 12. Percentages of students whose parents graduated from an IHE, 
2002-2003. 
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Other influences of people, such as family attitudes toward teaching or 

whether the student has family or friends in education, often help people to 

decide about their careers. Students reported that their family's attitude 

toward education is positive. Of the 128 students responding to this 

question, 126 (98.4%) stated that their family have positive attitudes toward 

education. Only 2 respondents stated that their family members have 

negative attitudes about education. A total of 37 mothers of students were 

reported as being educators, 25 fathers, 15 siblings, 14 grandmothers, 11 

spouses, and 6 grandfathers were reported as being educators. Of those 

educators, 81 of them were reported as being teachers, and 17 were reported 

as administrators. Fourteen were reported as being in other areas of 

education, such as school nurse, counselor, teacher's aide, and professor. 

Respondents reported that 76.7% (n=99) of them have close friends in 

education. Thirty students (23.3%) of 129 answering this question reported 

not having friends in education. One survey participant noted, "I could not 

have done this without my husband giving me the confidence that I could do 

my dream." Another student stated, "My parents' positive influence and 

support helped me decide to become a teacher." "My spouse helped me to 

decide," was a comment common to more than one student as to why a 

respondent had decided to teach. 
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Role models in education were reported as influences in selecting a 

career. Twenty-eight respondents (21.5%) reported having no role model in 

education; 78.5% (n=102) reported influences of a role model in education. Of 

the 103 responding to the question of the relationship between the role model 

and the survey participant, 42.7% (n=44) reported that they were influenced 

by a former teacher, 25.2% (n=26) reported that a family member has been 

the role model of influence, and 22.3% (n=23) reported a friend as a role 

model. "My father is an educator, and it is all I have ever wanted to do," one 

survey participant reported. Another indicated influence from a former 

teacher, "A good teacher I had in high school influenced me to go into 

teaching." "People I know told me I would be a good English teacher," was 

another comment. 

Research Question 3: What were the students' expectations of 
teaching? 

Students surveyed were asked to respond to questions about what they 

expected of teaching. They responded to questions about lifestyle and quahty 

of life anticipated. 
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Lifestyle 

The style in which one becomes accustomed to living becomes a part of 

that person's behaviors and attitudes. Some individuals want to make sure 

that they have a regular salary and benefits, such as insurance and 

retirement. Others prefer to have freedom from being under the authority of 

another person. While some individuals enjoy a lavish lifestyle, never 

worrying about finances, others are happy getting by with the essentials of 

Hfe. People often decide on their careers based upon the lifestyle to which 

they have been accustomed or based upon the lifestyle they would like to 

have. Students surveyed were asked to report their lifestyle prior to 

returning to an IHE for certification in teaching and the lifestyle that they 

expect to have as a result of entering teaching. Tables 14 and 15 display the 

results of the two questions: What was your lifestyle before entering IHE for 

certffication to teach, and what do you anticipate your lifestyle to be after you 

begin teaching? Of the 127 who answered this first question, 68.5 % (n=87) 

reported that they had experienced a comfortable lifestyle. Thirty-seven 

(29.1%) reported that they had been barely getting by. Most of the students, 

90.0% (n=117) of the 130 students reporting stated that they expected their 

lifestyles to be comfortable after they enter teaching. Ten students (7.7%) 

expect their lifestyle to be that of barely getting by. 

107 



Table 14. Percentages and frequencies of students' self-reported lifestyles 
prior to returning to an IHE 

Life Style Prior to Returning to School 
Barely Getting By 

Comfortable 

Lavish 

Total 

f 

37 

87 

3 

127 

% 

29.1 

68.5 

2.4 

100.0 

Table 15. Percentages and frequencies of students' expected lifestyles as a 
result of entering the teaching profession 

Life Style Expected as Result of Teaching f % 

Barely Getting By 10 7.7 

Comfortable 117 90.0 

Lavish 3 2.3 

Total 130 100.0 

Quality of Life 

The quality of ones life is defined as how good life is for a person. That 

quahty of life can be altered by a change in careers. Table 16 displays the 

quality of life that the respondents expect after entering the teaching 

profession. Of the 129 students responding, 57.4 % (n=74) reported that they 

expect a "very acceptable" quality of life after they enter teaching. Thirty-two 

students (24.8%) expect an "adequate" quality of life after they begin 
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teaching, and 17.1% (n=22) of the students surveyed reported expecting an 

"excellent" quality of life after entering the teaching profession. 

Table 16. Percentages and frequencies of students' expected quality of life as 
a result of entering the teaching profession 

Expected Quality of Life f % 

Problematic 

Adequate 

Very Acceptable 

Excellent 

Total 

1 

32 

74 

22 

29 

.8 

24.8 

57.4 

17.1 

100.0 

Teaching Preference 

Not only were students asked to report the lifestyle expected by 

entering the teaching profession and quality of life, but students were also 

asked to state their expectations of teaching as a career. On a scale of 1-5, 

with 1 being easy and 5 being difficult, students were asked to rate how easy 

or difficult they expect teaching wiU be. No student rated teaching with a 1 

(easy), 6.9% (n=9) of the students rated teaching as 5 (difficult). Eight 

students (6.2%) rated teaching with a 2, and 43.1% (n=56) of the students 

rated teaching with a 3. Fifty-six other students (43.1%) rated teaching with 
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a 4. On the scale of 1-5 with 1 being easy and 5 being difficult, 86.2% 

(n=116) of the students rated teaching as being average in difficulty. 

Of the 127 students who reported a preference in teaching, 52.0% 

(n=66) indicated a preference for teaching elementary, 11.8% (n=15) 

preferred middle school or junior high school, and 36.2% (n=46) of the 

students indicated a preference for teaching in high school. Table 17 provides 

data indicating the preference of levels of teaching. 

Table 17. Percentages and frequencies indicating the preference of levels of 
teaching 

Teaching Preference f % 

Elementary 

Middle / Junior High 

High School 

Total 

66 

15 

46 

127 

52.0 

11.8 

36.2 

100.0 

Tables 18, 19, and 20 list preferences of subject areas in which the 

students prefer to teach according to the level that they prefer to teach. 

Table 18 displays the 66 post-baccalaureate certification students who 

indicated a preference for teaching in elementary school, 24.2% (n=16) 

indicated that they would be willing to teach any subject. Fourteen (21.2%) 
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of them would prefer math, and 15.2% (n=10) indicated preference for early 

childhood. 

