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CHAPTER I 

INTRODUCTION 

In September of. 1970, according to the Texas Education Agency 

(Bulletin 696, 1970), approximately 30,000 children began to attend 

public school kindergarten. By the 1977-78 school year approximately 

237,600 children or nearly 100 percent of the 255,000 five-year-

old children residing in Texas will be enrolled in this program 

(T.E.A. 1975, p. 13). 

Texas public schools employed 1,800 kindergarten teachers in 

1970-71. In 1975 T.E.A. (p. 15) estimated that 8,000 kindergarten 

teachers would be needed by 1977-78 to staff the state's public 

kindergarten. 

T.E.A. (1970, p. 14) further stated that "Training of qualified 

and certified teachers is expanding at the same rapid pace." 

The accelerated interest throughout Texas in public kinder

garten education and competency-based teacher education programs has 

made it necessary for those interested in early childhood education 

to take a closer look at the individuals who make up the personnel 

in our kindergarten programs. 

Early childhood educators realize that the key element in 

any kindergarten program is the teacher—the adult who teaches, super

vises, and relates to the children. They also realize that the best 

facilities, materials and curricula, and the good intentions of 



program directors, teachers, and parents cannot guarantee high 

quality and effective educational programs unless those who inter

act directly with the children are competent, knowledgeable, and 

dedicated. 

The Texas Education Agency is aware of the importance of 

having competent kindergarten teachers in the kindergarten program. 

In writing about the preparation of kindergarten teachers in the 

state of Texas the T.E.A. (1970, p. 7) states, " A TRAINED TEACHER 

is essential for a good program." They further state that teacher 

education programs are being developed and refined in Texas colleges 

and universities to meet the demand for trained teachers. 

In 1972 the State Board of Education adopted a plan which 

made it mandatory for all teacher training institutions in Texas to 

use the CBTA (competency-based teacher education) approach by 1977. 

Guidelines were developed by the Agency (T.E.A.) in cooperation with 

the colleges and universities, education service centers, teacher 

centers, and school districts for the development and approval of 

Competency-Based Programs for the preparation of professional public 

education personnel. According to the guidelines (Texas Outlook, 

May 1974), competency-based teacher education is keyed to three 

major points: 

. . . objectives must be specific, strategies to reach these 
objectives must be set out in advance, and the assessment/ 
evaluation criteria must be used to determine whether or not 
the objectives have been met. 



Some colleges objected, and Atty. Gen. John Hill ruled in 

February 1974 that CBTE could not be required by the Agency but 

would be optional with colleges. Most Texas teacher training 

institutions are moving toward programs which stress definite 

competencies rather than a predetermined n\amber of academic credits. 

In a recent survey of 56 Texas teacher education institutions 

50 responses confirmed that trend. Walter Sandefur and Douglas 

Westbrook (Texas Outlook, June, 1974) reported the following develop

ments within institutions in regard to moving toward competency-based 

programs. 

Twenty-six colleges (52 percent) now are operating CBTE 
programs on a limited scale, mostly in elementary, secondary, 
early childhood education, and special education. 

Twenty-one colleges (42 percent) are developing plans for 
competency-based programs in one or more areas of education 
beginning in 1974-1975. 

Twenty-eight colleges (56 percent) were exploring approaches 
for establishing CBTE. 

As of July 1974, 47 of the 66 teacher training institutions in Texas 

were developing their own competency-based programs (Texas Outlook, 

May 1974). 

In light of this trend the 1974-75 school year may be con

sidered an ideal time to examine the present kindergarten teachers 

and their self-assessed teaching competencies. 

Background for the Study 

The development of professional skills in kindergarten teaching 

has long been recognized as a major aspect of preservice training 



for future kindergarten teachers by teacher educators. There is a 

general consensus that kindergarten teacher candidates must be 

given adequate preparation in basic elementary teaching and addi

tional training in the psychology of working with young children 

(Paiget, 1969). It is also recognized that kindergarten teacher 

training should provide insight into the nature of kindergarten 

children and specifically develop the ability of teachers to provide 

adequate initial educational experiences for these children. Future 

personality development and character traits of kindergarten pupils 

are believed to be strongly influenced by the professional abilities 

of their teachers. Here is a further reason for this study. 

For decades, the aim of much educational research has been 

to establish some means by which to define professional competence 

in teaching. In 1950 Domas and Tiedman were able to list over 

1,000 such publications, and Mitzel summarized over 1,300 studies 

(1960) which generally revealed that research had not yet yielded 

meaningful criteria on teacher effectiveness about which national 

educators could rally and agree. It became apparent that before 

professional competence in teaching could be defined the unresolved 

issue of "what constitutes teaching competence?" had to be re

considered. 

As an example of an earlier approach—completion of a specific 

curriculiim—(Dalrymple (1965, p. 431) commented on the use of a 

conceptual structure for determining teacher competence, as follows: 

One satisfactory basis for structuring a curriculum, which 
has been utilized in other fields of study, is in terms of 
conceptualized subject matter organization. 



Moving beyond this, recent efforts by child development, 

early childhood, and home economics educators have focused on 

identifying the structure of knowledge for professional curricula 

in these areas according to competencies agreed upon as desired 

outcomes of an optimum preservice educational program. Through 

independent efforts, they have rather successfully identified major 

competencies and related concepts for the professional teacher in 

each area. Curriculum is seen as a means to rather than evidence 

of the end accomplishment. 

Descriptions of the efforts of these groups are presented 

below. An attempt has been made to preserve the integrity of each 

report rather than to force them into a common mold. 

Specific efforts were begun by home economics educators in 

1964 when the U. S. Office of Education sponsored a seminar for the 

purpose of identifying expected outcomes, major concepts, and major 

generalizations deemed important for the professional home economics 

education curriculum at the preservice level (Dalrymple, 1965, p. 

431). The competencies agreed upon were presented by Dalrymple 

(.1965, p. 432) as follows: 

Competence 1. Integrates philosophy of life, philosophy of 
education, and philosophy of home economics as 
a basis for thought and action 

Competence 2. Identifies and accepts the professional role of 
the home economics teacher 

Competence 3. Establishes and maintains mutually satisfying or 
acceptable interpersonal relationships in the 
professional environment 



Competence 4. Plans and implements effectively the part of 
the home economics program for which the 
educator is responsible 

Competence 5. Teaches effectively 

Competence 6. Uses and participates in research 

Competence 7. Cooperates as a home economics teacher-citizen in 
local and expanded community efforts which have 
significance for individual and family well being 

Another phase of this effort followed in 1966 when a second 

seminar was held. While the goals were most ambitious, the primary 

result was the statement of the five major concepts listed below 

(Kreutz and Anthony, n. d.) which were to serve as a basis for 

curriculum organization as a means to competency development. They 

are: 

educational philosophy 

professional role 
program planning 
educative process 

research in home economics and education 

Child development educator efforts took a different approach 

when in June 1972, a private nonprofit corporation called the Child 

Development Associate Consortium was formed. The Consortiimi, com

posed of approximately thirty national organizations received a grant 

from the Office of Child Development to initiate activities for 

specifically developing systems for assessing and credentialling 

Child Development Associates, or child care specialists, who could 

demonstrate ability to assume responsibilities for the daily activities 

of preschool children in center-based programs. 



The key feature of the CDA concept is that the credentialling 

of the individual is based upon demonstrated competencies rather 

than upon courses taken, academic credits earned or degrees received. 

The CDA credential is based upon careful observation and evaluation 

of each candidate's direct involvement with young children. Ccmpe-

tencies have to be successfully demonstrated before full resp'^nsibility 

for a group of young children can be assumed. 

The competencies for the CDA as listed in the CDA Program 

(U. S. Department of Health, Education, and Welfare, 1974) fall into 

the following areas believed to be necessary for personnel working 

in developmental preschool programs: 

1. Setting up a safe and healthy learning environment; 

2. Advancing physical and intellectual competence; 

3. Building positive self-concept and individual strength; 

4. Organizing and sustaining the positive functioning of 
children and adults in a group in a learning environment; 

5. Bringing about optimal coordination of home and center 
child rearing practices and expectations; and 

6. Carrying out supplementary responsibilities related to 
the children's program. 

A person must demonstrate specific skills and knowledge in each of 

these six areas. 

Within these areas of competence specific attitudes and 

behaviors have been delineated. These observable responses in 

relating to young children are examples of desired capabilities 

according to the CDA Program (1973, p. 16). Some of these are: 
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-To be sensitive to children's feelings and the qualities of 
young children's thinking 

-To be ready to listen to children in order to understand 
their meanings 

-To utilize non-verbal forms and to adapt adult verbal 
language and style in order to maximize communication with 
the young children 

-To be able to protect orderliness without sacrificing 
spontaneity and child-like exuberance 

-To be differently perceptive of individuality and make 
positive use of individual differences within the child group 

-To be able to exercise control without being threatening 

-To be emotionally responsive, taking pleasure in children's 
successes, and being supportive for their troubles and failures 

-To bring humor and imaginativeness into the group situation 

-To feel committed to maximizing the child's and his family's 
strengths and potentials 

The Consortiiim developed fifty-four "specific" competencies 

around the more general ones. These specifics were included as 

Part II of the questionnaire used in the present study. 

Another approach was evident when early in 1973 the University 

of St. Thomas (Houston, Texas) instigated proceedings to develop a 

competency-based preparation program for early childhood educators. 

The proposed program was offered by the University of St. Thomas as 

a competency-based preparation program for the kindergarten endorse

ment on the provisional elementary certificate (Terry, 1973). 

The goal of the program was to prepare a professional early 

childhood educator who could effectively: 

1. Assess and diagnose child behavior; 



2. Design an instructional environment and curriculum appro
priate to the needs of young children; 

3. Implement curriculum; 

4. Employ correct evaluation procedures; and 

5. Engage in active professional development. 

The program was derived from content specified by kinder

garten teachers involved in programs for four or five-year-olds. 

Project Heart participants, and from examination of concerns ex

pressed in professional literature and research. The content was 

arranged into four clusters which described the parameters of early 

childhood education as: 

1. Orientation to early childhood education; 

2. Nature of early childhood; 

3. Curriculiam in early childhood education; and 

4. Roles of the early childhood educator. 

Identification of the competencies for the program generated 

primarily from the Texas Education Agency, Bulletin 696, which states 

the endorsement standards and role descriptions for kindergarten 

teachers, and from the above mentioned teachers who were engaged in 

working with small children. 

In addition to the efforts of these three groups, a quote 

from Woodruff (1968, p. 239) has contributed significantly to the 

thinking on which this study has been based. In discussing the 

"quality control concept" in teacher education, he stated: 

Knowledge of results is acquired by measuring the product. 
Because we have long wanted to produce competent teachers, 
there should be no difficulty recognizing that there must 
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be an intimate relationship between effective teaching be
haviors, the objectives of our programs, and the measurement 
we take of our products. What, then, is measured? That 
which is identified in the advance specifications of the 
product; actual teaching competencies, which also are our 
objectives. 

In summary then, the conceptual framework and/or structure 

developed as a result of this competency-based program in early 

childhood education, the two home economics seminars, and the Child 

Development Associate Consortium serve as the framework for the 

present study. Probably the primary source for this study was 

M. L. Carano's 1970 study of "Home Economics Teacher's Self-

Assessed Teaching Competence." Carano based her dissertation on the 

accomplishments of the two home economics seminars discussed earlier. 

It was the belief of the writer that if Carano could use the common 

learnings or teacher competencies stated in the form of behavioral 

objectives adapted from the generalizations of the Home Economics 

seminars as an aid to evaluating the home economics teacher education 

program of one institution, the same behavioral objectives and com

petencies combined with the Child Development Associate competencies 

and kindergarten parameters as stated by the University of St. Thomas 

could be used as a means of evaluating the Texas state certified 

kindergarten education program. 

One additional study which will be reported more fully in the 

review of literature and instrximentation portions of this study 

should be mentioned at this point. In 1955, Blanch Persky (1955, 

pp. 1211-12) studied the undergraduate training program in early 

childhood education at New York University. Some of her purposes and 
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methods are related directly to the present study and were incor

porated in it. This is particularly true of the relationship of 

pre-service performance to in-service effectiveness, the consistency 

between the confidence of beginning teachers and their teaching 

success, and the questionnaire methodology she used. 

With this background, the present research was a study of 

self-assessed professional competence as viewed by a select group 

of Texas certified kindergarten teachers teaching in Texas in 1973-1974. 

Their responses were analyzed in relation to several independent 

variables. An effort was also made to secure recommendations from 

these teachers regarding changes they would make in teacher preparation 

programs. 

Statement of the Problem 

The problem of this study was to secure the judgements of 

a selected group of Texas certified kindergarten teachers who were 

teaching (1973-1974) in Texas concerning their self-assessed profes

sional competence. The study was more specifically concerned with 

determining: 1) how the certified kindergarten teachers would assess 

their teaching ability according to the competencies identified for 

the role of the kindergarten teacher; 2) whether or not the teachers' 

self-assessed competence stated as a mean score showed any relation

ship to the independent variables identified specifically for the 

study; and 3) whether the teachers themselves have recommendations or 

suggestions for changes in kindergarten teacher education programs. 
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Research Questions to be Answered 

The investigator sought to secure data on the following 

research questions: 

1. How will the Texas certified kindergarten teachers assess 

their ability according to the competences identified for the role of 

the kindergarten teachers as defined for this study? 

2. Will there be a significant difference in the kinder

garten teachers' self-assessed competence scores when associated with: 

a) years of experience in teaching kindergarten? 

b) highest degree earned? 

c) average number of kindergarten students taught 

per class each day? 

d) membership in selected professional organizations? 

e) undergraduate collegiate grade point average? 

f) niimber of child development classes completed in 

Home Economics Department (Area of Home and Family 

Life)? 

g) age of kindergarten teacher? 

3. What recommendations do these teachers have for change 

of kindergarten teacher preparation programs? 

Basic Assumptions of the Study 

The underlying assumption of this study was that professional 

competence is related to the preparation received by the certified 

kindergarten teacher in the early childhood professional education 

curriculiom, and that kindergarten teachers are capable of specifying 
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areas in which they feel professional competences or weaknesses. It 

was also assumed that a mailed questionnaire completed by the certified 

kindergarten teacher-graduates would be an appropriate and efficient 

means of obtaining valid data for the study. A final assiamption was 

that the CDA competencies combined with the Home Economics Education 

competencies would provide a theoretically sound and appropriately 

broad source for competence statements. 

Definition of Terms 

The following terms as used in this study are defined here 

for clarity: 

Behavioral Objective: a statement which defines a desired 

behavior which when related to given conditions can achieve an 

intended educational outcome. 

Competence: a behavioral outcome of the educational prepara

tion that the teacher has obtained and which is considered essential 

for the performance of the various roles of the certified kinder

garten teacher as outlined for all persons whose primary responsi

bility is directing the daily activities of groups of children in 

public kindergarten programs. (The writer is aware that The 1969 

Random House Dictionary of the English Language, unabridged 1969 

edition, does not list "competence" as a plural noun. Since some 

of the authors and publishers included in this study use the term 

instead of competencies, this study will follow the pattern of using 

"competences" and "competencies" interchangeably depending on the 

references.) 



14 

Concepts: abstractions, used to organize the world of objects 

and events into smaller numbers of categories, which have many 

dimensions and meanings and constitute recurring themes which can 

occur throughout a curriculum in a cumulative and overarching fashion. 

Generalizations: expressed underlying truths, which have an 

element of universality, and usually indicate relationships. They 

help give meaning to concepts, and are based on experience, or on 

theory which has been accepted by specialists in the field. 

Inservice; graduate education—courses or workshops beyond 

the baccalaureate level which contribute to the continued professional 

growth of the kindergarten teacher. 

Kindergarten programs; programs for the education of the 

five-year-old which meet specific criteria of the Texas State Depart

ment of Education. 

Large classes: classes with an enrollment of 28 or more 

students a day. 

Likert-type scale: a summated rating scale (a set of 

attitude items) all of which are considered of approximately equal 

"attitude value" and to which each subject responds with degrees of 

agreement or disagreement (intensity). Answers can be assigned 

niimerical values from one to five which in this research represent 

degrees of importance for one scale and degrees of competence for 

another:scale. 

Preservice education: undergraduate education (professional 

early childhood education and/or child development) courses at the 
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baccalaureate level which encompass the desired competencies nec

essary for teaching kindergarten in the public schools in Texas. 

Professional education curriculum: those undergraduate or 

graduate courses designed to develop competencies deemed necessary 

for the certified kindergarten teacher to perform in that role and 

for state certification. 

Sampling: attempting to select a sample of n elements from 

a population of N elements in such a way that the characteristics of 

that sample will not differ by very much from the corresponding 

characteristics of the population (Clelland, 1973, p. 33). In this 

study the subjects were selected according to criteria and controls 

which were determined by the researcher, mainly purposive sampling. 

Small classes: classes which had an enrollment of 27 students 

or less a day. 

Limitations of the Study 

A major limitation of the study was the use of a checklist 

type of survey questionnaire. The degree of validity of such items, 

according to Remmers (1954, p. 28), is unknown as they are often 

dependent on such factors as the siibject's interpretation of the 

items, willingness to cooperate in the study, motivating interest, self 

concept, ego involvement, and attitude. Misinterpretation of the 

directions or of the items and incomplete returns caused further 

limitations. Furthermore, the data may or may not have been biased 

by those teachers who did not choose to respond to the questionnaire. 
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A second major limitation of the study was the mailing of 

the instrument used in the study. The investigator had access only 

to school addresses where the kindergarten teachers had been 

employed during the 1973-1974 school year. Forty-seven of the 338 

questionnaires mailed were returned to the sender because of an 

incorrect or insufficient address, or because the teacher addressed 

was not currently employed by the school in question. 