Table 18. List of subject area preferences of post-baccalaureate students who 
indicated preference for teaching elementary school 

Elementary Subject Preferred to Teach 
Any Subject 

BUingual 

Early Childhood 

Language Arts 

Math 

Physical Education 

Reading 

Science 

Social Studies 

Total 

ch f 

16 

1 

10 

6 

14 

1 

9 

7 

2 

66 

% 

24.2 

1.5 

15.2 

9.1 

21.2 

1.5 

13.6 

10.6 

3.0 

100.0 

Table 19 presents the subject choices of the 15 students who indicated 

a preference for teaching in middle school or junior high school. A variety of 

choices with only social studies and science being selected by more than one 

student were indicated. Two students indicated preference for science and 

four indicated preference for social studies. 
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Table 19. List of subject area preferences of post-baccalaureate students who 
indicate preference for teaching in middle and junior high school 

Middle / Junior High Subject Preferred to Teach 
Bilingual 

Business 

Computer Science 

Economics 

French 

Language Arts 

Math 

Music, Band 

Reading 

6.7 

6.7 

6.7 

6.7 

6.7 

6.7 

6.7 

6.7 

6.7 

Science 2 13.2 

Social Studies 4 26.5 

Total 15 100.0 

% 

Table 20 lists the teaching subject preferences by student respondents 

who indicated a preference for teaching in high school. Social studies was 

listed as preferred by 21.7% (n=10) of the students. Five students (10.9%) 

indicated a preference for teaching English, science, and speech. Four 

students (8.8%) preferred to teach government, and three students (6.6%) 

indicated a preference for teaching family and consumer science. Two 

students (4.3%) indicated a preference for agricultural science, art, math, 

physical education, and Spanish. One student (2.2%) indicated preference for 

teaching business, economics, French, and journalism. 
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Table 20. List of teaching subjects preferred by post-baccalaureate teacher 
certffication students who prefer to teach in high school 

High School Subject Preferred to Teach 

Agricultural Science 

Art 

Business 

Economics 

EngHsh 

Family and Consumer Sciences 

French 

Government 

Journalism 

Math 

Physical Education 

Science 

Social Studies 

Spanish 

Speech 

Total 

WUlingness to Work 

f 

2 

2 

1 

1 

5 

3 

1 

4 

1 

2 

2 

5 

10 

2 

5 

46 

% 

4.3 

4.3 

2.2 

2.2 

10.9 

6.6 

2.2 

8.8 

2.2 

4.3 

4.3 

10.8 

21.7 

4.3 

10.9 

100.0 

Urban areas are stereotypically thought to be areas filled with crime, 

and people who have little interest in education. Dial and Stevens (1993) 

observed that alternative teacher certification interns were more willing to 

teach in inner city schools. Feistritzer (1990) also found that 44% of the post-

baccalaureate teacher candidates in her study were wilHng to teach in urban 
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areas, and Stoddart (1993) likewise found that alternative certification 

programs attracted students who were willing to teach in urban schools. 

Post-baccalaureate teacher certification students in this study were 

asked if they would be willing to work in urban areas. Of the 127 students 

responding, 85.0% (n=108) stated that they would be willing to work in urban 

schools. Nineteen (15.0%) of the students answering this question, stated 

that they would not be willing to work in an urban area. Figure 13 provides 

frequencies and percentages indicating the respondents' willingness to teach 

in urban areas. 
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Figure 13. Percentages and frequencies indicating the respondents' 
willingness to teach in urban schools, 2002-2003. 
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Comments about their willingness to work in urban areas were given 

by 115 respondents. These were sorted into eight groups of similar comments 

plus one group of students who did not respond to the question. Students 

were asked to comment on reasons for their preference of teaching or not 

teaching in urban schools. Of the 19 who preferred not to teach in an urban 

area, one student assumed the stereotjT)e of urban schools, "I want to work 

where I won't get shot." Taking a different view of the city, another student 

commented, "I'm not fond of the busy lifestyle of the big city." StiU another 

noted, "I like my small hometown where I live now." Students who answered 

that they were wUling to teach in urban areas, held varying reasons as weU. 

"A job is a job," was one student's comment that echoed 37 other students 

who indicated that they felt the pressure to get into the workforce regardless 

of the work place. Twenty-nine students felt the need to help children in 

inner city areas. "AU children deserve a good teacher, and I think I can be 

that teacher," was one student's comment. Another student noted, "I can 

relate to the kids in that environment." Sixteen students indicated that they 

felt a dedication to work with chUdren in urban schools. Eleven students 

looked at working in the urban schools as a means of opportunity and as a 

challenge to prove their abilities. Table 21 presents the groupings in which 

29.2% (n=38) of the students responded that they would work anywhere they 

could find a teaching position. Another 22.3% (n=29) indicated that they like 
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working with children of diversity. Fifteen students (11.5%) did not answer 

the question. 

Table 21. List of student responses to teaching in urban areas 

Comments on Teaching in Urban School % 
I Uke cities 

As long as I can work with children 

The city is my home 

I just want to teach 

rU work anywhere 

I Hke working with urban children 

It's an opportunity and challenge 

I do not want to work in the urban area 

No response 

Total 

7 

6 

4 

1 

38 

29 

11 

19 

15 

130 

5.4 

4.6 

3.1 

.8 

29.2 

22.3 

8.5 

14.6 

11.5 

100.0 

Beliefs about Teaching 

Ashton and Webb (1986) found that teachers who modeled positive 

behef systems helped their students to develop self-confidence. Muijs and 

Reynolds (2002) found that a teacher's belief system affects instructional 

activities and the teacher's approach to teaching. Plourde (2002) found when 

a teacher expects s tudents to perform in a particular way the students wiU 

perform as the teacher expects. 
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Students in this study were asked to respond to 12 Likert-scaled 

statements which indicate teachers' beliefs about teaching. Scaled from 1-4 

with 1 being strongly disagree, 2 somewhat disagree, 3 somewhat agree, 4 

strongly agree, the statements were based upon six issues in teaching: 

1. Teacher behaviors, 

2. Student behaviors, 

3. Student-teacher relationships, 

4. Importance of content knowledge, 

5. Student's learning abilities and skills, 

6. Importance of assessment to learning. 

Statement 1: When I ask questions in class, students wiU not get 
right answers unless I give them prompts. 

This statement refers to teacher behaviors. The mean response to this 

statement was 1.84 with a standard deviation of .739, suggesting that the 

students somewhat disagreed with this statement. 

Statement 2: Students perform best academically when I develop 
a caring relationship with them. 

The statement refers to student-teacher relationships. The mean response to 

this statement was 3.71 with a standard deviation of .577. This suggests that 

students strongly agreed with the statement. 
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Statement 3: An effective teacher knows that it is most important to 

have knowledge of the content area. 

The statement refers to the importance of content knowledge. The mean 

response to this statement was 3.29 with a standard deviation of .870. This 

score suggests that the students somewhat agreed with this statement. 

Statement 4: Some children will never learn as well as other 
children because they were not born with an ability 
to learn. 

The statement referred to students' learning abUities and skills. The mean 

response to the statement was 1.72 with a standard deviation of .813. The 

response mean suggests that overaU the students somewhat disagreed with 

the statement. 

Statement 5: When students refuse to learn, a teacher is wasting 

time to try to work with them. 

This statement refers to teacher behaviors. The mean response was 1.41 

with a standard deviation of .813. The response mean suggests that students 

strongly disagreed with this statement. 
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Statement 6: When I let my students really get to know me, they 

are able to learn easier. 

The statement refers to student-teacher relationships. The mean was 3.02 

with a standard deviation of .742. The mean response suggests that the 
students surveyed somewhat agreed with this statement. 

Statement 7: Students will choose the easiest way, not the best 

way if they are given a choice. 

The statement refers to student behaviors. The mean is 2.72 with a standard 

deviation of .755, suggesting that students surveyed somewhat agreed with 
this statement. 

Statement 8: When students lack problem-solving skUls, it is 

useless to give them problems to solve. 

The statement refers to student skills and learning. The mean was 1.38 with 

a standard deviation of .603. The mean suggests that students strongly 

disagree with this statement. 

Statement 9: Projects and portfolios are better than tests at 

measuring a student's performance. 

The statement refers to assessment and learning. The mean was 3.12 with a 

standard deviation of .671. The results suggest that the students somewhat 

agreed with this statement. 
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Statement 10: Regardless of test scores, learning their own way 

and at their own speed is best for students. 

The statement refers to assessment and learning. The mean was 3.09 with a 

standard deviation of .732. The results suggest that students somewhat 

agreed with this statement. 

Statement 11: To find out how well a student can do in school, a 

standardized test must be used. 

The statement refers to assessment and learning. The mean was 1.68 and 

standard deviation is .720. The results suggest that students somewhat 

disagreed with this statement. 

Statement 12: Knowledge about a few subjects is not as important as 

knowing a little about a lot of subjects. 

The statement refers to the importance of content knowledge. The mean was 

2.34 with a standard deviation of .736. The results suggest that students 

somewhat disagreed with this statement. 

Each statement is designed to give an indication of the respondent's 

belief about teaching. Table 22 displays the mean and standard deviation of 

each statement indicating the over aU students beliefs about teaching. 
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Table 22. Survey participants ' beliefs about teaching 

Beliefs n Mean SD 

56. When I ask questions in class, students 
wiU not get the right answer unless I 127 1.84 .739 
give them prompts. 

57. Students perform best academically 
when I develop a caring relationship 128 3.71 .577 
with them. 

58. An effective teacher knows that it is most 
important to have knowledge of the 129 3.29 .870 
content area. 

59. Some children will never learn as well as 
other children because they were not 128 1.72 .813 
born with an ability to learn. 

60. When students refuse to learn, a teacher 
is wasting time to try to work with them. 

128 1.41 .681 

61. When I let my students really get to ^Q 3 02 742 
know me, they are able to learn easier. 

62. Students will choose the easiest way, not ^ 72 755 
the best way if they are given a choice. 

63. When students lack problem-solving 
skills, it is useless to give them problems 128 1.38 .603 
to solve. 

64. Projects and portfolios are better than 
tests at measuring student's 128 3.12 .671 
performance. 

65. Regardless of test scores, learning their 
own way and at their own speed is best 128 3.09 .732 
for students. 

66. To find out how well a student can do in ^̂ ĝ 1.68 .720 
school, a standardized test must be used. 

67. Knowledge about a few subjects is not as 
important as knowing a little about a lot 
of subjects. 

128 2.34 .736 
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Research Question 4: What were the personality types of the post-
baccalaureate teacher certification students? 

Myers-Briggs Type Indicator 

Data were obtained from the MBTI which had been administered to 

the students enrolled in the post-baccalaureate teacher certification program 

at Texas Tech University for the purpose of determining basic preferences 

that leads to identifying personality types. Answers to the preferences were 

neither right nor wrong. The choices the students made identified different 

personalities of people who held different views, were interested in different 

things, and had different career options. Students in general reported a 

preference for Extraversion, Sensing, Feeling, and Judging (ESFJ). ESFJ 

was selected by 25.4% (n=33) of the students. ISFJ was selected by 11.5% 

(n=15) of the students surveyed. ISTJ accounted for 10.0% (n=13), INFP 

accounted for 8.5% (n=ll). There were no INTP and only 3 ISFP and 3 

ENTJ. Table 23 displays the distribution of the 16 personality types of the 

participants in this study. 
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Table 23. MBTI personality type of students surveyed 

MBTI Personality Type f %_ 
ISTJ 

ISFJ 

INFJ 

INTJ 

ISTP 

ISFP 

INFP 

INTP 

ESTP 

ESFP 

ENFP 

ENTP 

ESTJ 

ESFJ 

ENFJ 

ENTJ 

Total 

13 

15 

4 

5 

3 

4 

11 

0 

4 

5 

10 

4 

8 

33 

8 

3 

130 

10.0 

11.5 

3.1 

3.8 

2.3 

3.1 

8.5 

.0 

3.1 

3.8 

7.7 

3.1 

6.2 

25.4 

6.2 

2.3 

100.0 

Table 24 displays the number of students' selections from each MBTI 

dichotomy. Extraversion (E) - Introversion (I) dimension 57.7% (n=75) of the 

respondents were E, while 42.3% (n=55) were I. Judging (J) was the most 

selected category with 69.2% (n=90) of the students indicating preference for 

J, while 30.8% (n=40) of the students indicated preference for Perceiving (P). 

Feeling (F) was selected by 68.5% (n=89) of the students, while Thinking was 
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chosen by 31.5% (n=41) of the students. Sensing (S) was selected by 66.9% 

(n=87) of the students, and Intuition (N) was indicated as preference by 

33.1% (n=43). 

Table 24. Students' MBTI dimensions preferences 

MBTI Dimension f %_ 
Extraversion (E) 

Introversion (I) 

Sensing (S) 

Intuition (N) 

Thinking (T) 

Feeling (F) 

Judging (J) 
Perceiving (P) ^ 

75 

55 

87 

43 

41 

89 

90 

40 

57.7 

42.3 

66.9 

33.1 

31.5 

68.5 

69.2 

30.8 

Hinton and Stockburger (1991) found that female students seeking 

teacher certification were more frequently ESFJ. Identification of 

preferences of the MBTI dichotomies by female participants in this study 

Hkewise indicated a preference for ESFJ. Of the female participants, 30.0% 

(n=28) prefer ESFJ. Another 14.0% (n=13) indicated a preference for ISFJ. 

Table 25 displays the listings of the female students' personality type choices. 

124 



Table 25. Personality preferences of female participants 

MBTI Personality Type of Female 
Participants 

ISTJ 

ISFJ 

INFJ 

INTJ 

ISTP 

ISFP 

INFP 

INTP 

ESTP 

ESFP 

ENFP 

ENTP 

ESTJ 

ESFJ 

ENFJ 

ENTJ 

Total 

f 

6 

13 

3 

2 

1 

3 

7 

0 

1 

5 

7 

2 

6 

28 

7 

2 

93 

% 

6.5 

14.0 

3.2 

2.2 

1.1 

3.2 

7.5 

.0 

1.1 

5.4 

7.5 

2.2 

6.5 

30.1 

7.5 

2.2 

100.0 

Hinton and Stockburger (1991) found that males tended to be more 

varied in personality tĵ Des than females. Identification of preference of the 

MBTI dichotomies by male participants in this study also indicated that no 

one preference is dominant among males. Table 26 displays Hsting of the 

male students' personality type choices. 
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Table 26. Personality type preferences of male survey participants 