Procedures 

The s;abjects for the study were certified kindergarten teachers 

(see Chapter III, p. 43) whose names and school addresses were 

secured from the records of the Director of Research Office in the 

Texas State Department of Education in Austin. 

The first draft of the instrument included a list of 122 

competence statements as well as sections on specific and general 

data. A special section on respondent recommendations and comments 

for reorganization and extensions of the present method of kinder

garten teacher training was also included. 

For purposes of clarity the questionnaire was administered in 

the form of a pretest to a group of kindergarten teachers who were 

employed in the Brownfield Independent School system. As a result 

of the pretest the directions and preface statements for the instru

ment were slightly altered for clarity, and several statements in the 

general data section were deleted. Three competence statements were 

dropped as unnecessarily repetitive, leaving the 119 used in the study. 
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The instruments were coded by number for the purpose of follow-

ups and mailed directly to the teachers identified for the study. 

Due to the large number of returned instruments caused by 

incorrect or insufficient addresses, the writer used the telephone 

to make as many follow-ups as possible in an attempt to redeliver 

the forty-seven questionnaires to the intended kindergarten teachers. 

The investigator was only able to contact twenty-one of the forty-

seven teachers by telephone. Again the researcher was limited by 

the lack of home addresses for the participants in the study. Twenty 

teachers who were contacted by phone were warm, friendly, and quite 

receptive. One teacher, however, wouldn't complete the questionnaire 

because: 1) she didn't want to give personal infoinnation; 2) she 

felt it was too biased because it came from the College of Home 

Economics; 3) she had received four questionnaires this year; and 4) 

the questionnaire should have been approved by the administration. 

The time element prevented the investigator from contacting the 

kindergarten teachers the second time by mail, as most of the teachers 

could no longer be reached at their place of employment. 

Data concerning the subjects of the study were obtained 

solely from the s\ibjects themselves. A numerical continuum ranging 

from "1" to "5" was used to represent degrees of competence for 

purposes of self-assessment by the teachers. The niimerical values 

for each competence statement and respondent in the study were com

puted as a mean (x) for the purpose of statistical analysis. The 

Mann-Whitney U test was applied to the data to interpret the findings. 
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Format for the Study 

The study was designed to determine how kindergarten teachers 

would assess their teaching ability in areas of professional 

competence included in the role of the certified kindergarten teacher. 

Three research questions were formulated to determine whether any 

relationship existed between the teachers' self-assessed competence 

score and selected characteristics. A review of selected literature 

is presented in Chapter II; Chapter III includes a discussion of 

the basic research design and statistical methodology used for the 

study; the findings of the study are cited in Chapter IV; and in 

Chapter V the summary and conclusions are presented. 



CHAPTER II 

REVIEW OF SELECTED LITERATURE 

The major purpose of the study was to determine how Texas 

certified kindergarten teachers would assess their own teaching 

ability according to a competence check-list. In order to solve the 

major problem, the researcher reviewed philosophies, innovations, 

projects, and research studies which were pertinent to the areas 

under investigation. This chapter contains a review of selected 

literature on teacher competency-teacher effectiveness, kindergarten 

education, early childhood teacher training, and the selection and 

use of attitude and rating scales for self-assessment. 

A Perspective on Teacher Competency-Teacher Effectiveness 

Efforts at appraising teacher competency have recently assumed 

increasing urgency in response to at least three major social 

developments. These social developments include a growing acceptance 

of the principle of accountability as applied to the field of education, 

a changing economic picture in which a combination of recessionary 

trends and inflationary pressures have brought a diminished tolerance 

on the part of most people for assuming heavy tax burdens, and the 

mounting concern with the issue of the relevance of the educational 

enterprise in a rapidly changing society where traditional values 

19 
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and goals are constantly being challenged (Tolor, 1973, p. 98) . 

According to Chambers and Graham (1970, p. 219), " . . . the 

assessment of teacher performance can no longer be avoided. Parents 

at all income levels demand that the system and teachers be account

able for student learning." 

For over half a century efforts in educational research have 

been concerned with establishing criteria for "teacher competence-

teacher effectiveness," or on answering the question of "What is a 

good teacher?" Although most of the educational research aimed at 

confirming and enforcing high standards for preparation and practice 

in the teaching profession has had considerable merit, especially 

when considering the various contributions of such educators as 

Barr, Biddle, Gage, Ryans, and many others, the answer to what 

constitutes effective teaching remains elusive. 

According to Fattu (1972, p. 24), much of the difficulty in 

studying teacher competence has been: 

. . . whether to assume that "effectiveness" is a statement 
about an attribute of the teacher, a statement about an 
attribute of a teacher in particular teaching situation, or 
whether it is a statement about the results of a teaching 
situation. 

Combs (1964, pp. 373-77) declared that good teaching is 

perceptual in nature. Perceptions of the subject matter, the teacher, 

the pupils, and the purposes and processes of learning were viewed as 

being involved in effectiveness. He also stated that effective 

teaching is brought about when the methods fit the person. 
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Ryeins (1960, p. 373) , after much research, emphasized that 

"effectiveness" is partly dependent on the attributes of the teacher 

and partly on the teaching situation. Biddle and Ellena (1964) 

suggested that in order to evaluate the teaching process completely, 

teacher personal qualities, teacher performance, and pupil perform

ance should be included in observations and ratings. 

Despite numerous articles dealing with teacher effectiveness 

much of the literature is inconclusive or offers conflicting results. 

Over two decades ago Domas and Tiedman (1950) were able to list over 

1,000 such publications, and Mitzel summarized over 1,300 studies 

(1960) which generally revealed that research had not yielded meaning

ful criteria on teacher effectiveness about which national educators 

could rally and agree. 

As early as 1954 educational research efforts were utilizing 

a somewhat different approach in determining teacher competence-

effectiveness and these endeavors were primarily aimed at establish

ing a suitable definition of teaching competence. Levin (1954), 

Kinney (1954), Broudy (1965), and the 1954 Albany Conference of the 

National Commission on Teacher Education presented a new perspective 

on this educational problem. 

Levin (1954, p. 99) in duscussing "A New Perspective on Teacher 

Competency Research" attributed the general inconclusiveness of 

previous teacher competence research to the following source: 

1) Questions being asked to which a research answer is not 
possible 
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2) The indefinite meanings of competence, and 

3) The lack of a conceptual framework or theory in research 
of this kind. 

He conceives the end point of the research process as a statement 

relating two or more variables to each other, such as "discussion 

versus fact retention" in the classroom. Furthermore, he viewed 

the major differences between the question of "What is a good 

teacher?" and "What is the fvinctional relationship between measured 

variables?" as being one which involves a value judgement that 

seemingly is extrinsic to the research process. According to Levin 

(1954, p. 99): 

. . . the ultimate description of the "good" teacher involves 
a choice which ideally uses research results, but cannot be 
exclusively determined by them. "Science can tell us how to 
get there, but not where to go." 

The answer to the "good" teacher question therefore can be seen as 

a two step process: "1) the gathering of facts having to do with 

teaching, and 2) value judgements leading to the choice of those 

facts from which we will build our composite of the 'good' teacher." 

He suggested that future research should be concerned with an opera

tional definition of competence, described (1954, p. 100) a concept 

as ". . . nothing more than a set of operations", and explained that 

an operational definition would be extremely useful because "Regard

less of what the researcher may say in a general way about competence, 

we know that he can mean no more than the measures, or operations, 

that went into his study." 
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A significant conclusion made by the author, which is gradu

ally being accepted by researchers, was that future research in this 

particular area must be guided by a theory or conceptual framework. 

Levin (1954, p. 101) explained further: 

Before relating variables to each other, it is helpful to 
schematize the classes of variables from which we will develop 
hypotheses. If we are to adhere to an operationalist 
philosophy, our measures must be anchored in notable behavior 
and must be sharable among observers. Consequently, I have 
chosen to begin the schematization of the variables with those 
concerned with the teacher's behavior. These are broadly 
conceived to mean her behavior in the classroom, and 
in the school, or wherever they involve her in her role as 
a teacher. 

Such action, according to Levin, would then be specific enough to 

allow higher reliability of measurement and permit other trained 

observers to replicate the research. 

Similar efforts have been instigated to provide a definition 

of a "good" teacher and to establish specific roles of the teacher. 

One area of active interest according to Kinney (1954, p. 292) was 

in teacher preparation in the mid-fifties caused by two conflicting 

pressures: "1) the consistent upward trend in professional standards, 

cind 2) the teacher shortage, which resulted in conversion programs, 

emergency appointments, and other makeshift proposals." Kinney 

(1954, p. 292) defined the test of any program for teacher prepara

tion as simply being: Does it provide "good" teachers? However, until 

1954 he viewed research in the field of teacher preparation, and 

teacher competence as being ineffective because of the lack of 

an adequate criterion. 
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In 1954, at the Albany Conference of the National Commission 

on Teacher Education and Professional Standards, Special Group A 

proposed what they considered to be an effective definition of 

teaching competence. In the definition presented by Special Group 

A, the responsibilities of the teacher are defined in the following 

six roles: 

1. Director of Learning 

2. Counselor and Guidance Worker 

3. Member of the School Community 

4. Mediator of the Culture 

5. Liaison with the Community 

6. Member of the Profession 

Kinney (1954, pp. 293-94) suggested that the value in the identifica

tion of these roles as a definition of teaching competence suitable 

for research purposes served two functions: 

1) Establishing a conceptual framework (to outline teaching 
responsibilities and activities) in order to orient pro
grams of teacher preparation, and to serve as a guide in 
designing hypotheses. 

2) To serve as an objective criterion to test the validity of 
programs and procedures in teacher education 

The California Teacher Association, in its publication titled 

Six Areas of Teacher Competency, (1964, p. 11) implied that the 

professional school was responsible for devising and testing teacher 

education programs, and that the conceptual framework indicated the 

specific kinds of competences required and suitability of criteria 

for appraising program effectiveness. The importance of a conceptual 
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framework for teacher education programs was further stressed by 

Kinney (1954, p. 293) when he stated: 

Preparation of teachers needs to take into account the compe
tences required in all teaching roles. It also needs to provide 
competences not only to utilize established procedures, but 
to develop and validate new and more effective ones. 

within the past ten years researchers have affirmed efforts 

which were made in the mid-fifties to define teacher competence. 

Broudy (1965, p. 409), in his study on the "Criteria for the 

Professional Preparation of Teachers" noted the necessity for the 

identification of the kinds of knowledge and skills which are needed 

for teaching. He points out that a definition of this kind should 

begin with the formula for the "good" teacher and emphasized that: 

At this stage of our knowledge about teaching and learning, 
the approach has to be much more modest than that of the 
controlled experiment or massive questionnaire; it is to 
examine the roles that a person who teaches is expected to 
play as he or she carries out the tasks normally assigned 
to the position. 

He also suggested that through the identification of the requirements 

of the role played by the teacher first as a member of the educational 

profession and secondly as a specialist in that profession, a pro

fessional criteria can more easily be determined. According to 

Broudy (1965, pp. 411-14), the training of teachers is structurally 

the same as the training needed in other professions. He describes a 

fully developed program of professional training as being a program 

that provides: 

1. Foundational Specialty 

2. Professional Content 
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3. Opportunity to Apply Technology and 

4. A Consumer's Acquaintance with Various Methods of Research 

Broudy's overall conclusion was that professional education is far 

from being systemized nor have all of its dimensions been equally 

developed. 

Kindergarten Education 

Because of its importance to this investigation the author 

reviewed available literature on kindergarten education. This 

research is reported as follows: 

Kindergarten is defined by Imhoff (1956, p. 8) as, "A program 

for children between four and six years of age but is usually used 

with reference to five-year-old children." 

Today there are many different types of kindergartens. Some 

of the factors which determine these types, as listed by Foster 

(1966, p. 43) are: 1) the demands and expectations of society; 2) 

the philosophy of the teacher and/or the school; 3) the socio

economic group served by the school; 4) the age of the enrolled 

group; 5) the ability range of the group; 6) the length of session; 

7) schoolroom and setting; 8) the geographical location; and 9) the 

education and strengths of the teacher. Heffernan (1960, pp. 44-45) 

speaks of three main types of kindergarten: the public kindergarten, 

private kindergarten, and the parent-cooperative kindergarten. 

Support of the kindergartens of today is varied. According to 

Hymes (n.d. p. 1), the basic support for kindergartens today is the 

vast accumulation of knowledge about the normal growth and development 
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of the young child: 

Research carried on since 1900 has made it clear that the young 
child has great capacities, previously overlooked, and wide 
needs that have been previously ignored. Young children benefit 
from good nurture and from things a good home can give them, 
but today it is thought this is not enough. 

Hymes (n.d., p. 1) declared rather emphatically: 

The home faces great obstacles in meeting the needs of young 
children. Private kindergartens can help to some degree but 
can never be an adequate solution. The only alternative is 
the public school system which has to serve all children. If 
a community chooses to act on what is now an established 
fact—that kindergarten makes a child's fifth year of life 
richer—there is no other tool for making this richness 
available to all children. 

The 1960 White House Conference on Children and Youth made 

some recommendations pertinent to the nurture and education of 

children under six. As cited by Foster (1966, p. 31), some of the 

recommendations made were: 1) to include kindergarten as an integral 

part of the tax-supported public school systems, 2) that education 

be extended to include kindergarten through community college, 

3) that state departments establish standards for certification for 

nursery and kindergarten teachers, 4) that programs for very young 

children be flexible enough to meet early social, physical, intellectual, 

and psychological needs, and 5) that efforts should be made to identify 

the needs and talents of individuals. In the same reference Foster 

stated that the United States Office of Education reported that "The 

1960 White House conference repeatedly asked schools to provide early 

childhood education" and recommended that every elementary school have 

a kindergarten by the end of the 1960's. 
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Imhoff (1959, p. 102) stated that the progress in the down

ward extension of public school education to include the young 

child was dependent on an increased recognition and knowledge of 

the overall effects and values of such a program by both lay persons 

and professionals. She explained: 

Because education in the United States has no national pattern 
to follow in contrast to that in most of the countries of the 
world the curriculum for our schools is developed in the various 
school systems and in the individual schools within a system. 
Administration and direction is centered in the individual 
State departments of education and in the local school systems 
rather than in the Federal Office of Education, and hence may 
vary greatly. 

Since the teacher is in fact "the kindergarten," the following 

aims become goals or tasks for the teacher in helping this age child. 

Through development and use of this environment the competence of the 

teacher is most clearly demonstrated. As Foster noted (1966, 

pp. 44-45) the American kindergarten attempts to give the five-year-

old child of today an education which is appropriate to his stage 

of development, which is self-satisfying, and which will help him 

build a good foundation for the years ahead. More specifically, 

the aims of the kindergarten are to provide each child with: 

1) An opportunity to have a variety of experiences which are 
adapted to his individual developmental needs. 

2) An opportunity for social growth and appraisement. 

3) An opportvmity to build a broad base of understanding for 
himself by integrating old and new learnings. 

4) An opportunity to experience situations which will help him 
perceive relationships through problem solving. 
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5) An opportunity to experience situations where he will 
feel needed. 

6) An opportunity to become aware of the relationships between 
freedom and responsibility. 

7) An opportxinity to have experiences that will help him 
develop "reading readiness." 

While he was President, Lyndon Johnson advocated extending 

education to as many Americans as possible, but according to figures 

p;ablished by the United States Department of Commerce between 54 and 

65 percent of the five-year-olds in the United States went to kinder

garten . 

Foster (1966, pp. 28-29) indicated that as of 1963, Texas 

enrollment figures for full-time p\iblic kindergartens was 29,000. 

In 1966, Dr. J. W. Edgar, Texas State Education Commissioner, suggested 

to a Texas House of Representatives Interim Committee on Texas school 

problems the possibility of adding a state supported kindergarten 

grade to Texas school studies. In May, 1968 the Texas State Board 

of Education established and adopted requirements for endorsements 

of kindergarten teachers. These were later published by the Texas 

Education Agency in Austin (1970, p. 7). Teachers in the kindergarten 

programs now must hold an elementary teaching certificate with a 

kindergarten endorsement. According to the Texas Education Agency's 

(Professional Personnel Assignment Data Sheet) there were approximately 

2,780 kindergarten teachers teaching kindergarten in the Texas public 

school system at the beginning of the 1973-1974 school year. 
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Role of the Kindergarten Teacher 

One of the major factors in how children adjust to their 

early school experiences is without a doubt the teacher. Many 

authorities believe that the teacher of young children plays a vital 

role; for it is she who lays the foundation in shaping of attitudes, 

in developing skills, in encovuraging personality development, and 

in building a strong school and home relationship. Imhoff (1959, 

p. 205) viewed the present role of the teacher as a guide: 

One who gives direction and leadership in the classroom to 
individual child development and to group living, and who 
builds understanding and friendly relations in the community 
with lay persons and parents. It demands continued personal 
and professional growth. It involves creative planning, doing, 
and evaluation. It assumes sound knowledge, and skills in 
academic and scholastic areas. 