MBTI Personality Type of Male 
Participants 

ISTJ 

ISFJ 

INFJ 

INTJ 

ISTP 

ISFP 

INFP 

INTP 

ESTP 

ESFP 

ENFP 

ENTP 

ESTJ 

ESFJ 

ENFJ 

ENTJ 

Total 

f 

7 

2 

1 

3 

2 

1 

4 

0 

3 

0 

3 

2 

2 

5 

1 

1 

37 

% 

18.9 

5.4 

2.7 

8.1 

5.4 

2.7 

10.8 

.0 

8.1 

.0 

8.1 

5.4 

5.4 

13.5 

2.7 

2.7 

100.0 

Extraverts are more likely to seek certification in elementary 

education, according to Hinton and Stockburger (1991) and again by 

McCutcheon, Schmidt, and Bolden (1991). Of the 66 respondents who 

specified a choice for teaching in elementary school, 36.4% (n=24) of the 

students indicated a preference for Extraversion, Sensing, Feeling, and 
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Judging (ESFJ) (Table 27). Ten students (15.2%) indicated a preference for 

Introversion, Sensing, Feeling, and Judging (ISFJ). Six students (9.1%) 

identified most closely with Extraversion, Intuition, Feeling, and Judging 

(ENFJ), and 7.6% (n=5) of the students indicated a preference for 

Extraversion, Sensing, Thinking, and Judging (ESTJ). Another 7.6% (n=5) of 

the students indicated a preference for Introversion, Intuition, Feeling, and 

Perceiving (INFP). Of the remaining 16 students, 3 preferred ISTJ, 3 

preferred ESFP, 2 preferred INFJ, 2 preferred ISFP, 2 preferred ENFP, 2 

preferred ENTP, 1 preferred ISTP, and 1 preferred ENTJ. No respondents 

identified INTJ, INTP, or ESTP as preferences. 
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Table 27. Preference of personality type by respondents preferring to teach 
elementary 

MBTI of Part icipants Selecting 
Elementary Teaching Preference f % 

ISTJ 

ISFJ 

INFJ 

INTJ 

ISTP 

ISFP 

INFP 

INTP 

ESTP 

ESFP 

ENFP 

ENTP 

ESTJ 

ESFJ 

ENFJ 

ENTJ 

Total 

3 

10 

2 

0 

1 

2 

5 

0 

0 

3 

2 

2 

5 

24 

6 

1 

66 

4.5 

15.2 

3.0 

.0 

1.5 

3.0 

7.6 

.0 

.0 

4.5 

3.0 

3.0 

7.6 

36.4 

9.1 

1.5 

100.0 

Table 28 displays the preferences of the 15 respondents who specified 

teaching in middle school and junior high. Four students (26.7%) indicated a 

preference for Introversion, Sensing, Thinking, and Judging aSTJ). Three 

students (20.0%) indicated a preference for INFJ, and 20.0% (n=3) 

respondents preferred ESFJ. 
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Table 28. Preference of personality tjrpe by respondents preferring 
middle/junior high school 

MBTI of Participants Selecting Middle / 
Junior High Teaching Preference 

ISTJ 

ISFJ 

INFJ 

INTJ 

ISTP 

ISFP 

INFP 

INTP 

ESTP 

ESFP 

ENFP 

ENTP 

ESTJ 

ESFJ 

ENFJ 

ENTJ 

Total 

f 

4 

1 

0 

2 

0 

0 

3 

0 

1 

0 

0 

0 

1 

3 

0 

0 

15 

% 

26.7 

6.7 

.0 

13.3 

.0 

.0 

20.0 

.0 

6.7 

.0 

.0 

.0 

6.7 

20.0 

.0 

.0 

100.0 

Table 29 displays the preference indicated by the 46 respondents who 

indicated preference for teaching in high school. No clear distinctive 

preferences in personality types were dominant. This is representative of 

previous findings by McCutcheon, Schmidt, and Bolden (1991). 
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Table 29. Personality preferences indicated by students surveyed who 
preferred to teach in high school 

MBTI of Par t i c ipan ts Selecting 
High School Teaching Preference f % 

ISTJ 

ISFJ 

I N F J 

INTJ 

ISTP 

ISFP 

I N F P 

INTP 

ESTP 

E S F P 

E N F P 

ENTP 

ESTJ 

E S F J 

E N F J 

E N T J 

Total 

6 

3 

2 

3 

2 

2 

3 

0 

3 

2 

6 

2 

2 

6 

2 

2 

46 

13.0 

6.5 

4.3 

6.5 

4.3 

4.3 

6.5 

.0 

6.5 

4.3 

13.0 

4.3 

4.3 

13.0 

4.3 

4.3 

100.0 

Research Question 5: What were the relationships among the 
demographic, personality type, and teacher belief variables? 

Pearson Product Moment correlation coefficient was used to describe 

associations between the MBTI and demographics and between 

demographics and belief systems. 
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Gender of survey participants in this study is related to two 

dimensions of the MBTI, Feeling (F) and Thinking (T). The Pearson 

correlation coefficient (r = -.301) between gender and Feeling (F) was 

signfficant at the .01 level. Because female was coded "0" and male, "1," the 

statistically significant relationship of r = -.301 indicates that females tend to 

have a preference toward Feeling (F). The most frequent personality type for 

females was ESFJ with 30.1% (n=28) of the students while ISFJ was next 

with 14.0% (n=13). Pearson correlation coefficient (r = .289) was significant at 

the .01 level between gender and Thinking (T). Because of the coding, the 

statistically significant relationship of r = .289 indicates that males tend to 

have a preference toward Thinking (T). Males in this study tended to be 

varied in personality type, but the most frequent type was ISTJ (18.0%). 

In this study, gender is related to four belief statements. The first 

belief statement is "Students perform best academically when I develop a 

caring relationship with them." The Pearson correlation coefficient 

(r = -.199) between gender and this statement was significant at the .05 level. 

Because female was coded "0" and male, "1," the statistically signfficant 

relationship of r = -.199 indicates that females believe that students perform 

best academically when they develop a caring relationship with them. The 

second belief statement that is related is, "An effective teacher knows that it 

is most important to have knowledge of the content area." The Pearson 
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was 
correlation coefficient {r = -.216) between gender and this statement 

significant at the .05 level. The statistically significant relationship of 

r = -.216 indicates that females believe that it is most important for an 

effective teacher to know the content area being taught. The third belief 

statement is "Some chUdren wUl never learn as weU as other children 

because they were not born with an ability to learn." The Pearson correlation 

coefficient (r = .239) between gender and this statement was significant at 

the .01 level. Again, because female was coded "0" and male, "1," the 

statistically signfficant relationship of r = .239 indicates that males beheve 

that some students will never learn because they are not born with the 

ability to learn. Finally, the fourth belief statement is "Students wUl choose 

the easiest way, not the best way if they are given a choice." The Pearson 

correlation coefficient (r = .284) between gender and this statement was 

significant at the .01 level. The statistically significant relationship of 

r = .284 indicates that males believe that when given a choice, students will 

choose the easiest way. 

Age was found to be related to one belief statement, "An effective 

teacher knows that it is most important to have knowledge of the content 

area." The Pearson correlation coefficient (r = .190) between age and this 

statement was significant at the .05 level. The statistically significant 

relationship of r = .190 indicates that as individuals become older they 
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believe it is most important for an effective teacher to know the content area 

being taught. 

Age of survey participants is related to the Feeling (F) and Perceiving 

(P) dimensions of the MBTI. The Pearson correlation coefficient (r = .215) 

between age and Feeling (F) was significant at the .05 level. This indicates 

the older a person becomes, the greater the preference toward the MBTI 

Feeling (F) dimension. The Pearson correlation coefficient (r = .216) between 

age and perceiving was significant at the .05 level. This indicates that the 

older a person becomes, the greater the preference toward the Perceiving (P) 

dimension of the MBTI. 

Undergraduate GPA in an IHE was related to the Thinking dimension 

of the MBTI. Pearson correlation coefficient (r = .199) between GPA and 

Thinking was significant at the .05 level. Correlations between 

undergraduate GPA and MBTI dimensions indicated that Thinkers were 

more likely to have higher grades. 

Table 30 displays the responses of students who indicated a 

wUHngness to teach in urban areas. Twenty-three respondents (21.3%) 

preferred ESFJ, 11.1% (n=12) indicated preference for ISFJ, 10.2% (n=ll) 

indicated preferences for INFP, and 9.3% (n=10) preferred ISTJ. 
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Table 30. Personality preferences of those willing to teach in urban schools 

MBTI of 
Teach in 

ISTJ 

ISFJ 

INFJ 

INTJ 

ISTP 

ISFP 

INFP 

INTP 

ESTP 

ESFP 

ENFP 

ENTP 

ESTJ 

ESFJ 

ENFJ 

ENTJ 

Total 

Participants Willing to 
Urban Areas f 

10 

12 

4 

4 

3 

4 

11 

0 

3 

5 

9 

3 

7 

23 

8 

2 

108 

% 

9.3 

11.1 

3.7 

3.7 

2.8 

3.7 

10.2 

.0 

2.8 

4.6 

8.3 

2.8 

6.5 

21.3 

7.4 

1.9 

100.0 

Of those 19 respondents who indicated a preference for not teaching in 

urban schools, 47.4% (n=9) of the students indicated a preference for ESFJ, 

15.8% (n=3) preferred ISTJ, and 10.5% (n=2) preferred ISFJ. Table 31 

displays the preference of personality types selected by the students who 

indicated a preference for not teaching in urban schools. 
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Table 31. Personality type preferences of respondents unwUling to teach in 
urban areas 

MBTI of Participants NOT WUling 
to Teach in Urban Areas 

ISTJ 

ISFJ 

INFJ 

INTJ 

ISTP 

ISFP 

INFP 

INTP 

ESTP 

ESFP 

ENFP 

ENTP 

ESTJ 

ESFJ 

ENFJ 

ENTJ 

Total 

% 

3 
2 

0 

1 

0 

0 

0 

0 

1 

0 

0 

1 

1 

9 

0 

1 

19 

15.8 

10.5 

.0 

5.3 

.0 

.0 

.0 

.0 

5.3 

.0 

.0 

5.3 

5.3 

47.4 

.0 

5.3 

100.0 

This chapter was organized to answer the following research questions: 

(1) What are the demographics of the post-baccalaureate teacher certffication 

students? (2) What factors influenced these students to obtain certification to 

teach? (3) What are the students' expectations of teaching? (4) What are the 

personality types of the post-baccalaureate teacher certification students? 
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(5) What were the relationships among the demographic, personality tj^je, 

and belief variables? This chapter reported the finding of the study. 

Chapter V will summarize those findings, develop a profile of the 

typical post-baccalaureate teacher certification student at Texas Tech 

University, explore the implications of the study, and provide 

recommendations for further research. 
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CHAPTER V 

SUMMARY, STUDENT PROFILE, IMPLICATIONS, AND 

RESEARCH RECOMMENDATIONS 

Summary 

This study sought to identify and profile the post-baccalaureate 

teacher certification students at Texas Tech University. The study explored 

personality type preferences, teaching beliefs, and reasons for returning to an 

IHE of 130 post-baccalaureate students. The research explored the 

influences tha t led these students to seek certification to teach. Post-

baccalaureate teacher certification was begun at Texas Tech University in 

1986 in order to help the state's teacher shortage. Originally the program 

attracted many military personnel who were retiring from Reese Air Force 

Base (S. Mehaffie, personal communication, February 20, 2003). However, no 

studies were conducted that identified the students who were in the program 

at that time. Since the base's closure, no studies have been done that 

indicate changes in the student population. 

Thus, the purposes of this study were to: 

1. Identify the demographic characteristics and personality types of the 

post-baccalaureate students. 
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2. Examine factors which have influenced non-traditional students in 

obtaining certification to teach. 

3. Examine the students ' perceptions and expectations about teaching. 

4. Examine the relationships among demographic characteristics, 

personality types, and belief systems. 

5. Develop a profile of the post-baccalaureate teacher certification 

students. 

6. Provide information to the College of Education at Texas Tech 

University and to other teacher educators engaged in non-traditional 

teacher certification for their use in working with these students. 

To accomplish the purposes of the study, answers to five questions 

were sought. What are the demographic characteristics of people who seek 

non-traditional certification at Texas Tech University? What factors have 

influenced non-traditional students to obtain certification to teach? What 

perceptions and expectations of teaching did the students have? What are 

the personality types of the post-baccalaureate teacher certification students? 

Are there any relationships among the demographic characteristics, 

personality types, and belief systems? 

Although recent literature indicated that alternative teacher 

certification programs have a higher percentage of males, minorities, and 

people over the age of 30 (Humphrey, Wechsler, Bosetti, Wayne, & Adelman, 
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2002), this study does not support those findings. The post-baccalaureate 

students seeking teacher certification at Texas Tech University were found to 

be 72% (n=93) female. Males were 28% (n=37) of the population. These 

findings are representative of the Texas Tech University yearly totals of male 

and female percentages in the total teacher certification program. Most 

studies of participants in non-traditional teacher certification programs 

indicate tha t post-baccalaureate programs attract minorities and older career 

switchers (Feisteritzer, (1990). The respondents in this study were found to 

be 84.6% (n=110) Anglo-Americans with a mean age of 28.12 years. The 

mean number of years that students claimed to have been out of high school 

was 10. The least number of years since high school graduation was 5 years. 

Only 18 students of the 130 students reported having been graduated 20 

years or more. One student reported graduation from high school 42 years 

prior to this study. 

The average year of graduation from an IHE was 1998. The most 

recent graduation was in 2002, and the most distant graduation was in 1976. 

Thirty-two students were graduated from an IHE in 2001. Much of the 

literature suggests tha t the post-baccalaureate teacher certification student 

is mature with family responsibilities. This study found that 53.1% (n=69) 

participants were more likely to be single. The mean number of chUdren was 

.49; 73.1% (n=95) had no children. 
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This study included rankings in high school graduating classes, 

undergraduate college GPAs, as weU as degrees held by the survey 

participants. Only 4% (n=5) of the students surveyed ranked below 50% in 

high school class rankings, and 38.1% (n=48) were in the top 10% of their 

high school graduating class. 