Research and experience every year adds to the fxind of 

knowledge about young children and about how to promote their 

optimum development. Heffernan (1966, pp. 4-6) stated: 

The good kindergarten teacher looks forward to a professional 
life in which she never ceases to be a learner. Her profes
sional growth continues through formal study at colleges and 
universities, and through informal study groups. 

The most professional growth of the teacher, according to Heffernan 

(1956, p. 4) , takes place through the increasingly insightful 

observations of the young children with whom she works. She stressed 

that the teaching of young children offers teachers many significant 

challenges: 

The teaching of young children makes great demands on the 
teacher. It is evident that school beginnings have a far-
reaching effect on the later growth and development of children. 
The teacher must plan guided learning experiences for young 
children which are flexible and meaningful. The teacher 
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must maintain close relationships with the parents. Children 
whose teachers have a zest for their work are fortunate. She 
creates enjoyable learning situations for the children and 
they reflect her happiness. Children are helped to grow 
emotionally by a calm, understanding and friendly teacher. 

Imhoff (1959, pp. 206-20) viewed the kindergarten teacher as 

having three roles: 1) in relation to the profession; 2) in rela

tion to the children; and 3) in relation to the community. In 

regard to the teacher's role in relation to the profession Imhoff 

states: 

It is the privilege and responsibility of each teacher to work 
from a well defined philosophy of education which is meaningful 
to her. The teacher has a responsibility to develop and increase 
her skills in creating learning environments and in planning 
and organizing experiences. The teacher uses the problems 
solving approach in her teaching, in analysis of the bases of 
problems arising in the teaching situations, and in the effective 
handling of such problems. Continuous evaluation of classroom 
activities and learning experiences in the light of the needs 
of a particular group situation and of the research and readings 
in effectiveness in teaching. 

Imhoff (1959, pp. 220-22) spoke of the second role of the 

teacher as being her relationship to the children: 

The classroom teacher of young children experiences many different 
relationships with the children. She has an excellent opportunity 
to observe and study the child. Such observations, interpreted in 
terms of scientific training in child development, gives the 
guides needed in planning for the children's learning experiences, 
and for their further growth. Records are an important help to 
the teacher in getting to know the child for the purpose of 
future guidance. 

The third role of the teacher is related to the parents and the 

community, according to Imhoff (1959, pp. 222-27): 

The teacher of the young child plays a key role in establishment 
and furtherance of home-school relations. The teacher is 
responsible for beginning the parent's school-community rela
tionship. Because of all those contacts, and through her pupils. 
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who love school, the teacher becomes an effective public rela
tions agent for education; she wins the understanding, support, 
cmd cooperation of the parents for the school program. 

Hymes (1968, p. 76) stated emphatically that the teacher of 

young children cannot simply be child-centered. She must be child-

centered, society-centered, as well as being tuned in on culture 

and knowledge. The effective teaching of young children req^aires 

a rounded background, rich in psychological insights, rich in demo

cratic awareness, and equally rich in cultural attainment. 

In evaluating the educational program of kindergarten, 

Heffernan (1956, p. 43) declared: 

One should be conscious of the teachers' efforts to help each 
child develop the abilities and attitudes of a truly democratic 
person. The teacher should be striving to help each child 
become self-reliant and self-respecting in accordance with his 
own level of maturity. The teacher should be setting good 
examples, which will help the child grow in respect for others. 
The teacher should be arranging learning situations in which 
children may grow in ability to get along with others, to 
cooperate willingly, and to adjust to new situations and people. 

The Role of Kindergarten Research 

Foster (1966, p. 36) stated that research has played an 

important role in supplying vital information which has: 

1) Helped the public understand why kindergarten should be 
an integral part of the public school system of America; 

2) Helped alert the public to the developmental needs of the 

young child; 

3) Helped teachers evaluate their own procedures and educational 

philosophies; and 

4) Helped administrators and policy making groups plan for 
the welfare of the five-year-old. 
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According to Foster (1966, p. 35) research of the 1960's 

tells us that: 

1) The IQ is not a valid prediction of achievement 

2) Creativity can be "primed" 

3) There is a strong trend toward requiring a four-year-degree 
for the kindergarten teacher. Along with this is a trend 
toward requiring those teachers who have taught only in the 
grades to take child development courses and do practice 
teaching in the kindergarten before being certified as 
kindergarten teachers 

4) State guides for kindergarten teaching are increasing in 
numbers 

5) That the kindergarten programs need to be more challenging 

According to Foster (1966, p. 34) research in the kinder

garten during the past decade was concerned chiefly with neuro-

maturation, creativity, methodology of introduction and presentation 

of subject matter skills, teacher certification, culturally dis

advantaged children, matiirity factors, extension of kindergarten 

education to the three and four-year-old child, and enrichment of 

the content of the kindergarten program. 

Today a new area of kindergarten research is actively being 

carried on in various Texas colleges and universities in the form 

of competency-based early childhood education teacher preparation 

programs (Texas Outlook, 1974). One of these earliest pilot programs 

being tested at the present time is the early childhood competency-

based kindergarten endorsement program centered at St. Thomas 

University (Terry, 1973). 
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Competence Within the Preschool 

Because a great difference exists among teachers in the ex

tent to which they are able to guide and direct pupil activities 

and learning, Seefeldt (1973, p. 309) stated that many educators 

today are asking the following questions about the kindergarten or 

preschool teacher: 

Who should teach young children? Can just any person be an 
effective teacher or should they have had children of their 
own before being considered competent to teach other people's 
children? Would a background of work with young children pre
pare a person to become a competent preschool teacher? Are 
"degrees" (high school diplomas-college degrees) really 
necessary? Should a person have any special training before 
becoming a teacher of veiy young children? 

With the increasing number of new child development programs 

being established and greater numbers of young children being enrolled 

in the pioblic school systems of the nation the above questions are 

being given serious consideration by many people who are interested 

in the education of the young child and preparation of the kinder

garten teacher. 

In the ever expanding field of early childhood education 

authorities have long maintained that completion of a highly struc

tured training program is a prerequisite to becoming an effective 

teacher on the preschool level. According to Leeper (1968, p. 106) 

"A teacher of young children may possess all the desirable personal 

qualities and still not be a 'good' teacher. Basic information, 

understanding, knowledge, skills, and appreciations can only be 

secured through training and experience." 
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Piaget (1969) indicated that the age of the child being taught 

influenced the amount of training and education the teacher should 

possess. The younger the child the more formal training should be 

required of personnel involved with preschool teaching. He suggests 

that more psychological initiative is required if one wishes to appeal 

to the spontaneous activities of the young child. Piaget believed the 

less training the teacher has, the more ready he is to accept 

exercises and structured games designed by others for use with young 

children, and the less he understands of how much is lost in these 

activities. 

Harold Howe (1969, p. 3), the former Commissioner of Education, 

suggested that teachers of young children should be highly trained. 

He further suggested that teachers of young children may require 

more intensive training than other teachers and that a wide variety 

of background experiences, complex skills, knowledge of child develop

ment, and early childhood education are essential. 

In an attempt to partially answer the question of "who should 

teach young children" Seefeldt explained the effectiveness of Head 

Start teachers possessing varying degrees of teaching experience, 

formal education, and early childhood training in an urban Head Start 

program in Florida. The criterion measure used by Seefeldt in her 

study was achievement of the children; however, multiple linear 

regression analysis was the statistical technique used to examine 

what relationship, or relationships if any existed, between the Head 

Start teacher characteristics such as amount of formal educational 

training, amount of prior teaching experience, and the number of hours 
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of specific training courses completed. The results of the study 

by Seefeldt (1963, p. 311) indicated: 

1. That the more formal education, prior teaching experience, 
and training completed by the teacher, the greater the 
pupil achievement within a Head Start Program. 

2. That in order to be an effective preschool teacher, a 
person should possess certain qualifications of education, 
experience, and training and that preschool teachers 
should have a high level of formal education, teaching 
experience, and specific training, and 

3. In this study, the older teachers, who had completed the 
most education and training, and had the most experience 
were found to be the most effective 

Review of Early Childhood Teacher Training 

Blanch Perskey (1955, p. 1211), instigated an analysis of the 

New York University undergraduate training program in early child

hood education, with proposals for its iirprovement. The study 

attempted to determine: 

1) what graduates think are the values of professional and 
general education courses, 

2) the values of a program in which guidance is related to 
teaching, 

3) the professional training experiences which are considered 
by graduates to be of greater values, 

4) the most fruitful methodology of college teaching, 

5) the relationship of pre-service performance to in-service 
effectiveness 

6) the consistency between the confidence of beginning teachers 
and their teaching success, 

7) the motivation for graduate study, and 

8) the reasons why teachers who do not continue to teach leave 
the profession. 
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Data were obtained from responses to questionnaires sent to 

graduates of 1947-1952 inclusive and to administrators under whose 

supervision the above graduates worked during their first year of 

teaching. Questionnaires were sent to 278 graduates and 129 

administrators. Of this 407 total, 179 graduates and 71 adminis

trators responded. 

Based on the research findings, Persky (1955, p. 1212) con

cluded: 1) that the strength of the teacher training program was in 

the area of professional work, which should not be reduced, 2) the 

professional strengths of the program were in the areas of under

standing the theories of child development, understanding the 

individual children, stimulating children's interest in learning, 

and group leadership and rapport, 3) graduates have anxieties about 

teaching science, music, reading, and math, 4) lectures have some 

value in college training, howdver the most fruitful practices are 

those which give students a chance to actively participate, 5) examina

tions are considred the least valuable of teaching practices, 

6) guidance should continue to be an important part of the instruc

tional program, 7) graduates do not participate in community 

activities to any great extent, 8) students who do well in student 

teaching and who feel confident may be expected to succeed, although 

in specific areas of teaching they underrated themselves, and 9) the 

primary reason for leaving the profession was for raising a family. 

The research done in the area of attitude measurement and 

rating scales is included next because of its significance to the 

criterion measure used by the investigator in the present study. 
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Attitude Measurement 

Remmers (1954, p. 7) has stated that certain qualifications 

and assumptions must be made before it is possible to measure 

differences in attitudes. Some of these are: 1) attitudes exist, 

2) they are held by many, 3) they vary along a linear continuum, 

and 4) they may be measured when expressed as opinions. A dis

tinction between the two terms "attitude" and "opinion" and their 

measurability may be helpful. 

Thurstone (1959, p. 215) contends that this distinction is 

necessary because at first glance these two concepts appear unmea-

surable. The problem is made more complex by attempts to use a 

numerical indicator for the attitude held. He implies that an 

attitude cannot be described fully by any single numerical index, 

but compares the measurement of an attitude to that of a table. He 

explains that while neither tables nor attitudes can be described 

wholly by a numerical index, we nevertheless, do not hesitate to 

measure either tables or attitudes. 

The concept "attitude" denotes all of man's inclinations, 

feelings and convictions about any specific topic while "opinion" is 

defined by Thurstone (1959, pp. 216) as a "verbal expression of 

attitudes". These can be measured. 

In assuming that: 1) attitudes can be measured, 2) scales 

exist along which they can be distributed, and 3) they are multidimen

sional, the following comprehension of measurement is necessary 

according to Thurstone (1929, p. 10): 
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. . . the very idea of measurement implies a linear continuum 
of some sort such as length, price, volume, weight, age. When 
the idea of measurement is applied to scholastic achievement, 
for example, it is necessary to force the qualitative variations 
into a scholastic linear scale of some kind. 

If such scaling is possible, then it is also possible to describe 

qualitative (non-numerical) traits of an attitude variable such as 

self-assessed teaching competence by use of a qualitative measure 

once the specific attitude and continuum have been indentified 

(Thurstone, 1959, p. 221). A frequency distribution can then be 

conceived to represent the distribution of a particular attitude 

in a specified group. This is done by representing an attitude as 

a point on a continuum, and classifying the variable for descrip

tive purposes into steps or class-intervals. Thus by defining a 

conceptual linear continuum for an attitude variable according to 

two extremes, from left to right, it becomes possible to describe 

a subject's attitude or to describe a group of individuals by means 

of a scale. 

Given a valid scale of opinions, it then becomes possible 

according to Thurstone (1926, p. 16), to compare attitudes of individ

uals or groups on a disputed question. A scale of attitudes makes it 

possible then to distinguish the four following types of comparisons: 

1) the average or mean attitude of a particular individual on 
the issue at stake; 

2) the range of opinion that he is willing to accept or tolerate; 

3) the relative popularity of each attitude of the scale for 
a designated group on the issue, as shown by the frequency 
distribution for that group; and 
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4) the degree of homogeneity in the attitudes of a designated 
group on the issue, as shown by the spread of or dispersion 
of its frequency distribution. 

To summarize, through the use of a scale and/or base line it becomes 

possible to identify attitude differences for an individual or 

group for a predetermined attitude variable, and to make frequency 

distribution comparisons as well. 

Rating Scales 

A rating scale is defined as a measuring instrument that 

requires the rater to assign what is being rated to one of several 

weighted points on a continuum. They are, seemingly, easy to 

construct and use. According to Kerlinger (1973, p. 496): 

A suiranated rating scale (one type of which is called Likert-
type scale) is a set of attitude items, all of which are 
considered of approximately equal "attitude value", and to 
each of which subjects respond with degrees of agreement or 
disagreement (intensity). The scores of the items of such 
a scale are s\mimed, or svimmed and averaged, to yield an 
individual's score. As in all attitude scales, the purpose 
of these siimmated rating scales is to place an individual 
somewhere on an agreement continuum of the attitude in 
question. 

In writing about the summated rating scale he (1973, p. 496) 

conveyed the following ideas: 

1) attitude items all have equal attitude value 

2) the individuals responding to the items are "scaled" 

3) the "scaling" is done by averaging or summing the 

individual responses 

4) they allow for intensity of attitude expression 

5) that greater variance can occur 
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6) they sometimes contain response-set variance 

7) they concentrate on the subject as well as on their 
place on the scale 

8) they are the most useful of the three types of attitude 
scales, and 

9) they are easy to develop and use. 

In conclusion Remmers (1954, p. 233) said that: 

Rating scales and rating systems are after all only processes 
of systematizing human judgements, and are not measvuring in
struments in themselves. Rather, the rater becomes the measur
ing instrument. The results of rating can be no better than 
the ability and inclination of the rater to make accurately 
discriminatory judgements. 

A further discussion of the use of siimmated rating scales and 

attitude measurement will be found in the following chapter under 

analysis of data. 

Summary 

The present chapter has provided an overview of: 1) note

worthy research efforts to define teacher competence-teacher 

effectiveness, 2) the current outlook on kindergarten education, 

the role of the teacher, and the role of kindergarten research, 

ctnd 3) theories concerning the use of attitude and/or rating scales 

as a means of self-assessment. 

The commentary on teacher competence-teacher effectiveness 

reviewed the age old question of "How to define a good teacher?" on 

all teaching levels. It also explored the possibility of using 

operational definitions to specify teaching competencies for purposes 

of certain program development and evaluations. Several research 

studies were briefly examined and cited which illustrated the present 
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efforts and value of structuring a teacher education curriculum 

within a conceptual framework. 

Chapter III presents various aspects of the research methods 

and procedures used in the study. These include the research 

design, the techniques used in developing, refining, and administering, 

the instrument, the sampling procedure, and the collection and 

analysis of the data. 



CHAPTER III 

RESEARCH METHODS AND PROCEDURES 

The purpose of this chapter is to describe the: 1) research 

design of the study, 2) procedures used in developing, refining, 

and administering the instrument, 3) sampling procedure, and 

4) collection and analysis of the data. 

Research Design 

The research design used for this study was basically an 

ex post facto design. Because many educational problems do not 

lend themselves to experimental inquiry, the ex post facto design 

is frequently used in the survey method of research. 

Ex post facto research as defined by Kerlinger (1973, p. 379) 

is: 

. . . systematic expirical inquiry in which the scientist 
does not have direct control of independent variables because 
their manifestations have already occurred or because they are 
inherently not manipulable. Inferences about relations among 
variables are made, without direct intervention, from concomi
tant variation of independent variables. 

Three major weaknesses of ex post facto research as listed 

by Kerlinger (1973, p. 390) are: 1) the inability to manipulate 

independent variables, 2) the lack of power to randomize, and 

3) the risk of improper interpretation. In other words, . . ., 

"ex post facto research lacks control; this lack is the basis of 

the third weakness; the risk of improper interpretation." 

43 
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Kerlinger (1973) has several relevant points to make regard

ing this type research. He stated: 

Despite its weaknesses, much ex post facto research must be 
done in psychology, sociology, and education simply because 
many of the research problems that are related to these areas 
do not lend themselves to experimental inquiry (391). He 
further stated that even though it is inferred that true 
examination is not possible with ex post facto design, controlled 
inquiry is possible (392). He explained that . . . even if 
we would avoid ex post facto research, we cannot, and offers 
the following advice . . . always treat the results and inter
pretations of the data of ex post facto investigations with 
great care and caution (392). 

Barnes (1964, p. 71) also cited some over-all advantages of 

this type of design as: 1) it compresses time, 2) it permits the 

researcher to study several years of experience now, and 3) because 

of this the researcher does not have to wait for the various 

experiences to happen. 