The mean GPA of these post-baccalaureate students was 3.2 on a four-

point scale in their undergraduate studies in an IHE. Undergraduate majors 

of these students were varied. Fifty different college majors were identified 

by the students with Human Development being the largest percentage of 

student majors at 24.7% (n=32). Although a baccalaureate degree is the only 

degree required to be a participant in the post-baccalaureate teacher 

certification program, 9.4% (n=12) of the students held a masters degree or 

more. 

The respondents indicated a variety of factors that influenced their 

entering the certification program. Reviewed literature generally suggested 

that non-traditional teacher certification students were often unemployed, 

perhaps as a result of downsizing or dissatisfaction with the career they had 

chosen. In this study, research revealed that 73.1% (n=95) of the students 

were employed part-time or more and that 26.9% (n=35) were unemployed. 

Although most of the students were employed, 26.9% of unemployment in any 

population is a large percentage of unemployment. Of those employed or 
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those who had been employed prior to re-entering an IHE, half of the 

students were or had been dissatisfied with their careers. Salary, lack of 

advancement opportunities, the atmosphere of their work, unsatisfactory 

benefits, and the employer or colleagues were reasons given for the students' 

dissatisfaction with their careers. One reason given for returning for 

certification which was predominant among the respondents was their 

inability to find a job. Student comments indicated that they believed their 

degrees obtained were "useless." Thirty-two percent (n=40) of the students 

noted tha t they chose the post-baccalaureate program over traditional 

certification because the post-baccalaureate path to certification was quicker 

and easier. Still other influences were noted by the students. People, such 

as family and friends in education, and former teachers were given as 

influences tha t persuaded them to enter the teaching profession. 

This study explored the respondents' expectations of lifestyles and 

quality of life after they enter the teaching profession. Ninety percent (n=117) 

of the students reported that they expected a comfortable lifestyle, and 57.4% 

(n=74) noted tha t they expected a "very acceptable" quality of life. 

Participants in this research included students who were seeking 

certification in elementary teaching, middle and junior high school teaching, 

or secondary teaching. The study compared students, whose preferences 

were to teach in one of the three school levels, to the MBTI dichotomies. Of 
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those seeking certification in elementary teaching 36.4% (n=24) indicated 

tha t they preferred ESFJ in personality types, and 15.2% (n=10) indicated a 

preference for ISFJ. Preferences were varied among those students seeking 

certification in middle and junior high school or secondary teaching. 

Previous li terature reported that post-baccalaureate students were 

more willing to teach in urban school. This study supports that finding with 

85% (n=108) of the students stating that they would be willing to work in an 

urban environment. When asked why or why not, 29.2 % (n=38) of the 

students stated tha t they would be willing to work anywhere they could get a 

job, and 22.3% (n=29) of them noted that they would enjoy working with all 

children. 

Pearson Product Moment correlation coefficient was used to describe 

the associations between the MBTI and demographics and between 

demographics and beliefs. A statistically significant correlation was found 

between gender and the Feeling (F) - Thinking (T) dimensions of the MBTI. 

The findings revealed tha t females in this study preferred Feeling (F) rather 

than Thinking (T), and males had a preference for Thinking (T). Female 

gender was also related to the belief that students perform best academically 

when the teacher develops a caring relationship with them. Another 

statistically significant correlation between gender and beliefs indicated that 

the females believed tha t knowledge of content area being taught was most 
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important for an effective teacher. Correlations also indicated that males in 

this study believed tha t some chUdren wiU never learn as weU as other 

chUdren because they were not born with an ability to learn. Males also 

indicated tha t they believed that students wUl choose the easiest way, not the 

best way, if they are given a choice. 

Age was found to correlate with one of the belief statements. The 

findings indicated that as the individuals become older, they believe that 

content knowledge is most important for an effective teacher. Age and the 

Feeling (F) and Perceiving (P) dimensions of the MBTI were correlated. The 

indication is tha t the older a person becomes, the greater the preference 

toward Perceiving (P) ra ther than the Judging (J) dimension. The 

undergraduate GPA in an IHE was related to the Thinking (T) dimension 

indicating tha t Thinkers in this study were more likely to have higher grades 

in higher education work. 

Student Profile 

Based upon the findings of this study, a profile of a typical post-

baccalaureate teacher certification student was established. Students in the 

post-baccalaureate teacher certification program at Texas Tech University 

are generally individuals who are eager to begin teaching. Although they 

may feel confident in their knowledge of the subject area in which they wiU 
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teach, they often begin teaching as their role model teachers taught them. 

The following profile of the typical post-baccalaureate teacher certification 

candidate can be helpful to those providing services to them: 

1. The typical post-baccalaureate teacher certification student is an 

Anglo-American female. 

2. She is an average of 28 years in age, and although her age is not 

considered "older," she is older than her counterparts in the regular 

teacher education program who generally start the teacher education 

program between 18 and 20 years in age. 

3. She is single with no children. Students who do have children have 

only one or two children. Those students consider their time with their 

families as valuable and want to work in education so that they can 

spend as much time as possible with their families. 

4. Her intelligence can be described as being average to above average 

based upon grades in high school and college (3.2 GPA). Her scores on 

standardized tests are average to above average. She has a 

baccalaureate degree that she received in 1998 in a field that she 

really enjoys. This field would most likely be Human Development. 

5. This female student works part-time in an area outside her degree 

field. She is most likely a retaU sales representative which she finds 
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unsatisfying. She is most dissatisfied with her salary and with the 

lack of opportunity for advancement. 

6. This teacher candidate wants to make a difference in society and feels 

she can do this through teaching. Because she is anxious to get into a 

teaching position, she decides to go into the post-baccalaureate 

program because the post-baccalaureate is the fastest and easiest way 

to obtain teacher certification. 

7. She was influenced into going into the teaching profession by personal 

circumstances and by particular people. At least one of her parents 

has a college education. Her mother is a teacher and has encouraged 

her to go into the teaching profession. Because a former teacher was 

her role model in high school, the teacher candidate has decided that 

she will be a teacher like her former teacher. She also has a friend 

who is a teacher and loves her job. 

8. She has always had a relatively comfortable lifestyle, although she has 

been concerned about benefits such as insurance and retirement. She 

anticipates tha t she will not live a lavish lifestyle but will live 

comfortably as a teacher with a very acceptable quality of life. 

9. This teacher candidate does not expect teaching to be easy, but she 

does not expect it to be difficult either. On a scale of 1-5 with 1 being 
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easy and 5 being difficult, she rates her expectations of teaching as a 3 

or average in difficulty. 

10. She would prefer to teach in elementary school and would be happy 

with teaching any subject in elementary. She prefers math, but she 

will be happy with any place in elementary. This teacher candidate 

tha t she could be the teacher who could make a difference for the 

children in an urban school. 