In the present study of the teachers' experiences independent 

or experimental variables had already occurred. These were identi

fied in the research questions in the first chapter as: a) years 

of experience in teaching kindergarten, b) highest degree earned, 

c) average number of kindergarten students taught per class each 

day, d) membership in selected professional organizations, e) under

graduate collegiate grade point average, f) number of child develop

ment classes completed in Home Economics Department (Area of Home 

and Family Life), and g) age of kindergarten teacher. The dependent 

variable, self-assessed teaching competence, was examined for its 

possible relationship to the seven independent variables mentioned 

above. 
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Defining the Population and Drawing the Sample 

Based on the major assumption that a teachers' professional 

competence is related to previous educational preparation, the 

population for the study was determined according to purposive 

sampling. Kerlinger (1973, p. 129) defined purposive sampling as 

a form of non-probability sampling which is characterized by the 

use of judgement, and a deliberate effort to obtain representative 

samples by including presumably typical areas or groups in the 

sample. Accordingly, the subjects for this study included: 

1) Baccalaureate or master's degree graduates of a Texas 
college or university who have a kindergarten endorsement; 

2) Presently employed (1973-1974) and/or (1974-1975) school 
year in kindergarten educational programs in Texas public 
school. (The Professional Personnel Assignment Data sheet 
obtained from the T.E.A. included only those teachers who 
were employed during the 1973-1974 school year, therefore, 
by the time the questionnaire was mailed the 1974-1975 
school year was in progress and it became necessary for 
obvious reasons to include both school years in the 
criteria.) 

The following procedure was used. A list of 2,700 kinder

garten teachers who were teaching kindergarten classes in Texas pxiblic 

schools (1973-1974) was obtained from the Texas Education Research 

Office in Austin, Texas. The investigator then drew a probability 

(random) sample of 338 teachers; the size of the sample being deter

mined by the use of the Krycie and Morgan (1970, p. 608) "Table For 

Determining Sample Size From A Given Population", and by using a 

table of random numbers as published by Downie and Heath (1974, 

pp. 324-325). 
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The questionnaires were then mailed to the 338 kindergarten 

teachers at the school addresses from the Texas Public School 

Directory. While most of the questionnaires were not rettirned 

(which is usual in this type of research) forty-seven questionnaires 

which were not deliverable were returned. In order to provide all 

persons in the seunple an equal opportunity to participate telephone 

follow-ups were made. Twenty-six teachers could not be reached but 

twenty-one were and twenty agreed to participate if the questionnaire 

was mailed to them. One teacher refused for personal reasons. 

Questionnaires were then mailed to the twenty teachers mentioned above 

and all completed and returned them. 

A non-probability (purposive) sample was employed according 

to the previously mentioned criteria to identify those kindergarten 

teachers who had received their undergraduate teacher preparation 

from a Texas college or university. Eighty-seven kindergarten 

teachers satisfied the aforementioned criteria and constituted the 

population used in the mass statistical analysis of the study. 

Eleven of the questionnaires did not meet all of the requirements and 

were not incorporated into the study. 

Instrumentation 

A multi-purpose check list type of questionnaire consisting 

of five major parts was developed for this study. 

Part I of the questionnaire, or the "Competence Check List," 

contained sixty-six competence statements, sixty-five of which 
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were related to the previously mentioned five major concepts. 

(See Chapter I, p. 6). 

Part II, or the "Basic Competencies Check List," contained 

fifty-three statements related to basic CD.A. competencies (See 

Chapter I, p. 7) which the investigator thought were of equal importance 

in the assessment of kindergarten teachers' ability. 

Part III of the questionnaire requested specific data on: 

1) total school enrollment, 2) total enrollment of the kindergarten 

classes being taught, 3) number of kindergarten classes being taught, 

4) number of child development classes successfully completed in 

area of Home and Family Life, and 5) the kindergarten teacher's 

over-all collegiate grade point average. 

Part IV of the questionnaire was concerned with general data 

on four independent variables: 1) years of teaching experience 

in public kindergarten education, 2) highest degree earned, 3) age, 

and 4) current membership in professional organizations. This part 

also included factual items used as the basis for identifying Texas 

certified teachers and niimber of Child Development courses taken. 

Part V of the study consisted of recommendations and sugges

tions that the teacher might want to make after reviewing her teacher 

competence, regarding reorganization and extensions of the present 

method of kindergarten teacher training. These recommendations and 

suggestions were made in relation to: 

1) need for additional training in specific subject field 
to increase present teacher effectiveness, 
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2) need for additional opportunity to observe demonstra
tion teaching in specific areas to increase present 
teacher effectiveness, 

3) need of additional opportunity to collect materials, to 
develop sample units of work and teaching programs in 
special areas to increase present teacher effectiveness, 

4) need to work with children under supervision in the 
following areas, 

5) positive influences affecting teaching competence, 

6) negative influences affecting teaching competence, and 

7) other suggestions and comments. 

A Likert-type scale which had already been constructed by 

Carano (1970, p. 37) was adapted by the investigator to fit the 

needs of this particular study. The possible responses for each 

statement were assigned n\imerical values from one to five which 

represented a rating that was svmimated over all statements. 

Kerlinger (1973, p. 446) designated the application of this tech

nique to a Likert-type scale as the "method of summated ratings." 

The attitude scale of the kindergarten teachers' questionnaire 

provided numerical values ranging from one to five representing the 

degrees of competence for self-assessment in interpreting each 

competence statement. Lesser degrees of competence were assigned 

values below three and greater degrees of competence were assigned 

values above three, with the value of three being the neutral point. 

The five responses were weighed as follows: 1)—inadequate competence, 

2)—little competence, 3)—moderate competence, 4)—adequate compe

tence, and 5)—superior competence. Each competence statement was 
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then considered as mutually exclusive and independent of all of 

the other statements, (1970, p. 43) for as Carano noted: " . . . the 

subjects must accept each statement as a scale in itself." 

A concensus number (mean rating) was determined for each 

respondent by sxammating the scores according to the following 

formula: 

(5 x n) •<• (4 X n) + (3 x n) + (2 x n) + (1 x n) 

5, 4, 3, 2, 1 = (specified value for each statement) 

n = (number of statements given specific value) 

(equivalent to the number of statements rated by 
each respondent) 

This formula was also used to determine the summated rating for each 

of the 119 competence statements, except the denominator was 87, 

the niomber of sxabjects responding to the item. The mean rating 

or consensus nximber computed for each kindergarten teacher was 

perceived as that teacher's self-assessed competence score. 

As stated previously (See Chapter I, p. 16) the questionnaire 

was pretested with a group of Brownfield kindergarten teachers who 

had varying degrees of kindergarten teaching experience. Of the 

seven teachers contacted for the pretest only two first year teachers 

were unable to complete the return. 

The appraisal of the questionnaire was in terms of clarity 

of instructions and/or statements, and organization and sequence of 

the items. The major revisions made as a result of the pre-test 

included: 
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1) the changing of the sequence of the five parts of the 

questionnaire to: I) Competence Inventory, II) Basic 

Competence Check List, III) Specific Data, IV) General 

Data, and V) Recommendations and Suggestions 

2) utilization of both sides of the pages to reduce the 

volume of the instrument and the actual number of pages 

from twelve to six and one half, while at the same time 

facilitating mailing and handling of the instrument. 

Collection of the Data 

The revised questionnaire was mailed to 338 Texas kinder

garten teacher, identified for the study. The letter accompanying 

the questionnaire briefly stated the purpose of the study. A 

pre-addressed stamped envelope was included to facilitate responses 

(See Appendix A). 

Forty-seven of the 338 mailed questionnaires were non-deliverable 

and were returned to the investigator by the Postal Service as not 

deliverable as addressed. Follow-up telephone calls were made to 

twenty-one teachers of the forty-seven above. Twenty were warm, 

friendly, and receptive. Twenty additional questionnaires were 

received as a result of the follow-up phone calls. For further informa

tion on problems of collection of data see Appendix F. 

Thirty-three percent (112) of the 338 kindergarten teachers 

contacted responded in one way or another to the mailed questionnaire. 

Twenty-six percent (87 of 338) of the total population contacted or 

seventy-eight percent (87 of 112) of the responding population were 

included in the study. (Refer to Table 1) 
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TABLE 1 

DESCRIPTIVE DISTRIBUTION OF RESEARCH QUESTIONNAIRE 

QUESTIONNAIRES No. No. 

Not Returned 226 

Total Received 112 

Basis for elimination; 

1. Not Texas Certified Teachers 11 

2. Incomplete 14 

Total Included in Study 87 
(Texas Certified Kindergarten Teachers) 

TOTALS 112 338 

An Analysis of the Data 

The data for each questionnaire were coded and tabulated on 

master sheets. The analysis of data was then structured in regard 

to the three research questions stated in Chapter I. 

Consensus nijmbers (nximerical averages) for each subject and 

each statement was obtained by the sxommated rating method. For 

analysis of the data relating to Question 1, measiires of central 

tendency amd percentages were used to describe the findings. The 

nvimerical, conceptual linear continuum, as adapted from Carano (1970, 

p. 47) was interpreted to represent the self-assessed competence of 

the kindergarten teachers as Figure 1 illustrates: 
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Fig. 1. Numerical Values For Levels of Competence 

The summated ratings were classified according to the levels of 

competence defined above to determine how the kindergarten teachers 

assessed themselves for each statement. An analysis of the competence 

statements was also made according to the five major concepts 

(Philosophy of kindergarten education. Professional role in kindergarten 

education. Program planning in kindergarten education. Educative 

process in teaching kindergarten education, and Research in kindergarten 

education) to determine whether or not an observable pattern existed 

in the self-ratings according to the five major classifications of 

content. (See Chapter I, p. 6) 

The Mann-Whitney U test was used in analyzing the data received 

in Question 2. According to Siegel (1956) this statistic is a 

powerful test and an excellent substitute for the t test. Popham (1973) 

emphasized further that this statistic is applicable when: 1) the 

difference between two independent groups or non-matched groups is to 

be assessed; 2) samples are uncorrelated; and 3) data can be ranked. 

For the present study the U statistic was calculated according 

to the formula for large samples (n^ exceeds 20) and the significance 



53 

of an observed value of U was interpreted by computing a "Z" 

score. The probabilities associated with the calculated "Z" values 

were determined according to the normal curve table. (Downie and 

Heath, 1974). 

The consensus numbers computed for each teacher were ranked 

for each of the variables identified in Question 2 prior to the 

calculation of the U statistic and the corresponding "Z" value for 

each variable. The rationale for the ranking distribution differed 

for each variable. The criteria the investigator used for each 

calculation is presented below according to the respective variable. 

In determining if a significant difference in the kinder

garten teacher's self-assessed competence score was associated with 

years of experience in kindergarten education, the eighty-seven 

sxibjects were divided into groups of three or less years of teaching 

experience. The mean (3.08) calculated for the total group was 

used as the basis for the ranking distribution. 

The siibjects were self-assigned, in regard to the variable 

concerned with highest degree earned. The baccalaureate and master's 

degree graduates automatically provided two groups of kindergarten 

teachers with varied educational backgrounds. 

For the variable average number of students taught per class 

each day, the mean calculated for the total group was used as the 

basis for the ranking distribution. To determine class size, according 

to small versus large classes, the mean number of students per class 

was computed by the investigator for each kindergarten teacher. 
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of an observed value of U was interpreted by computing a "Z" 

score. The probabilities associated with the calculated "Z" values 

were determined according to the normal curve table. (Downie and 

Heath, 1974). 

The consensus numbers computed for each teacher were ranked 

for each of the variables identified in Question 2 prior to the 

calculation of the U statistic and the corresponding "Z" value for 

each Veuriable. The rationale for the ranking distribution differed 

for each veuriable. The criteria the investigator used for each 

calculation is presented below according to the respective variable. 

In determining if a significant difference in the kinder

garten teacher's self-assessed competence score was associated with 

years of experience in kindergarten education, the eighty-seven 

siabjects were divided into groups of three or less years of teaching 

experience. The mean (3.08) calculated for the total group was 

used as the basis for the ranking distribution. 

The subjects were self-assigned, in regard to the variable 

concerned with highest degree earned. The baccalaureate and master's 

degree graduates logically provided two groups of kindergarten 

teachers with varied educational backgrounds. 

For the variable average n\imber of students taught per class 

each day, the mean calculated for the total group was used as the 

basis for the ranking distribution. To determine class size, according 

to small versus large classes, the mean number of students per class 

was computed by the investigator for each kindergarten teacher. 
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according to the nxunber of classes taught each day and the total 

enrollment of classes being taught each day. This had to be done 

because some teachers taught two classes each day, with a different 

enrollment in each class. Then the mean of all the means for all 

the kindergarten teachers was computed. Small classes were defined 

as those classes which fell below the group mean (27.05) and large 

classes were defined as rhose that fell at the mean (27.05) or 

above. According to the mean niomber of kindergarten students taught 

per class each day, the teachers' competence score was ranked in 

one of two groups to provide this comparison. 

The distribution of the eighty-seven svibjects' grade point 

averages were ranked according to two categories: 4.0 - 3.0, and 

2.9 and below on a four point grading scale or 3.0 - 2.0, and 1.9 

eind below on a three point grading scale. 

4-Point Scale 3-Point Scale 

4.0 to 3.0 3.0 to 2.0 
2.9 & below 1.9 & below 

i 

Because only a few subjects checked the 3-Point Scale, this data 

was converted to a 4-Point Scale equivalency which then provided 

two separate groups. Those teachers with a grade point average of 

3.0 or above on a four point scale were ranked in one group while 

those having a grade point average of 2.9 or below were ranked as 

the second group. 

For the variable concerned with selected professional organi

zations the sxobjects were ranked as follows: 1) membership in N.E.A. 

and/or T.S.T.A. and other professional memberships, and 2) N.E.A./ 

T.S.T.A. membership only. Of the eighty-seven teachers, seven held 
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no professional membership of any kind and therefore were not 

included in this particular ranking distribution. 

To determine whether a significant difference in the teachers' 

self-assessed competence score was associated with the number of 

Child Development classes successfully completed in Home Economics 

Department (Area of Home and Family Life) the subjects were divided 

into two groups of "no classes of Child Development" versus "one 

or more classes of Child Development". This automatically provided 

two groups of kindergarten teachers with differing educational 

backgrounds. 

On the basis of the variable concerned with age the mean 

(32.83) calculated for the group was used for the ranking distribu

tion. Those teachers who were 33 years of age or older were ranked 

in one group. While those teachers who were 32 years of age or 

yo\inger were ranked as the second group. The ranking distribution 

according to the groups defined are cited in Table 2. The statis

tical results for the seven analyses as described in Table 2 were 

interpreted for significance from the "Z" values according to 

Table C, Areas and Ordinates of the Normal Curve, in Downie and 

Heath (1974, pp. 298-305). Only two-tailed probability levels of -05 

or smaller were reported as being significant. 

Summary 

Chapter III has presented a description of ex post facto 

research, which was the basic design used for the present study. 
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TABLE 2 

DEFINITION OF GROUPS USED FOR RANKING DISTRIBUTIONS 

Variable 

Definition of Groups Used for Ranking 

n. n. 

a) Yrs. of Exper. 
Avg. =3.08 

b) # of Child 
Devel. Courses 

c) Class Size 
Avg. = 27.05 

d) M.S. vs. B.S. 
Degree 

e) College Grade 
Point 

f) Professional 
Organizations 

g) Age Avg. = 
32.83 

Yrs. 4 or above 

# > 1 

Leurge Classes = 28 
or above 

# M.S. 

3.0 or above 

NEA/TSTA and other 
memberships 

Age - 33 or older 

Yrs. 3 Or below 

# = 0 

Small Classes = 27 
or below 

# B.S. 

2.9 or below 

NEA/TSTA 

Age - 32 or younger 

Included also was a brief res\mie of the procedures used in defining 

the population and drawing the sample; reasoning for and implementa

tion of the research instrument; collection of the data by means 

of a mailed questionnaire; and the utilization of the Mann-Whitney 

U non-parametric statistic as a means of analyzing some of the 

data. 

The statistical findings will be reported in Chapter IV. 



CHAPTER IV 

FINDINGS 

This chapter presents the findings in three major sections. 

The sequence follows that of the research questions stated in 

Chapter I. Data will be presented on Question 1 and then on 

Question 2 where the responses were categorized according to the 

seven independent variables: 1) years of experience in teaching 

kindergarten, 2) highest degree earned, 3) average number of 

kindergarten students taught per class per day, 4) membership in 

selected professional organizations, 5) undergraduate grade point 

average, 6) number of Child Development classes completed in Home 

Economics Department (Area of Home and Family Life), and 7) age. 

Responses to Question 3 were listed according to seven specific 

questions being asked of the teachers. 

Question 1: How Will The Kindergarten Teachers Assess 

Their Ability According To The Competencies Identified 

For The Role Of The Kindergarten Teacher 

As Defined For This Study? 

The findings relevant to Question 1 are presented as follows: 

1) the 119 statements according to the teachers' self-assessed ratings 

designated by consensus numbers were analyzed according to measures of 

central tendency for the entire distribution, 2) the sixty-five state

ments in Part I of the questionnaire (from Carano's study) likewise 

58 
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were analyzed according to the five previously mentioned concepts, 

and 3) the 119 statements were emalyzed again according to the 

con5)etence levels defined for the study, as were the five concepts 

and sixty-five related statements. 

The Distribution of 119 Conpetence Statement Consensus Numbers 

According to Measures of Central Tendency 

The conqpetence statement consensus numbers represent the 

summated ratings of the eighty-seven kindergcurten teachers. The 

measures of central tendency were confuted for these competence 

consensus numbers to illustrate the distribution of scores by which 

the teachers rated themselves. 

The distribution of coĤ ietence statement consensus numbers 

ranged from 4.50 to 3.43. The width of the range was 1.07, or just 

a little more than one point of differentiation between the highest 

euid lowest ranked consensus numbers. 

Sixty-one of the statements (51 percent) fell below the group 

mecin (x) of 4.06 and fifty-eight statements (49 percent) were above 

the mean. The mean (x) 4.06, and the median, 4.05 were almost identical. 

The limits of the category within which the mode was located 

were 3.90 and 4.10. This category contained 116 (97.47 percent) of 

the 119 items. The distribution of competence statements according to 

consensus numbers is presented in Figure 2. See Appendix E for the 

distribution of competence statements tallied within each interval. 
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Competence Statements Ranked in Descending Order According 

to Consensus Numbers and Five Major Concepts 

The concepts presented below were adapted from the five major 

concepts developed by the 1966 home economics seminar. The sixty-five 

statements in Part I of the questionnaire were based on Carano's 

earlier statements of competence but adapted to agree with the modified 

concepts in the present study. These concepts are: 

I Philosophy of Kindergarten Education 

II Professional Role in Kindergarten Education 

III Program Planning in Kindergarten Education 

IV Educative Process in Teaching Kindergarten Education 

V Research in Kindergarten Education 

In the following discussion, sixty-five of the competence 

statements are identified with one of the five major concepts which 

they represented. Several of the competence statements could be 

related to more than one of the five major concepts; however, the inter

pretation by the writer has attempted to parallel the original study 

because of Carano's careful use of a jury to validate items. 

When the statements were ranked above and below the mean of the 

entire distribution (x) - 4.06) patterns of greater and lesser competence 

were identified within each conceptual areas. Table 3 depicts the 

ranked statement numbers. 

In philosophy of kindergarten education, one level of competence 

represented the entire distribution. All fell between 3.50 and 4.50 

or within the adequate range. The statement with the highest score 
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TABLE 3 

COMPETENCE STATEMENTS RANKED ABOVE THE MEAN 
ACCORDING TO FIVE MAJOR CONCEPTS 

Concept 

Statements 

Above Mean 

Above Mean 
No. of Items 

Per Cent 

Statements 

Below Mean 

Below Mean 
No. of Items 

Per Cent 

Totals 

Philosophy 

*5(4.18)** 

1 
11.1 

8(4.04) 
6(3.95) 
2(3.90) 
7(3.85) 
3(3.82) 
1(3.81) 
9(3.75) 
4(3.68) 

8 
88.9 

9 
100.0% 

Professional 
Role 

34(4.45) 
30(4.42) 
31(4.41) 
39(4.40) 
33(4.39) 
32(4.37) 
41(4.34 
26(4.19 
43(4.17) 
29(4.14) 
42(4.11) 

11 
61.1 

37(4.03) 
10(4.02) 
38(3.98) 
40(3.94) 
35(3.67) 
36(3.66) 
44(3.62) 

7 
38.9 

18 
100.0% 

Program 
Planning 

54(4.25) 
57(4.16) 
47(4.14) 
51(4.12) 
49(4.09) 
45(4.09) 

6 
37.5 

56(4.03) 
60(4.00) 
58(3.95) 
59(3.93) 
53(3.86) 
48(3.82) 
46(3.77) 
53(3.65) 
50(3.55) 
55(3.54) 

10 
62.5 

16 
100.0% 

Educative 
Process 

12(4.37) 
11(4.36) 
25(4.34) 
13(4.24) 
19(4.20) 
28(4.14) 
18(4.14) 
17(4.14) 
27(4.09) 

9 
52.9 

22(4.04) 
15(4.04) 
23(4.02) 
24(3.96) 
20(3.96) 
14(3.96) 
16(3.89) 
21(3.86) 

8 
47.1 

17 
100.0% 

Research 

0 = 0 

0 
1.0 

63(3.94) 

62(3.83) 
65(3.66) 
64(3.65) 
66(3.43) 

5 
100.0 

5 
100.0% 

* Statement number 
** Consensus number or item weight 
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in this concept was Number 5 "Comprehend that belief and value 

patterns embracing a philosophy can change with education and/or 

experience". The lowest statement Number 4 "Identify objectively the 

differing values and beliefs of others to clarify one's own philosophy". 

Items in this concept are presented in Table 4. 

Within the "professional role of the teacher" eleven of the 

eighteen statements fell above the mean and seven (38.9 percent) below. 

Item 34 had highest consensus number in this concept (4.45). This was 

to "Display loyality to the kindergarten and teaching profession through 

speech and actions". At the bottom of the concept was item 44 (3.62) 

"Identify and participate in such programs as those concerned with 

education, child welfare, and piiblic health, as a means of contributing 

to the well-being of the young child or pre-school children". Again, 

all items were within the adequate competence range. (Refer to Table 5) 

In examination of the statements related to the concept of 

"program planning," six (37.5 percent) ranked above the mean and ten of 

the sixteen statements (62.5 percent) ranked below. At the top was 

statement nvimber 54 (4.25) "Comprehend that program improvement evolves 

from the growth of the teacher through continuing education, evaluation, 

and experimentation". At the bottom of those statements ranked below 

the mean was number 55 (3.54) "Utilize kindergarten education resources 

of the State Department of Education and teacher education institutions 

to improve the local kindergarten program". (See Table 6) 

In the second largest group of competence statements related to 

one concept, a total of seventeen were concerned with the "educative 
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TABLE 4 

COMPETENCE STATEMENTS RANKED ACCORDING TO CONSENSUS NUMBER 
FOR THE CONCEPT "PHILOSOPHY OF 

KINDERGARTEN EDUCATION" 

N = 9 

Item Consensus 
No. Item Number 

5. Comprehend that belief and value patterns embracing a 
philosophy can change with education and/or experience 4.18 

Total Group Mean x = 4.06 

8. Comprehend that the behavior of others is perceived by 
the teacher according to one's own pattern of meaning 4.04 
and value 

6. Be objective and positive in the perception of the 
values of others 3.95 

2. Develop a personal philosophy of kindergarten education 
through certical analysis and synthesis of one's own 3.90 
beliefs and values 

7. Examine and test objectively the consequences of one's own 
values and beliefs through direct or vicarious contacts 3.85 
with diverse cultural groups 

3. Identify values which give direction to thought and 
action for goal realization in teaching 3.82 

1. Develop an educational philosophy that is composed of 
beliefs about kindergarten education, and life which 
serves as the basis for actions and programs 3.81 

9. Identify contemporary social issues and practices 
which can affect kindergarten programs 3.75 

4. Identify objectively the differing values and beliefs 
of others to clairfy one's own philosophy 3.68 
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TABLE 5 

COMPETENCE STATEMENTS RANKED ACCORDING TO CONSENSUS NUMBER 
FOR THE CONCEPT "PROFESSIONAL ROLE IN 

KINDERGARTEN EDUCATION" 

N = 18 

Item 
No. Item 

Consensus 
Number 

34. Display loyalty to the kindergarten and teaching 
profession through speech and actions 

30. Exhibit behavior and practices consistent with the 
professional role of a kindergarten teacher 

31. Demonstrate interest in the welfare of the profes
sion through commitment to the role of the teacher 

39. Be objective, self-directive, and strive for improve
ment in own teaching 

33. Cultivate a positive approach to teaching, learning, 
cuid living 

32. Demonstrate integrity and professional ethics in 
interpersonal relationships with others 

41. Gain personal satisfaction from continued profes
sional growth and self-growth and self-directed 
improvement in teaching 

26. Speak and organize thoughts so that students understand 
ideas and explanations 

43. Experience satisfying interpersonal relationships by 
recognition of the basic needs of other individuals 

29. Demonstrate a commitment to the improvement of kinder
garten education through program goals 

42. Establish and maintain positive interpersonal relation
ships with associates, administrators, students, and 
parents through clear communication 

4.45 

4.42 

4.41 

4.40 

4.39 

4.37 

4.34 

4.19 

4.17 

4.14 

4.11 

Total Group Mean X = 4.06 
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TABLE 5~Continued 

Item Consensus 
No. Item Number 

37. Demonstrate professional interest through membership 
in professional orgcmizations 4.03 

10. Use knowledge of the basic needs of child development 
to foster positive relationships which affect learning 4.02 

38. Maintain a satisfactory balance in the management of 
personal and professional responsibilities 3.98 

40. Maintain a satisfactory balance in the management of 
personal amd professional responsibilities 3.94 

35. Plam and participate in opportunities for professional 
growth such as reading and advanced study 3.67 

36. Participate and interact with others in professional 
orgemizations and activities as one means of continued 
growth in early childhood education 3.66 

44. Identify and participate in such programs as those 
concerned with education, child welfare, and public 
health, as a means of contributing to the well-being 
of the young child or pre-school children 
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TABLE 6 
« 

COMPETENCE STATEMENTS RANKED ACCORDING TO CONSENSUS NUMBER 
FOR THE CONCEPT "PROGRAM PLANNING IN 

KINDERGARTEN EDUCATION" 

N = 16 

Item Consensus 
No. Item Number 

54. Comprehend that program improvement evolves from the 
growth of the teacher through continuing education, 4.25 
evaluation, and experimentation 

57. Organize kindergarten subject matter around concepts 
and generalizations to increase the young childs' 4.16 
transfer of learning to other situations 

47. Develop the kindergarten program within the boundaries 
of the school philosophy and policies 4.14 

51. Comprehend that the kindergarten program is strength
ened when developmental characteristics, needs, and 
concerns of the learners are considered in planning 4.12 

49. Plan a program which coordinates the philosophy and 
the curriculum of both the school and the kindergarten 4.09 
program 

45. Include all aspects in the kindergarten program for 
which the school assumes responsibility and gives 4.09 
guidance 

Total Group Mean x = 4.06 

56. Plan and execute the most comprehensive kindergarten 
program possible in terms of the resources, aids, and 4.03 
facilities available 

60. Use a variety of procedures to evaluate the growth of 
the young child in all areas of development (social, 
emotional, intellectual, and physical growth) 4.00 

58. Plan a sequence of successive learning experiences in 
the kindergarten program to provide both depth and 3.95 
breadth 
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TABLE 6—Continued 

I tem 
No. I tem N\junber 

Consensus 

59. Use evaluation as a means of improving and planning 
future learning experiences 3.93 

52. Use a variety of means to study the complexity of 
behavior which identifies the needs of the learners 3.86 

48. Collect and utilize valid information about the 
community, the families, the students, and the 
school as a basis for curriculum decisions about 
the kindergarten program 

46. Focus the kindergarten program on personal develop
ment of the young child amd family education for the 3.77 
pairents 

53. Identify contemporary responsibilities of the family 
group in planning a fiinctional kindergarten program 3.65 

50. Consider and appraise societal changes and needs 
which have direct implications for program planning 3.55 

55. Utilize kindergarten education resources of the State 
Department of Education and teacher education institu
tions to improve the local kindergarten programs 3.54 

process in teaching kindergarten". Nine of these (52.9 percent) were 

ranked above the mean and 47.1 percent below. The range of scores 

was from 4.37 to 3.86. The highest, statement nxomber 12 (4.37) was 

"Comprehend how self-acceptance influences one's acceptance of others" 

At the other end of the series was number 21 (3.86) which was "Use 

evaluation of learning experiences to promote continued student 

learning". (See Table 7) 
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TABLE 7 

COMPETENCE STATEMENTS RANKED ACCORDING TO CONSENSUS NUMBER 
FOR THE CONCEPT "EDUCATIVE PROCESS IN TEACHING 

KINDERGARTEN EDUCATION" 

N = 17 

Item Consensus 
No. Item Nxomber 

12. Comprehend how self-acceptance influences one's 
acceptance of others 4.37 

11. Recognize how teacher acceptance of individual differ
ences among students affects interpersonal relationships 4.36 
of the yoiing child in the classroom 

25. Incorporate a variety of learning experiences so that 
all students experience some degree of success and 4.34 
satisfaction 

13. Recognize how clarity of communication may affect inter
personal relations with others 4.24 

19. Use a variety of teaching techniques and resources to 
provide for differences in learners' needs, interests, 4.20 
and abilities 

28. Select subject matter content and learning experiences 
appropriate for specific needs of students with which 4.14 
they can identify 

18. Motive continued learning of the young child by provid
ing experiences which produce a sense of accomplishment 4.14 
satisfaction 

17. Plan a variety of learning experiences and means of 
evaluation which enable students to succeed according 4.14 
to their ability, resources, and experiences 

27. Use teaching methods which foster interaction among 
students to promote social learning 4.09 

Total Group Mean x = 4.06 

22. Adjust initial teacher planning according to the 
individual needs of students and limitations of the 4.04 
situation 
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Item 
No. Item 

Consensus 
Number 

15. 

23. 

24. 

20. 

14. 

16, 

21. 

Stimulate learner motivation by provision of 
appropriate subject matter content 

Plan learning experiences which foster a variety of 
behaviors such as intellectual development, 
attitude development, and recognition of values 

Use teaching methods in which the teacher is skilled 
and which are suitable for the learners, objectives 
to be obtained, and the content to be taught 

Develop skill in moderating discussions and in asking 
questions which enables students to succeed in develop
ing concepts or generalizations 

Develop lessons and units with specific objectives 
which define learning experiences, student behavior, 
concepts, expected level of achievement, and evalua
tion procedures 

Coordinate theory and practical application of subject 
matter to promote continued learning 

Use evaluation of learning experiences to promote 
continued student learning 

4.04 

4.02 

3.96 

3.96 

3.96 

3.89 

3.86 

All competence statements related to the concept of "research 

in kindergarten education," ranked below the mean consensus average 

of 4.06. At the top of this group was item number 63 (3.94), 

"Recognize research as a means of discovering new knowledge which can 

give direction to content or methods of teaching". At the bottom was 

number 66 (3.43) which ranked at the bottom of the group of sixty-five 

competence statements and for the total 119 items as well. This 
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statement was "Interpret and utilize research in solving problems 

related to kindergarten teaching". (Refer to Table 8) 

TABLE 8 

COMPETENCE STATEMENTS RANKED ACCORDING TO CONSENSUS NUMBER 
FOR THE CONCEPT "RESEARCH IN 

KINDERGARTEN EDUCATION" 

N = 5 

Item 
No. Item 

Consensus 
Number 

Total Group Mean 

63. Recognize research as a means of discovering new 
knowledge which can give direction to content or 
methods of teaching 

62. Recognize that instructional methods are/or can be 
developed and tested through research 

65. Comprehend research literature such as that found in 
educational journals, such as NEA journals 

64. Utilize research findings to give direction to 
content or methods used in kindergarten teaching 

66. Interpret and utilize research in solving problems 
related to kindergarten teaching 

X = 4.06 

3.94 

3.83 

3.66 

3.65 

3.43 

Kindergarten Teachers' Self Assessed Ratings According to 

Degrees of Competence Using 119 Competence Statements 

According to the interpretation of the conceptual linear continuum 

(see Chapter III, p. 52 ), the kindertarten teachers' self-assessed 

ratings according to the competence statement consensus numbers fell in 

one of three categories. One hundred sixteen (97.47 percent) of the 119 

statements were distributed in the category of "adequate" competence. 
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two (1.68 percent) statements fell in the category of "superior" 

con^etence, and one (.84 percent) statements fell in the category 

of "moderate" competence. None of the statements received a 

consensus nuniber rating below the "moderately" competent range. 

Table 9 illustrates the distribution of statement consensus numbers 

according to the defined degrees of competence. 

TABLE 9 

STATEMENT DISTRIBUTION ACCORDING TO DEGREE OF COMPETENCE 
AS SELF-ASSESSED BY KINDERGARTEN TEACHERS 

N = 119 

Nxmiierical 
Range 

1.0 - 1.4 

1.5 - 2.4 

2.5 - 3.4 

3.5 - 4.4 

4.5 - 5.0 

Degree Of 
Competence 

Inadequate 

Little 

Moderate 

Adequate 

Superior 
TOTAL 

Number Of 
S tatements 

0 

0 

1 

116 

2 
119 

Percentage Of 
Statements 

0 

0 

.84 

97.47 

1.68 
99.99 

Kindergarten Teachers' Self-Assessed Ratings According to 

Degrees of Competence and Grouped According to the 

Five Major Concepts Using Sixty-Five 

Competence Statements 

When the 65 statement consensus numbers were ranked according to 

the five major concepts they represented, 64 (99 percent) ranked in the 

"adequate" competent range. Only one statement was ranked in the 
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"moderately" competent range. This statement was concerned with 

the concept of "research," as mentioned previously. (See Table 10) 

None of the sixty-five statements received a consensus number 

rating below the "moderately" competent range, nor above "adequately" 

competent range as defined for the study. 

Question 2: Examination of the Kindergarten Teachers' 

Self-Assessed Competence Scores When Associated 

with Selected Independent Variables 

In Question 2 the focus shifts from items and major concepts 

to self-assessed teacher competence scores and the relationship of 

these, if any, to the seven independent variables as stated in Chapter 

I. Analysis of the 119 items in the research questionnaire indicates 

an almost unanimous feeling of adequate competence on the part of these 

teachers. One hundred sixteen of the 119 items were so rated, while 

two fell in the "superior" category and one in the "moderate competence" 

category. This should make any significant difference between the 

groups of independent variables even more socially significant. 