11. As an ESFJ, the typical post-baccalaureate teacher certification 

student approaches people and decision-making based upon Feelings 

(F) ra ther than Thinking (T). She tends to put herself in the place of 

others and considers that which is most important to her and to others. 

She is empathetic toward her students, and is guided by her personal 

values. She considers the impact of her decisions on others and seeks 

harmony. She believes in fairness and treats everyone individually. 

She believes tha t her students wiU perform best academically when 

she develops a caring relationship with them. She believes that having 

content knowledge is important, and she believes that aU children can 

learn. 
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Implications 

Implications drawn from this study are presented in the following 

paragraphs. 

A typical post-baccalaureate teacher certification student as profiled 

would benefit from a program designed to the typical student's needs; 

however, this study revealed that the varied demographics, beliefs, and 

personalities require more than teaching to the typical student. 

The average student in the study was a single 28.12-year-old female 

with no children and little job experience. Although the students were 

generally older than the traditional teacher candidates, they were not the 

middle-aged career switchers that were indicated in the literature. Earlier in 

the Texas Tech post-baccalaureate teacher certification program, the student 

population was thought to be many retired military persons (S. Mehaffie, 

personal communication, February 20, 2003), although no specific research 

studies support this. Because identification of the student population can 

affect the instructional approach teacher educators make in working with the 

students, an application process to the post baccalaureate teacher 

certification program would be beneficial. The application process including 

demographics, in-depth interviews, personality indicators, career inventories, 

and an essay indicating reasons for entering the program and the profession 

of teaching would not only help the instructors in designing their courses but 
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would also help students focus on the most suitable teaching areas for them. 

Culmination of the application process would be advising based upon results 

of the interviews and inventories. 

Continual counseHng, feedback, and advising throughout the program 

and into the early teaching years could help students avoid discouragement 

tha t often ends in teachers leaving the profession. Implications of the study 

are tha t transit ion into education from non-educational professions can be 

difficult. Post-baccalaureate students need to have opportunities to share 

and interweave past experiences and former employment into their teacher 

preparation. Students also need to become aware of their strengths, 

weaknesses, personalities, and their belief systems. This can begin with the 

application process which would not be intended to deny admittance to the 

program but would be a beginning for the teacher candidates to become 

aware of their approaches to teaching. 

This study indicated that employment was one of three major 

influences in students turning to the profession of teaching. The study 

revealed 26.9% of these students were unemployed, and 40.8% of the 

students were employed part-time. Of the students employed, 43.8% were 

dissatisfied with their previous employment. The implications of these 

percentages are tha t the students need more than teacher preparation. They 

also need to be able to vocaHze their dissatisfaction with their previous 
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employment as well as vocalizing what they expect to gain from the teaching 

profession. Because of their varied background in undergraduate work and 

employment, post-baccalaureate teacher candidates need help in 

understanding the differences in the field of teaching and other fields of 

employment. Because many of the professions in which they have worked 

may not have required testing and evaluations, these students need to 

understand the educational evaluation process, to gain knowledge of 

language (jargon) specific to education, to understand current trends, 

expectations, and preferred instructional techniques. Because these teacher 

candidates were from a variety of employment backgrounds, they may be 

unfamiliar with the unique aspects of teaching and the field of education; 

therefore, they need a comfortable assimUation into teaching. This process 

would be beneficial in students entering teaching successfully and remaining 

in teaching. 

The results of this study suggest that a differentiated and 

individualized approach to students is needed in addition to understanding 

the typical student. Teacher educators could build on the students' current 

and past experiences. Because 32.3% of the students in the post-

baccalaureate teacher certification program were employed, allowing them to 

participate in designing programs that are individual and group oriented 

would help students to make the essential transition to teaching. These 
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students indicate a desire to make a difference. Therefore, teacher 

candidates could become involved in teaching and observing teaching in their 

first courses not only during practicum and student teaching. 

The non-traditional teacher certification students at Texas Tech 

University indicated tha t they had difficulty finding employment in their 

fields (16.9%). "I couldn't find a job with my degree in Lubbock." "My 

undergraduate degree was useless." These students have need for a different 

induction into the program and a different instructional approach from their 

counterparts in the traditional program who have not yet tried to enter the 

world of work. Flexibility and practicality in working with the post-

baccalaureate student is needed. Sensitivity is needed in working with the 

older students whose past work experiences were that of supervisory and 

managerial positions. Sensitivity and guidance is needed as well for students 

whose work experience did not require knowledge of learning styles, and 

special needs children. 

The results of this study suggest that males (28%) and minorities 

(14.4%) were under-represented in the post-baccalaureate population. Also, 

students preparing to work with special needs chUdren were not represented 

in this population. Because of the need in schools for male, minority, and 

special needs teachers, these groups are needed in the post-baccalaureate 

program as well. 
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The results of this study suggest a need for coUaborative work to 

provide curricula suitable for the typical student. Because these students 

were of diverse backgrounds, age, experience, and employment, coUaborative 

efforts could benefit these students by providing adequate curricula for their 

diverse needs. Therefore, an advisory councU which includes public school 

representatives, teacher educators, and representative post-baccalaureate 

students would be of particular benefit to the post-baccalaureate students. 

The council could not only participate in designing curricula for the 

coursework, but could also direct continuing research that would not only 

benefit the students in their teacher preparation, but could also benefit the 

instructors who work with these students. 

Recommendations for Further Research 

As a result of this study, further research recommendations are: 

1. A comparison of traditional and non-traditional students in the teacher 

education programs at Texas Tech University. 

2. Research similar to this study conducted every 3-5 years could help 

determine any changes needed in the program. 

3. Specific research of the quality and contents of the post-baccalaureate 

program at Texas Tech University. 
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4. A follow-up study of these students after they have been teaching a 

year or two to explore such possible questions as: 

a. Are their lifestyles and quality of life as they expected? 

b. Have their beliefs about teaching changed? How? 

c. Have these students stayed in teaching? What are their reasons 

for staying or their reasons for leaving the field of education? 

d. What is the success rate of post-baccalaureate certified teachers, 

who have taught in urban schools, remaining in teaching? 

Compare those teachers with those who have not taught in 

urban schools. 

e. What are the comparative success rates of those who taught in 

elementary, middle/junior high school, and high school? 

f What are the personality types of those who are likely to remain 

in education? Is there a significant type who quits teaching? 

How can they be helped to find success? 

5. A qualitative study of post-baccalaureate teacher candidates. 

6. Fur ther research in the belief systems of the post-baccalaureate 

teacher certification students. 

7. Fur ther research in post-baccalaureate teacher expectations. 

8. Fur ther research in personality indicators of post-baccalaureate 

teacher certification students. 
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Post Baccalaureate Teacher Certification Survey 
student ID# 

2. 

3. 

What Is your gender? 
® Female ® Male 

In what year were you born? 19 _ 

6. 