The analysis of data pertaining to research Question 2 is organized 

in seven sections which follow according to the respective independent 

variables related to the stem statement in Chapter I "Will there be 

significant difference in the Texas kindergarten teachers' self-assessed 

competence scores when associated with:". The rationale used for 

ranking the kindergarten teachers' self-assessed competence scores for 

each variable is discussed prior to citing the findings and the 

conclusions drawn. 
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The lowest competence score for an individual kindergarten 

teacher was 2.995 while the highest was 4.995. The range was 2.000. 

(See Table 11 for distribution of the teachers' competence scores) 

All but thirty-two of the kindergarten teachers (63.21 percent) 

assessed themselves individually as "adequately" competent. Of the 

remaining 36.69 percent, twenty-one teachers (24.13 percent) assessed 

themselves as having "superior" competence, while the remaining 

eleven teachers (12.64 percent) ranked themselves as moderately, 

competent. 

In the material below only the independent variable will be 

stated instead of the entire question which the reader should assume. 

These will be identified by a, b, c, etc. 

Question 2 (a): Teacher Scores and Years of Kindergarten 

Teaching Experience: 

The number of years of kindergarten teaching experience of 

subjects included in the study ranged from zero to ten years. The 

mean (x) or average number of years was 3.08. The majority of the 

teachers had a relatively small amount of kindergarten teaching experi

ence. Forty of the total group were second-year teachers with one 

year teaching experience and only one teacher had taught in kinder

garten as long as ten years. Table 12 presents the distribution of 

kindergarten teaching experience of the eighty-seven subjects included 

in the study. 

When the self-assessed competence scores of the eighty-seven 

teachers were ranked below and above the mean years of teaching 
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TABLE 11 

INDIVIDUAL TEACHER COMPETENCE AVERAGES ASSOCIATED 
WITH INDEPENDENT VARIABLES 

INDIVIDUAL COMPETANCE SCORES 
RANKED AND TALLIED 

INTERVAL 

2.795 

2.895 

2.995 

3.095 

3.195 

3.295 

3.395 

3.495 

3.595 

3.695 

3.795 

3.895 

3.995 

4.095 

4.195 

4.295 

4.395 

4.495 

4.595 

4.695 

4.795 

4.895 

4.995 

-

-

-

-

-

-

-

-

-

-

-

-

-

-

-

-

-

-

-

-

-

-

-

2.895 

2.995 

3.095 

3.195 

3.295 

3.395 

3.495 

3.595 

3.695 

3.795 

3.895 

3.995 

4.095 

4.195 

4.295 

4.395 

4.495 

4.595 

4.695 

4.795 

4.895 

4.995 

5.095 

TALLY 

0 

1 

0 

2 

1 

1 

6 

5 

7 

6 

8 

3 

7 

6 

3 

4 

6 

6 

4 

2 

8 

1 

0 

CUM. FREQ. 

0 

1 

1 

3 

4 

5 

11 

16 

23 

29 

37 

40 

47 

53 

56 

60 

66 

72 

76 

78 

86 

87 

87 



77 

TABLE 12 

DISTRIBUTION OF YEARS OF PREVIOUS KINDERGARTEN TEACHING EXPERIENCE 
REPRESENTED BY THE EIGHTY-SEVEN TEXAS CERTIFIED 

KINDERGARTEN TEACHERS 

Years of Kindergarten Nimvber of Teachers 
Teaching Experience N = 87 

Less than 1 01 

1 07 

2 40 

3 12 

4 09 

5 08 

6 06 

7 02 

8 00 

9 

10 

01 

01 

experience the resulting "Z" score was 1.61. This "Z" score had a 

two-tailed probability of .1074 which was greater than the .05 level of 

confidence. It was, therefore , concluded that the kindergarten 

teachers' self-assessed competence scores were not significantly 

associated with years of previous teaching experience in kindergarten. 

Question 2 (b): Teachers Scores and Highest Degree Earned: 

Of the eighty-seven kindergarten teachers included in the study, 

thirteen had attained a Masters of Science (M.S.) degree in education 
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emd the remaining seventy-four held a Bachelor of Science (B.S.) 

or Bachelor of Arts (B.A.) degree in Education. The phrase "highest 

degree earned" was self explanatory to this group of subjects. 

The B.S. or B.A. graduates and the M.S. graduates were ranked by 

competence scores within their respective degrees. The resulting "Z" 

score of 2.12 had a corresponding two-tailed probability of .034 which 

was less than the predetermined .05 level of confidence. There appears 

to be a statistically significant correlation between the subjects' 

self-assessed competence scores and possession of the Masters degree. 

Question 2 (c): Teachers Scores and Average Number of Kinder

garten Students Taught Per Class Each Day: 

According to the mean number of kindergarten students that 

each teacher had per class each day, the self-assessed competence 

scores for the eighty-seven subjects were ranked as to large classes 

versus small classes. Forty-two teachers were identified with large 

classes (28 or more) and forty-five with small classes (27 or less)-

The calculations produced a "Z" score of .67 which yielded a two-

tailed probability of .5028. Since "P" was greater than .05, it was 

concluded that the subjects' scores were not associated with the size of 

the classes being taught. 

Question 2 (d): Teachers Scores and Membership In Selected 

Professional Organizations: 

Twenty sxobjects' were ranked in group N^ as having membership in 

N.E.A. and/or T.S.T.A. and other memberships. Sixty subjects were 

ranked in group N as having membership in N.E.A. and/or T.S.T.A. only. 

Seven subjects did not belong to any professional organization, and 
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therefore were not included in this part of the study. The resulting 

two-tailed probability of .0052 for the calculated "Z" score of 2.45 

was significant at the .05 level of confidence. Higher competence 

scores were associated with membership in N.E.A. and/or T.S.T.A. and 

other professional organizations. 

Question 2 (e): Teachers Scores and Undergraduate Collegiate 

Grade Point Average: 

The kindergarten teachers were asked to check one of four 

categories which represented their undergraduate collegiate grade point 

average. The ranges represented by the two categories were as follows: 

4 - Point Scale 3 - Point Scale 

4.0 - 3.0 3.0 - 2.0 

2.9 & below 1.9 & below 

All data pertaining to the 3 - Point Scale was converted to a 

4 - Point Scale equivalency. The eighty-seven teachers' competence 

scores were then ranked in one of two groups according to the respective 

grade point average. A grade point average of 3.0 and above or a 

grade point average of 2.9 and below provided the groups for ranking the 

scores. Twenty-nine subjects were ranked in group N (3.0 or above) and 

fifty-eight subjects were ranked in group N (2.9 or below). The "Z" 

value obtained was .3 which corresponded to a two-tailed probability of 

.7642 which was much greater than the predetermined .05 level of confi

dence. The kindergarten teachers' self-assessed competence scores were 

not associated with imdergraduate collegiate grade point averages. 
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Question 2 (f): Teachers Scores and Number of Child Development 

Classes Completed in the Home Economics Department (Area of Home and 

Family Life): 

Of the eighty-seven subjects included in the study thirty-two 

kindergarten teachers had successfully completed one or more child 

development classes in the Home Economics Department (Area of Home and 

Family Life) and were ranked in group N. . The remaining fifty-five 

kindergarten teachers had not completed any in Child Development 

classes in the Home Economics Department (Area of Home and Family Life) 

and were rauiked in group N-. The resulting "Z" score of .45 had a 

corresponding two-tailed probability of .6528 which was not significant 

at the .05 level of confidence. 

Question 2 (g): Teachers Scores and Age of the Kindergarten 

Teacher: 

The average age of the subjects included in the study was 

32. Thirty-seven kindergarten teachers were 33 years of age or 

older and were ranked in group N,. Fifty kindergarten teachers were 

32 years of age or younger and were ranked in group N^. The resulting 

"Z" score of 2.79 had a two-tailed probability of .0052 which was 

significant at the 0.5 level of confidence. It was concluded that 

there is a significant relationship between the kindergarten teachers' 

self-assessed competence scores and the age of the kindergarten teacher, 

See Table 13 for summation of statistical tests performed. 
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Question 3: What Recommendations do These Teachers 

Have For Change of Kindergarten Teacher 

Preparation Programs? 

The analysis of data from Question 3 focuses on recommenda

tions and suggestions offered by the kindergarten teachers. These 

recommendations and suggestions were cited for consideration in 

reorganizing and extending the present methods of kindergarten teacher 

training. With this in mind the researcher tried to follow a logical 

sequence in the grouping of this data in regard to the kindergarten 

teacher training curriculum in general. (See Appendix G) 

The kindergarten teachers indicated a need for additional 

training in the following areas of academic specialization: 

1. Child Development 

2. Special Education 

3. Spanish 

4. Psychology 

5. Evaluation/Testing 

The above areas are listed according to the number of references the 

teachers as a group made to them in regard to the seven items in Part V 

of the questionnaire. 

The teachers also expressed a need for professional courses in 

curriculum and instruction, and content courses which provide the basis 

for kindergarten programs, methods, and materials. 

Forty-seven teachers expressed a desire to belong to a state 

kindergarten association, and stated that they would become members if 

the Texas Education Association would sponsor such an association. 
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Summary 

The questionnaire responses from eighty-seven kindergarten 

teachers were analyzed to determine: 1) how kindergarten teachers 

assessed themselves with respect to the 119 competence statements, 

2) whether or not the competence scores computed for the kindergarten 

teachers were significantly associated with any of the seven variables 

identified for the study, and 3) what recommendations and suggestions 

they might have for teacher education programs. The findings were 

analyzed in three parts according to the research questions stated. 

The data which was relevant to Research Question 1 were 

analyzed descriptively, using the mean and percentages to illustrate 

variations in the distribution of the competence statements. The 

competence statements were examined: 1) as a total group (119 state

ments) , and 2) by ranking the sixty-five competence statements within 

the five major concepts. Most kindergarten teachers rated themselves 

as "adequately" competent. They recognized greater weakness in the 

research area than in any other. 

In the analysis of data pertaining to Research Question 2, 

seven tests were performed using the Mann-Whitney U statistic to 

determine whether the kindergarten teachers' self-assessed competence 

scores were significantly associated with any of the seven variables. 

Of these, only three, highest degree held, age, and professionaal 

membership were found to be significantly associated with the kinder

garten teachers' ratings. A fourth variable, years of kindergarten 

teaching experience, approached significance (1.61) at .05 level. 
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Data pertaining to Research Question 3 indicated that although 

the teachers rated themselves more frequently as "adequately" 

conqpetent they cited a great need for additional training in nximerous 

subject matter areas. 



CHAPTER V 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

Restatement of the Problem 

The purposes of this study were to determine: 1) how Texas 

certified kindergarten teachers, who were teaching kindergarten 

(1973 - 1974) , would assess their own teaching ability according to 

a competence check list; 2) whether the kindergarten teachers' self-

assessed teaching competence was related to seven independent variables 

including: a) years of teaching experience in teaching kindergarten, 

b) highest degree earned, c) average nxomber of kindergarten students 

taught per class each day, d) membership in selected professional 

organizations, 3) undergraduate collegiate grade point average, 

f) number of child development classes completed in Home Economics 

Department (Area of Home and Family Life) , and g) age of the kinder

garten teacher; and 3) recommendations and suggestions these teachers 

would make for early childhood teachers' preparation programs in 

Texas. The data were descriptively analyzed using measures of central 

tendency and the Mann-Whitney U. "Z" scores were used to determine 

probabilities. 

The research design for this study was based on the analysis of 

literature, the theoretical framework as defined by teachers and 

administrators at national conferences, and the conceptual framework 

growing out of these previous research programs at the national level. 

A major limitation of the study was the use of a mailed question

naire. It was used because there was no other way to obtain data 
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on a statewide sample, and because it was used effectively by Carano 

in her research. 

The researcher recognizes that there are a great many problems 

associated with self-assessment. Some of these were presented earlier 

in connection with the research findings of Remmers. 

It is the belief of the researcher that the self-assessment 

question pertains to whether the data reflects one's attitude toward 

competence or the acceptance of one's self as a person. 

While the instrument used in the study is recognized as one of 

the most useful in behavioral research because it is easier to 

develop, and yields about the same results as similar instruments, 

the researcher is aware of its various weaknesses. This study, 

therefore, was not designed as the ultimate approach to resolving 

the question of how to measure teacher competence. It has been an 

attempt to explore a method of helping teachers look at themselves 

and their preparation for teaching, and defining their own needs 

for future professional growth. 

STommary of Findings 

A detailed findings of the study derived from the analysis and 

interpretation of the data are presented below as related to Research 

Questions 1, 2, and 3. 

In relation to Research Question 1: 

1. The kindergarten teachers were largely in agreement with 

regard to their level of competence. For the total group of eighty-

seven teachers and for the total 119 items the mean (4.06), and the 
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median (4.05) with a range of 1.07 indicated the extreme closeness of 

the responses. Further, 116 of the 119 items were assigned a teacher 

rating consensus score within the "adequate" competence range. 

2. The subjects in this study had scores which indicated their 

assessment of themselves as being "moderately" competent to "superior" 

competence. While part of this would surely be social expectation 

the rest would be indicative of their true feeling about their ability 

and accomplishments. Eleven (12.64 percent) rated themselves as 

"moderately" competent, fifty-five (63.21 percent) assessed them

selves as being "adequately" competent, and twenty-one (24.13 percent) 

indicated rating of "superior" competence. (See Figure 3) 

3. These teachers are more confident of competence in their 

professional role, and in the educational process than in the areas 

of philosophy, program planning, and research. Research was viewed 

as area of least competence. This was indicated by the grouping of 

items under these five major concepts by the nature of the item con

tent. The relative numbers of items above and below the group mean 

as indicated in Table 3 support this observation. 

In relation to Research Question 2: 

4. There was a significant relationship between a teacher's 

membership in professional organizations in addition to N.E.A./T.S.T.A 

and their rating of their competence. This was significant at the .01 

level of confidence. If members of N.E.A./T.S.T.A., only their rating 

was lower. 
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5. Teachers who were -Ider than the group mean had a higher 

rating of competence than did the younger teachers. This was signifi-

camt at the .005 level of confidence. 

6. Possession of a Masters degree is dir-ctly related to 

higher self-rating of competence. The difference between this group 

and those with Bachelors degrees was significant at the .03 level of 

confidence. 

7. While the years of experience teaching kindergarten were 

related to higher competence self ratings and approached the .05 

level of confidence, neither this factor nor the factors of class size, 

grade point average, or Child Development courses taken proved to 

be significant influences on self-assessed competence scores. 

In relation to Research Question 3: 

8. As a group the kindergarten teachers indicated a need for 

additional training in the five following major areas: 1) Child 

Development, 2) Special Education, 3) Spanish, 4) Psychology, and 

5) Evaluation/Testing. 

Conclusions 

Based on the results obtained and within the limitations of 

the study the following conclusions were made as related to Research 

Questions 1, 2, and 3. 

In relation to Research Question 1: 

1. The respondents were largely in agreement when the ratings 

or consensus numbers of the 119 competence statements were compared. 
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Their self-assessment did not fall below the range of "moderate" 

competence. 

2. The kindergarten teachers as a group perceived themselves 

as having "adequate" competence more frequently than "moderate" or 

"superior" competence in regard to the 119 competence statements. 

3. The kindergarten teachers as a whole perceived themselves 

as more competent for the concepts of "professional role of the 

kindergarten teacher" and "educational process in kindergarten educa

tion" than the did for the concepts of "philosophy," "program 

planning," and "research" when a comparison of the competence state

ment consensus nxombers relative to the five major concepts were 

compared. 

4. The kindergarten teachers perceived themselves as being 

less competent in relation to all of the competence statements re

lated to the concept "research", as compared to adequately competent 

in regard to the other four concepts. 

5. The majority of the kindergarten teachers graduates per

ceived themselves as "adequately" competent in the role of teaching 

kindergarten as defined by the 119 competence statements (check list) 

and according to individual kindergarten teachers' self-assessed 

competence scores. 

In relation to Research Question 2: 

6. The three independent variables with which the teachers' 

self-assessed competence scores were significantly correlated included 

highest degree held, professional membership, and the age of the 

kindergarten teacher. 
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7. Years of teaching eaqperience in kindergarten education, 

number of child development classes successfully completed, average 

nuinber of students taught per class each day (class size) and under

graduate college grade point average were not associated with the 

kindergarten teachers' self-assessed competence scores. 

In relation to Research Question 3: 

8. Kindergarten teachers as a whole indicated a need for 

additional training in a vast area of sxobject matter. 

Recommendations 

In view of the results of this study it is suggested that: 

1. The 119 item competence check list used for the present 

study be submitted to a jxiry of qualified experts for the purpose of 

rating them as to their importance in contributing to the factors 

being measured. 

2. That the 119 competence statement check list being used 

in the present study be revised to retain only those statements which 

could be assessed by another person by means of observation of the 

teacher, amd that a comparison of the kindergarten teachers' selv-

assessment be made with that of their administrator, principal, or 

one of their peers (another kindergarten teacher). 

3. A study be made using the revised competence check list 

to degermine whether the self-assessment of teaching competence of 

kindergarten student teachers of a particular institution (kinder

garten student teacher at Texas Tech) is similar to that of their 

college student teacher supervisor and cooperating teachers. 
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4. The competence statement check list (as so revised by a 

jury) from the present study be used to evaluate kindergarten teacher 

education programs to determine: 

a) where specific competencies are introduced in the pro

fessional education curriculxom sequence. 

b) how the competencies are developed through learning 

experiences provided in the professional kindergarten 

educational sequence. 

c) what sequence is provided in the professional kinder

garten education courses between the preservice and 

inservice levels to develop the competencies, and 

d) whether additional competencies could and should be added 

to the role of the certified kindergarten teacher. 

5. A study similar to the present study be made by the 

Texas Education Agency: and that the sxibjects irrespective of the 

institutions from which they graduated be more respective of the 

total population of kindergarten teachers in the state. The purpose: 

1) to define inservice education needs of the kindergarten teachers, 

and 2) to insure 100 percent participation in the study by having 

questionnaires distributed and/or sanctioned by the Texas Education 

Agency. 

6. In view of the findings of this study that a correlation 

study be done using not just years of teaching experience in teaching 

kindergarten but total years of teaching experience since the 

resulting "Z" was almost significant at the 1.61 level. 
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7. An enphasis be made to encourage students to continue 

their education beyond the baccaluareate degree because of the 

significaince correlation in regard to highest degree held. 

8. In view of the expressed desire of the kindergarten 

teachers for a state kindergarten association which would function 

under the auspices of T.E.A. the following recommendation is being 

made that perhaps the Texas Education Agency should review the 

feasibility of fontdng such an organization, particularly if the 

teachers view this as a means of achieving greater competence in 

their teaching. 

Sxommary 

The results of this study show that while Texas kindergarten 

teachers felt capable of evaluating their own teaching competence in 

the form of areas of strengths and weaknesses relating to their 

classroom teaching, they ranked themselves as a group below the mean 

in the following three statements pertaining to evaluation in the 

study: 

1. Use evaluation as a means of improving and planning future 

learning experiences. 

2. Use a variety of procedures to evaluate the growth of the 

young child in all areas of development. 

3. Use evaluation of learning experiences to promote continued 

student learning. 

This ranking indicated a lesser degree of capability in regard 

to evaluating what goes on in the classroom. They also expressed 
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a need for further training in the area of evaluation and included 

it in their recommendations for reorganizing and extending the 

present method of kindergarten training. 
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APPENDIX A 

April 30, 1975 

Dear Kindergarten Teacher: 

As a candidate for a Masters Degree in the College of Home 
Economics at Texas Tech University, I am presently engaged in com
pleting the research for my thesis. The study is concerned with 
statements of teacher competence which represent a core of basic 
learnings considered to be important in the preparation of kinder
garten teachers. 

You have been selected from among the presently employed 
Texas state kindergarten teachers to participate in the study. 
Your responses will aid in evaluating the present kindergarten state 
certification curriculum and will make an important contribution to 
my research; thus it is hoped that you will take a few minutes of 
your valuable time to complete the enclosed questionnaire. The 
enclosed check list does not presume to offer criticism of your 
teaching in any way and need not be signed. It is assumed that all 
of us have strong and weak points as teachers and the objective of 
this investigation is to locate areas in which certified kinder
garten teachers feel professional competences or weaknesses. 

Enclosed is a self-addressed, stamped envelope for your 
convenience in returning the research instrument. Please return 
the questionnaire by May 12, or sooner. Your assistance will be 
greatly appreciated. 

Sincerely 

Mrs. Ida Porter 
Graduate Student 

Dr. Stanley Earl Fowler 
Adviser 

Enclosure 
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Number 

APPENDIX B 
QUESTIONNAIRE ON SELF-ASSESSED TEACHER COMPETENCE 

Competence Inventory 

All Statements are to be considered in relation to your experience 
with kindergarten children.! There is no wrong or right answer as 
you will be checking the column that you feel is the best answer for 
you. 

Directions: Check (v ) each of the following statements according 
to the degree of competence that you feel you have in 
teaching kindergarten, using a value from one to five 
as defined below: 

5 
I 

least 
competent 

moderately 
competent 

most 
competent 

Degree of 
Competence 

Example: Recognize that internalized values of the teacher 
are controlling forces on the behavior of the 
teacher 

I. COMPETENCE CHECK LIST 

Indicate the extent that you are able to: 

1. Develop an educational philosophy that is composed of 
beliefs about kindergarten education, and life which 
serves as the basis for actions and programs 

1 2 3 

1/ 

4 

/ 

5 

Listed on the following pages are teacher competency statements 
which have been adapted from materials prepared: (1) by a task force 
of specialists in early childhood education and child development in 
cooperation with the U. S. Office of Child Development, "Child 
Development Associate Training Guide," and (2) by M. K. Carano, as 
developed in connection with her dissertation, "A Study of Home Econom
ics Teachers' Self-Assessed Teaching Competence." 
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Degree of 
Competence 

Indicate the extent that you are able to: 

2. Develop a personal philosophy of kindergarten education 
through critical analysis and synthesis of one's own 
beliefs and values 

3. Identify values which give direction to thought and 
action for goal realization in teaching 

4. Identify objectively the differing values and beliefs of 
Others to clarify one's own philosophy 

5. Comprehend that belief and value patterns embracing 
a philosophy can change with education and/or 
experience 

6. Be objective and positive in the perception of the values 
of others 

7. Examine and test objectively the consequences of one's 
own values and beliefs through direct or vicarious 
contacts with diverse cultural groups 

8. Comprehend that the behavior of others is perceived 
by the teacher according to one's own pattern of 
meaning and value 

9. Identify contemporary social issues and practices which 
can affect kindergarten programs 

10. Use knowledge of the basic needs of child development 
to foster positive relationships which affect learning 

11. Recognize how teacher acceptance of individual 
differences among students affects interpersonal 
relationships of the young child in the classroom 

12. Comprehend how self-acceptance influences one's 
acceptance of others 

13. Recognize how clarity of communication may affect 
interpersonal relations with others 

14. Develop lessons and units with specific objectives 
which define learning experiences, student behavior, 
concepts, expected level of achievement, and evalua
tion procedures 

1 2 3 4 5 
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Degree Of 
Competence 

15. 

16. 

17. 

18. 

19. 

20. 

21. 

22. 

23. 

24. 

25. 

26. 

27. 

Indicate the extent that you are able to: 

Stimulate learner motivation by provision of 
appropriate subject matter content 

Coordinate theory and practical application of 
subject matter to promote continued learning 

Plan a variety of learning experiences and means of 
evaluation which enable students to succeed according 
to their ability, resources, and experiences 

Motive continued learning of the young child by 
providing experiences which produce a'sense of 
accomplishment and satisfaction 

Use a variety of teaching techniques and resources 
to provide for differences in learners' needs, 
interests, and abilities 

Develop skill in moderating discussions and in 
asking questions which enables students to 
succeed in developing concepts or generalizations 

Use evaluation of learning experiences to promote 
continued student learning 

Adjust initial teacher planning according to the 
individual needs of students and limitations of 
the situation 

Plan learning experiences which foster a variety of 
behaviors such as intellectual development, attitude 
development, and recognition of values 

Use teaching methods in which the teacher is skilled 
and which are suitable for the learners, objectives 
to be obtained, and the content to be taught 

Incorporate a variety of learning experiences so that 
all students experience some degree of success 
satisfaction 

and 

Speak and organize thoughts so that students under
stand ideas and explanations 

Use teaching methods which foster interaction among 
students to promote social learning 

1 2 3 4 5 
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Indicate the extent that you are able to: 

28. Select subject matter content and learning experiences 
appropriate for specific needs of students and with 
which they can identify 

29. Demonstrate a commitment to the improvement of 
kindergarten education through program goals 

30. Exhibit behavior and practices consistent with the 
professional role of a kindergarten teacher 

31. Demonstrate interest in the welfare of the profession 
through commitment to the role of the teacher 

32. Demonstrate integrity and professional ethics in 
interpersonal relationships with others 

33. Cultivate a positive approach to teaching, learning, 
and living 

34. Display loyalty to the kindergarten and teaching 
profession through speech and actions 

35. Plan and participate in opportunities for profes
sional growth such as reading and advanced study 

36. Participate and interact with others in professional 
organizations and activities as one means of 
continued growth in early childhood education 

37. Demonstrate professional interest through member
ship in professional organizations 

38. Maintain a satisfactory balance in the management of 
personal and professional responsibilities 

39. Be objective, self-directive, and strive for 
improvement in own teaching 

40. Maintain a satisfactory balance in the management of 
personal and professional responsibilities 

41. Gain personal satisfaction from continued professional 
growth and self-growth and self-directed improvement 
in teaching 

Degree Of 
Competence 

1 2 3 4 5 
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Degree Of 
Competence 

Indicate the extent that you are able to: 

42. Establish and maintain positive interpersonal 
relationships with associates, administrators. 
Students, and parents through clear communica
tion 

43. Experience satisfying interpersonal relationships 
by recognition of the basic needs of other indivi
duals 

44. Identify and participate in such programs as those 
concerned with education, child welfare, and public 
health, as a means of contributing to the well-
being of the young child or pre-school children 

45. Include all aspects in the kindergarten program 
for which the school assumes responsibility and 
gives guidance 

46. Focus the kindergarten program on personal 
development of the young child and family educa
tion for the parents 

47. Develop the kindergarten program within the 
boundaries of the school philosophy and 
policies 

48. Collect and utilize valid information about the 
community, the families, the students, and the 
school as a basis for cufficulum decisions about 
the kindergarten program 

49. Plan a program which coordinates the philosophy 
and the curriculum of both the school and the 
kindergarten program 

50. Consider and appraise societal changes and needs 
which have direct implications for program 
planning 

51. Comprehend that the kindergarten program is 
strengthened when developmental characteristics, 
needs, and concerns of the learners are 
considered in planning 

52. Use a variety of means to study the complexity of 
behavior which identifies the needs of the learners 

1 2 3 4 5 
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Indicate the extent that you are able to: 

53. Identify contemporary responsibilities of the family 
group in planning a functional kindergarten program 

54. Comprehend that program improvement evolves from 
the growth of the teacher through continuing educa
tion, evaluation, and experimentation 

55. Utilize kindergarten education resources of the State 
Department of Education and teacher education institu
tions to improve the local kindergarten program 

56. Plan and execute the most comprehensive kindergarten 
program possible in terms of the resources, aids, and 
facilities available 

57. Organize kindergarten subject matter around concepts 
and generalizations to increase the young child's 
transfer of learning to other situations 

58. Plan a sequence of successive learning experiences 
in the kindergarten program to provide both depth 
and breadth 

59. Use evaluation as a means of improving and planning 
future learning experiences 

60. Use a variety of procedures to evaluate the growth of 
the young child in all areas of development (social, 
emotional, intellectual, and physical growth) 

61. Evaluate student progress and teacher effectiveness 
according to initial objectives 

62. Recognize that instructional methods are/or can be 
developed and tested through research 

63. Recognize research as a means of discovering new 
knowledge which can give direction to content or 
methods of teaching 

64. Utilize research findings to give direction to 
content or methods used in kindergarten teaching 

65. Comprehend research literature such as that found 
in educational journals, such as NEA journals 

Degree of 
Competence 

112131415 
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Indicate the extent that you are able to: 

66. Interpret and utilize research in solving problems 
related to kindergarten teaching 

Degree Of 
Competence 

112131415 

least 
competent 

moderately 
competent 

most 
competent 

II. BASIC COMPETENCIES CHECK LIST 

Indicate the extent that you are able to: 

A. Set up and Maintain a Safe and Healthful Learning 
Environment 

1. Organize space into functional areas recognizable by the 
children, e.g., block building, library, dramatic play, 
etc. 

2. Maintain a planned arrangement for furniture, equipment, 
and materials, and for large and small motor skills 
learning, and for play materials that is understandable 
to the children 

3. Organize the classroom so that it is possible for the 
children to be appropriately responsible for care 
of belongings and materials 

4. Arrange the setting to allow for active movement as 
well as quite intellectual activities 

5. Take preventive measures against hazards to physical 
safety 

6. Keep light, heat, and ventilation conditions at best 
possible levels 

7. Establish a planned sequence of active and quiet 
periods, of balance indoor and outdoor activities 

8. Provide for flexibility of planned arrangements of 
space and schedule to adjust to special circumstances 
and needs of a particular group of children or make use 
of special educational opportunities 
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Degree Of 
Competence 

Indicate the extent that you are able to: 

9. Recognize unusual behavior or symptoms which may 
indicate a need for health care 

Indicate the extent that you are able to: 

B. Advance Physical and Intellectual Competence 

1. Use the kind of materials, activities, and experiences 
that encourage exploring, experimenting, questioning, 
that help children fulfill curiosity, gain mastery, 
and progress toward higher levels of achievement 

2. Recognize and provide for the young child's basic 
impulses to explore the physical environment; 
master the problems that require skillful body 
coordination 

3. Increase knowledge of things in their world by 
Stimulating observation and providing for 
manipulative-constructive activities 

4. Use a variety of techniques for advancing language 
comprehension and usage in an atmosphere that encour
ages free verbal communication amoun children and 
between children and adults 

5. Work gradually toward recognition of the symbols 
for designating words and numbers 

6. Promote cognitive power by stimulating children to 
organize their experience (as it occurs incidentally 
or pre-planned for them) in terms of relationships 
and conceptual dimensions: classes of objects; 
similarities and differences; comparative size, 
amount, degree; orientation in time and space; 
growth and decay; origins; family kinship, causality 

7. Provide varied opportunities for children's active 
participation, independent choices, experimentation 
and problem-solving within the context of a structured 
organized setting and program 

8. Balance unstructured materials such as paint, clay, 
and blocks with structured materials that require 
specific procedures and skills; balance the use of 
techniques that invite exploration and independent 
discovery with techniques that demonstrate and 
instruct 

1 2 3 4 5 

j 
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Degree Of 
Competence 

Indicate the extent that you are able to: 

9. Stimulate focused activities: observing, attending, 
initiating, carrying through, raising questions, 
searching answers and solutions for the real problems 
that are encountered and reviewing the outcomes of 
experience 

10. Support expressive activities by providing a variety 
of creative art media, and allowing children freedom 
to symbolize in their own terms without imposition of 
standards of realistic representation 

11. Utilize, support and develop the play impulse, in its 
various symbolic and dramatic forms, as an essential 
component of the program; giving time, space, 
necessary materials and guidance in accord with its 
importance for deepening and clarifying thought and 
feeling in early childhood 

12. Extend children's knowledge, through direct and 
vicarious experience, of how things work, of what 
animals and plants need to live, of basic work 
processes necessary for everyday living 

13. Acquaint children with the people who keep things 
functioning in their immediate environment 

14. Understand the necessity for implementation of the 
above competence 

C. Build Positive Self-concept and Individual Strength 

1. Provide an environment of acceptance in which the 
child can grow toward a sense of positive identity 
as a boy/girl, as a member of his family and 
ethnic group, and as a competent individual with 
a place in the child community 

2. Give direct, realistic affirmation to the child's 
advancing skills, growing initiative and responsi
bility, increasing capacity for adaptation, and 
emerging interest in cooperation, in terms of the 
child's actual behavior 

1 2 3 4 5 
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Indicate the extent that you are able to: 

3. Demonstrate acceptance to the child by including his 
home language functionally in the group setting and 
helping him to use it as a bridge to another language 
for the sake of extended communication 

4. Deal with individual differences in children's style 
and pace of learning and in the social-emotional 
aspects of their life situations by adjusting the 
teacher-child relationship to individual needs, by 
using a variety of teaching methods and by maintaining 
flexible, progressive expectation 

5. Recognize when behavior reflects emotional conflicts 
around trust, possession, separation, rivalry, etc., 
and adapt the program of experiences, teacher-child 
and child-child relationships so as both to give 
support and to enlarge the capacity to face these 
problems realistically 

6. Be able to assess special needs of individual children 
and call in specialist help where necessary 

7. Keep a balance for the individual child between tasks 
and experiences from which he can enjoy feelings of 
mastery and success and those other tasks and experi
ences which are a suitable and stimulating challenge 
to him, yet not likely to lead to discouraging 
failure 

8. Assess levels of accomplishment for the individual 
child against the background of norms of attainment 
for a developmental stage, taking into careful con
sideration his individual strengths and weaknesses 
and considering opportunities he has or has not had 
for learning and development 

D. Organize and Sustain the Positive Functioning of 
Children and Adults in a Group in a Learning 
Environment 

1. Plan the program of activities for the children to 
include opportunities for playing and working together 
and sharing experiences and responsibilities with 
adults in a spirit of enjoyment as well as for the 
sake of social development 

Degree Of 
Competence 

1 2 3 4 5 

1 
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Degree Of 
Competence 

Indicate the extent that you are able to: 

2. Create an atmosphere through example and attitude 
where it is natural and acceptable to express feelings, 
both positive and negative--love, sympathy, enthusiasm, 
pain, frustration, loneliness or anger 

3. Establish a reasonable system of limits, rules and 
regulations to be understood, honored and protected 
by both children and adults, appropriate to the 
stage of development 

4. Foster acceptance and appreciation of cultural variety 
by children and adults as an enrichment of personal 
experience; develop projects that utilize cultural 
variation in the family population as resource for the 
educational program 

E. Bring About Optimal Coordination of Home and School 
Child-rearing Practices and Expectations 

1. Incorporate important elements of the cultural back
grounds of the families being served, food, language, 
music, holidays, etc., into the children's program in 
order to offer him continuity between home and center 
settings at this early stage of development 

2. Establish relationships with parents that facilitate 
the free flow of information about their children's 
lives inside and outside the school 

3. Communicate and interact with parents toward the goal 
of understanding and considering the priorities of 
their values for their children 

4. Perceive each child as a member of his particular family 
and work with his family to resolve disagreements 
between the family's life style with children and the 
center's handling of child behavior and images of 
good education 

5. Recognize and utilize the strengths and talents of 
parents as they may contribute to the development of 
their own children and give parents every possible 
opportunity to participate and enrich the group 
program 

1 2 3 4 5 
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F. Carry Out supplementary Responsibilities Related 
to the Children's Programs 

1. Make observations on the growth and development 
of individual children and changes in group behavior, 
formally or informally, verbally or in writing, and 
share this information with other staff involved in 
the program 

2. Engage with other staff in cooperative planning 
activities such as schedule or program changes 
indicated as necessary to meet particular needs of 
a given group of children or incorporation of new 
knowledge or techniques as these become available 
in the general field of early childhood education 

3. Be aware of management functions such as ordering 
of supplies and equipment, scheduling of staff time 
(helpers, volunteers, parent participants), monitor
ing food and transportation service, and safe-guarding 
health and safety needs 

4 Ability of foreseeing the need for the above competences 
and the ability to carry them out. In other words, how 
competent are you in this particular area? 