How would you describe your ethnicity? 
CD Asian American CS Native American 
©Black 0 White 
CS Hispanic CD Other 

Do you have a disability? 
CD Yes ©No 

What is your marital status? 
O Single CD Separated 
©Married ©Widowed 
©Divorced 

How many children do you have? 
® © ® ® ® ® ® ® ® ® 

What year did you graduate from high 
school? 19 

From what high school were you graduated? 
City 

State ©Public school 
©Private school 

9. What was your high school GPA? (on a 4.0 
scale) 

10. How many students were in your high school 
graduating class? 

11. Indicate your ranti. 
©Top 10% 
©Between 10% and 25% 
©Between 25% and 50% 
©Below 50% 

To the best of your memory, what were your 
test scores? 

12. ACT 13. SAT 

nqlis 
® ® 
© © 
© ® 
® ® 

© 
© 
m 
m 
(Vl 

© 

h Math 
® ® 

o o 
© © 
© ® 

© 
© 

® 
© 
® 
® 

English 
® ® ® ® 
0 © O f f i 

© © © 
© © © 
® © ® 
® ® ® 
® ® ® 

® © 
® ® 
® ® 

Math 
® ® ® ® 
O O ® ® 

© © © 
® ® © 
© © © 
® ® ® 
® ® ® 

® o 
® ® 
® ® 

To the best of your memory, what were your GRE 
scores? 

14. Veribal 
® ® ® 
® O f f l 
® ® ® 
® © ® 
® © ® 
© ® © 
® ® ® 

® © 
® ® 
© © 

IS. Quantitative 
© ® ® 
© © o 
® ® ® 
© © © 
© o ® 
® ® ® 
® ® ® 

o ® 
® ® 
® ® 

16. What year did you graduate from college?. 

17. From what college/university did you receive your 
undergraduate degree? 
©Public ® Private 

18. What was your undergraduate GPA? . 

19. Indicate your 
highest degree? 
©Bachelors 
©Masters 
©Professional 
©Doctoral 

20. In what area is your 
undergraduate degree(s)? 

(3D© 
© © 
©ffl 

© © 
© 
<s> 
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Which of the following categories best describes the 
place where you...(fill in one oval for each column) 

121. Work now? 

22. Live now? 

123. Spent most of your childhood? 

Small town (less than 2,500) 

Town (2,500-10,000) 

City (10,000-50,000) 

Metropolitan area (50,000 • 200,000) 

Major metropolitan area (>200,000) 

24. Did your parents graduate from college? 
®Yes ®No 

25. In what field were you employed prior to 
returning to college? 
Position? 
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26. 

27. 

28. 

What Is your present employment status? 
©Unemployed 
©Employed full-time 
©Employed part-time 

Were you satisfied with your previous 
employment? (prior to teaching) 
©Yes ©No 

If no, what was unsatisfactory about your 
previous work? (Select as many as apply) 
©Salary 
©Benefits 
©Job security 
©Employer 
©Colleagues 
©Atmosphere 
©Lack of autonomy 
©Lack of opportunity for advancement 
©Other 

29. Has anyone In your family been an educator? 
(Select as many as apply) 
©None 
©Spouse 
©Mother 
©Father 
©Grandmother 
©Grandfather 
©Sibling 
©Other 

30. Mark the positlon(s) the person(s) from #29 held. 
©Administrator 
©Teacher 
© Other 

31. Do you have close friends who are educators? 
©Yes ©No 

32. What would best describe your family's 
attitude toward education? 
©Positive ©Negative 

33. Do you have a role model in education? 
©Yes ®No 

34. If yes, identify the relationship to you. 
©Friend 
©Former teacher 
©Acquaintance 
©Family member 
©Public figure 
©other 

35. Are you a veteran of the armed forces? 

©Yes ®No 

If "No," skip to #41. 

36. If "Yes," what rank did you hold in the service? 

37. In what branch did you serve? 
©Air Force ©Marines 
©Army ©National Guard 
©Coast Guard ©Navy 

38. How many years did you serve? 

47. 

39. Are you currently In the following? 
©National Guard ©Reserves 

40. Were you part of a conflict or war? 
©Yes ©No 
Which one? 

41. What would best describe your life style prior to 
coming back to school? 
©barely getting by 
©comfortable 
©lavish 

42. What life style do you expect to have as a 
result of teaching? 
©barely getting by 
©comfortable 
©lavish 

43. In which teaching experience will/are you 
partlclpate(lng)? 
©Student teaching ©Internship 

44. After entering the teaching profession, what do 
you expect your quality of life (how good is life 
for you) to be? 
©Very problematic 
©Problematic 
©Adequate 
©Very acceptable 
©Excellent 

45. On a scale of 1-5, with 1 being easy and 5 being 
difficult, rate how you think teaching will be? 
Easy Difficult 
© © © © © 

46. What circumstance(s) initiated your decision 
to become an educator? 

Why did you return for certification? 
Select as many as apply. 
©Security of regular pay 
©Because I like children 
©Family obligations 
©Changes in my life 
©Couldn't find a job 
©Recommendation of others 
©Last resort 
©Want to make a difference 
©Want to help improve education 
©Other (specify) 
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48. Why did you choose post-bac certification 
instead of traditional certification? 

49. Have you taken the Excet exam(s)7 
©Yes ©No 
If "No," skip to #52. 
It "Yes," what were your scores? 

50. Professional 51. Subject 
© © © 
© © © 

© © 
© © 
© © 
© ® 
© © 
© © 
© © 
© © 

© © © 
© © © 

© © 
© © 
© © 
CEP© 
© © 
© © 
© © 
© © 

Subject exam: 
©Not Required 

52. What Is your teaching preference? 
©Elementary 
©Middle/Junior high 
©High school 

53. What subject do you prefer to teach? 

54. Would you be willing to work in an urban area? 
©Yes ©No 

55. Why or why not? 

Mark how much you agree or disagree with each of the following statements. 
(Mark one number for each statement) 

Mark 1 if you Strongly Disagree 

Mark 2 if you Somewhat Disagree 

Mark 3 if you Somewhat Agree 

Mark 4 if you Strongly Agree 

Strongly Agree 

Somewhat Agree 

Somewhat Disagree 

Strongly Disagree 

56. When 1 ask questions in class, students will not get the right answer unless I give them 
prompts. 

57. Students perform best academically when 1 develop a caring relationship with them. 

58. An effective teacher knows that it is most important to have knowledge of the content 
area. 

59. Some children will never learn as well as other children because they were not born 
with an ability to learn. 

60. When students refuse to learn, a teacher is wasting time to try to work with them. 

61. When I let my students really get to know me, they are able to learn easier. 

62. Students will choose the easiest way, not the best way if they are given a choice. 

63. When students lack problem-solving skills, It Is useless to give them problems to solve. 

64. Projects and portfolios are better than tests at measuring student's performance. 

65. Regardless of test scores, learning their own way and at their own speed is best 

for students. 

66. To find out how well a student can do in school, a standardized test must be used. 

67. Knowledge about a few subjects is not as important as knowing a little about a lot of 

subjects. 

© 

© 

© 

© 

© 

© 

© 

© 

© 

® 

© 

©j j® 

© 

© 

© 

© 

© 

© 

© 

© 

© 

© 

© 

© 

164 