Degree Of 
Competence 

112131415 

PERSONAL CAPACITIES ESSENTIAL FOR TEACHERS 
OF YOUNG CHILDREN 

Indicate the extent that you are: 

1. Sensitive to children's feelings and qualities of 
young thinking 

2. Ready to listen to children in order to understand 
their meanings 

3 Able to utilize non-verbal forms and to adapt adult 
verbal language and style in order to maximize commum 
cation with the children 

4. Able to protect orderliness without sacrificing 
spontaneity and child-like exuberance 

5 Able to be differently perceptive of individuality 
and make positive use of individual differences with
in the child group 
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Indicate the extent that you are: 

6. Able to exercise control without being threatening 

7. Able to be emotionally responsive, taking pleasure 
in children's successes, and being supportive for their 
troubles and failures 

8. Able to bring humor and imaginativeness into the 
group situation 

9. Able to feel committed to maximizing the child's and 
his family's strengths and potentials 

Degree Of 
Competence 

1 2 3 4 5 

III. SPECIFIC DATA 

1. What is the total enrollment of the school where you are presently 
teachi ng? 

2. What is the total enrollment of the kindergarten classes which you 
are presently teaching? 

3. How many kindergarten classes do you teach each day? 

4. Number of Child Development classes successfully completed in 
Home Economics Department (Area of Home and Family Life) 

Indicate with a check ( ) which of the following categories most 
nearly represents your over-all undergraduate grade point average: 

On a 4-point scale 

4.0 to 3.0 

On a 3-point scale 

3.0 to 2.0 

2.9 & below 1.9 & below 
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IV. GENERAL DATA 

1. Age 

2. Undergraduate college attended 
Address 

3. Highest college degree held 

4. Year degree was awarded 

5. Over-all G.P.A.: Undergraduate_ Graduate 

6. Date of last college enrollment 

7. Area of specialization: Elementary Ed.__ 
Secondary Ed. Elementary Ed./Kindergarten 
Endorsement Other 

8. Type of teaching certificate: Provisional 
Professional Other 

9. Total credits in Early Childhood Education courses 

10. Total credits in Child Development (CD) courses taught in the 
following departmental areas: Psychology Early 
Childhood/Education Home Economics/Home and Family 
Life 

11. G.P.A. in Child Development courses 

12. Marital Status: Single Married Number of 
Children 

13. Total years of teaching experience since certification 

14. Total teaching experience in public Kindergarten Education 
(years) 

15. Current membership in Professional Organizations (for clarity 
please do not abbreviate) 

16. Professional Magazines subscribed to at present time 
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V. RECOMMENDATIONS AND SUGGESTIONS 

After reviewing your teaching competence, what suggestions would 
you make for reorganization and extensions of the present method 
of kindergarten training? 

1. I feel I need additional training in the following subject field 
to increase my present teacher effectiveness 

2. I feel I need additional opportunity to observe demonstration 
teaching in the following areas to increase my present teacher 
effectiveness 

3. I feel I need additional opportunity to collect teaching materials, 
to develop sample units of work and teaching programs in the 
following areas to increase my present teacher effectiveness 

4. I feel I need additional opportunity to work with children under 
supervision in the following areas 

5. Positive influences affecting my teaching competence_ 

6. Negative influences affecting my teaching competence_ 

7. Other suggestions and comments 

PLEASE VERIFY WHETHER EACH ITEM HAS BEEN COMPLETED AND RETURN 
THE QUESTIONNAIRE IN THE ENCLOSED ENVELOPE. 
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APPENDIX C 

NAMES AND LOCATION OF COLLEGES AND UNIVERSITIES 

REPRESENTED IN THE STUDY 

Abilene Christian College 
Abilene, Texas 

Baylor University 
Waco, Texas 

East Texas Baptist College 
Marshall, Texas 

East Texas State University 
Commerce, Texas 

Hardin Simmons University 
Abilene, Texas 

Incarnate Word College 
San Antonio, Texas 

Lamar University 
Beaxomont, Texas 

Midwestern University 
Wichita Falls, Texas 

North Texas State University 
Denton, Texas 

Prairie View University 
Prairie View, Texas 

Sam Houston State University 
Hvmts vi lie, Texas 

Southern Methodist University 
Dallas, Texas 

Southwest Texas State University 
San Marcos, Texas 

Stephen F. Austin State 
University 
Nacogdoches, Texas 

Sul Ross University 
Alpine, Texas 

Texas A & I University 
Kingsville, Texas 

Texas A S M University 
College Station, Texas 

Texas College 
Tyler, Texas 

Texas Tech University 
Lxobbock, Texas 

Texas Wesleyan College 
Ft. Worth, Texas 

Texas Womens University 
Denton, Texas 

Tillotson College 
Austin, Texas 

University of Houston 
Hous ton, Texas 

University of Texas 
Austin, Texas 

University of Texas 
El Paso, Texas 

West Texas State University 
Canyon, Texas 
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APPENDIX D 

PROFESSIONAL MAGAZINE SUBSCRIPTIONS AND 

PROFESSIONAL ORGANIZATION MEMBERSHIPS 

ACE Journal 

Academic Therapy Pxob. 

Childhood Education 

Dimensions 

Early Childhood 

Early Learning 

Early Times 

Early Years 

Educating Children 

E d u c a t i o n a l Foriom 

F o r c a s t 

Grade Teacher 

Graf t Pxobl icat ions 

HELP S e r i e s 

Hispanio 

Humpty Dxompty 

Instructor 

K-3 Bulletin 

Learning 

Monthly Highlight 

NEA Journal 

Psychology Today 

Teacher 

"Texas Classroom Teachers 
News" 

Texas Outlook 

Tcjday's Educat ion 

Young Chi ldren 
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A.C.E. Preschool 

American Association for Teachers of Spanish and Portuguese 

American Association of University Women 

Association of Childhood Education 

Association of Childhood Education International 

Bay Area Young Childrens Association 

Bilingual Association 

Classroom Teachers of Dallas 

Delta Kappa Gamma 

East Texas Area Association for Early Childhood 

Elementary, Kindergarten, Nxorsery Educators Association 

International Reading Association 

Kappa Delta Pi 

National Association for the Education of Yoxong Children 

N.E.A. 

Pi Epsilon 

San Antonio Teacher Council 

Southern Association on Children Under Six, The 

T.C.T.A. 

T.S.T.A. 

Texas Association of Childhood Educators 

Trans Pecos Teacher Association 

Womens Axoxiliaory to Providence Memorial Hospital 

Womens Department of Chamber of Commerce 
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APPENDIX E 

TABLE 14 

DISTRIBUTIONS OF COMPETENCE STATEMENTS 
BY CONSENSUS NUMBER 

RANGE N=119 TALLY 

0. 

1. 

3. 

8. 

5. 

14. 

14. 

20. 

20. 

6. 

14. 

12. 

2. 

0. 

3.295 -

3.395 -

3.495 -

3.595 -

3.695 -

3.795 -

3.895 -

3.995 -

4.095 -

4.195 -

4 .295 -

4.395 -

4.495 -

4.595 -

3.395 

3.495 

3.595 

3.695 

3.795 

3.895 

3.995 

4.095 

4.195 

4.295 

4.395 

4.495 

4.595 

4.695 
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TABLE 15 

STATEMENTS IN DESCENDING ORDER ACCORDING TO CONSENSUS NUMBERS 
AS RANKED BY THE TEXAS KINDERGARTEN TEACHERS 

ITEM N=119 CONSENSUS 
NO. ITEM NO. 

112. Ready to listen to children in order to understand 
their meanings 4.50 

69. Organize the classroom so that it is possible for the 
children to be appropriately responsible for care of 4.50 
belongings and materials 

67. Organize space into functional areas recognizable by 
the children, e.g., block building, library, dramatic 4.59 
play, etc. 

117. Able to be emotionally responsive, taking pleasiore in 
children's successes, and being supportive for their 4.47 
troxobles and failxores 

118. Able to bring hxomor and imaginativeness into the group 
situation 4.45 

73. Establish a planned sequence of active and quiet 
periods, of balance indoor and outdoor activities 4.45 

70. Arrange the setting to allow for active movement as 
well as quite intellectual activities 4.45 

34. Display loyalty to the kindergarten and teaching 
profession through speech and actions 

111. Sensitive to children's feelings and qualities of 
young thinking 

4.45 

4.44 

68. Maintain a planned arrangement for furniture, equip
ment, and materials, and for large and small motor ^^^^ 
skills learning, and for play materials that is 
xonderstandable to the children 

71. Take preventive measures against hazards to physical 
safety 

30. Exhibit behavior and practices consistent with the 
professional role of a kindergarten teacher 

4.43 

4.42 
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TABLE —Continued 

ITEM CONSENSUS 
NO. ITEM NO. 

31. Demonstrate interest in the welfare of the profession 
through commitment to the role of the teacher 4.41 

39. Be objective, self-directive, and strive for improve
ment in own teaching 4.40 

33. Cultivate a positive approach to teaching, learning, 
and living 4.39 

32. Demonstrate integrity and professional ethics in 
interpersonal relationships with others 4.37 

12. Comprehend how self-acceptance influences one's 
acceptance of others 4.37 

113. Able to utilize non-verbal forms and to adapt adult 
verbal language and style in order to maximize 4.36 
communication with the children 

89. Understand the necessity for implementation of the 
above competences ^ • ^^ 

72. Keep light, heat, and ventilation conditions at best 
possible levels H . JO 

11. Recognize how teacher acceptance of individual differ
ences among students affects interpersonal relation- 4.36 
ships of the young child in the classroom 

75. Recognize unusual behavior or symptoms which may 
indicate a need for health care 4-34 

74. Provide for flexibility of planned arrangements of 
space and schedule to adjust to special circumstances ^ 3 ^ 
and needs of a particular group of children or make use 
of special educational opportunities 

41. Gain personal satisfaction from continued professional 

growth and self-growth and self-directed improvement 4.34 

in teaching 

25. Incorporate a variety of learning experiences so that 
all students experience some degree of success and 4.34 
satisfaction 
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TABLE —Continued 

ITEM CONSENSUS 
NO. ITEM NO. 

100. Establish a reasonable system of limits, rules and 
regulations to be xonderstood, honored and protected 4.33 
by both children and adults, appropriate to the state 
of development 

90. Provide an environment of acceptance in which the 
child can grow toward a sense of positive identity 
as a boy/girl, as a member of his family and ethnic 4.33 
group, and as a competent individual with a place in 
the child commxonity 

99. Create an atmosphere through example and attitude 
where it is natural and acceptable to express feelings, 
both positive and negative—love, sympathy, enthusiasm, 4.32 
pain, frustration, loneliness or anger 

80. Work qradually toward recognition of the symbols for 
designating words and nxombers H.ZO 

98. Plan the program of activities for the children to 
include opportunities for playing and working together 
and sharing experiences and responsibilities with adults4.26 
in a spirit of enjoyment as well as for the sake of 
social development 

54. Comprehend that program improvement evolves from the 
growth of the teacher through continuing education, 
evaluation, and experimentation 

13. Recognize how clarity of communication may affect 
interpersonal relations with others 

4.25 

4.24 

91 Give direct, realistic affirmation to the child's 
advancing skills, growing initiative and responsibili-
ty, increasing capacity for adaptation, and emerging 4.̂ 1 
interest in cooperation, in terms of the child's 
actual behavior 

19. Use a variety of teaching techniques and resources to 
provide for differences in learners' needs, interests, 
and abilities 

4.20 
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TABLE —Continued 

ITEM 
NO. ITEM 

CONSENSUS 
NO. 

114. Able to protect orderliness without sacrificing 
spontaneity and child-like exxoberance 

95. Be able to assess special needs of individual 
children and call in specialist help where necessary 

88. Acquaint children with the people who keep things 
functioning in their immediate environment 

26. 

5. 

43. 

57. 

109, 

47, 

29, 

28. 

18. 

4.19 

4.19 

4.19 

Motive continued learning of the young child by pro
viding experiences which produce a sense of accom
plishment and satisfaction 

4.19 

4.18 

4.17 

4.16 

Speak and organize thoughts so that students under
stand ideas and explanations 

Comprehend that belief and value patterns embracing 
a philosophy can change with education and/or 
experience 

Experience satisfying interpersonal relationships by 
recignition of the basic needs of other individuals 

Organize kindergarten sxobject matter around concepts 
and generalizations to increase the young childs' 
transfer of learning to other situations 

Be aware of management functions such as ordering of 
supplies and equipment, scheduling of staff time 
(helpers, volxonteers, parent participants), moni
toring food and transportation service, and safe
guarding health and safety needs 

Develop the kindergarten program within the boundaries 
of the school philosophy and policies 4.14 

Demonstrate a commitment to the improvement of kinder
garten education through program goals 4.14 

Select subject matter content and learning experiences 
appropriate for specific needs of students and with 4.14 
which they can identify 

4.14 

4.14 



124 

TABLE —Continued 

ITEM CONSENSUS 
NO. ITEM NO. 

17. Plan a variety of learning experiences and means of 
evaluation which enable students to succeed according 4.14 
to their ability, resources, and experiences 

119. Able to feel committed to maximizing the child's and 
his family's strengths and potentials 4.13 

82. Provide varied opportunities for children's active 
participation, independent choices, experimentation 
and problem-solving within the context of a structured, 4.13 
organized setting and program 

79. Use a variety of techniques for advancing language 
comprehensive and usage in an atmosphere that encour-
ages free verbal communication among children and 
between children and adults 

78. Increase knowledge of things in their world by stimu
lating observation and providing for manipulative- 4.12 
constructive activities 

51. Comprehend that the kindergarten program is strength
ened when developmental characteristics, needs, and 4.12 
concerns of the learners are considered in planning 

42. Establish and maintain positive interpersonal rela
tionships with associates, administrators, students, 4.11 
and parents through clear communication 

10 
85. Support expressive activities by providing a variety 

of creative art media, and allowing children freedom to 4 
symbolize in their own terms without imposition of 
standards of realistic representation 

83. Balance unstructured materials such as paint, clay, 
and blocks with structured materials that require 
specific procedures and skills; balance the use of ^^^^ 
techniques that invite exploration and independent 
discovery with techniques that demonstrate and 
instruct 

49. Plan a program which coordinates the philosophy and the 
curriculxom of both the school and the kindergarten 4.09 
program 
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TABLE —Continued 

ITEM CONSENSUS 
NO. ITEM NO. 

45. Include all aspects in the kindergarten program for 
which the school assxomes responsibility and gives 4.09 
guidance 

27. Use teaching methods which foster interaction among 
students to promote social learning 4.09 

Mean Score Total Group x = 4.06 

115. Able to be differently preceptive of individuality 
and make positive use of individual differences 4.05 
within the child group 

87. Extend children's knowledge, through direct and vi
carious experience, of how things work, of what 4.05 
animals and plants need to live, of basic work 
processes necessary for everyday living 

81. Promote cognitive power by stimulating children to 
organize their experience (as it occurs incidentally 
or pre-planned for them) in terms of relationships 
and conceptual dimensions: classes of objects; 4.05 
similarities and differences; comparative size, 
amount, degree; orientation in time and space; growth 
and decay; origins; family kinship, casualty 

94. Recognize when behavior reflects emotional conflicts 
aroxond trust, possession, separation, rivalry, etc., 
and adapt the program of experiences, teacher-child 
and child-child relationships so as both to give 4.04 
support and to enlarge the capacity to face these 
problems realistically 

93. Deal with individual differences in children's style 
and pace of learning and in the social-emotional 
aspects of their life situations by adjusting the ^^Q^ 
teacher-child relationship to individual needs, by 
using a variety of teaching methods and by main
taining flexible, progressive expectation 

76. Use the kind of materials, activities, and experi
ences that encourage exploring, experimenting, 
questioning, that help children fulfill curiosity, 
gain mastery, and progress toward higher levels of 
achievement 

4.04 
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86 

TABLE —Continued 

ITEM CONSENSUS 
NO. ITEM NO. 

22, Adjust initial teacher planning according to the 
individual needs of students and limitations of 4.04 
the situation 

15. Stimulate learner motivation by provision of approp
riate sxobject matter content 4.04 

8. Comprehend that the behavior of others is preceived 
by the teacher according to one's own pattern of 4.04 
meaming and value 

56. Plan and execute the most comprehensive kindergarten 
program possible in teinnos of the resources, aids, 4.03 
and facilities available 

37. Demonstrate professional interest through membership 
in professional organizations 4.03 

103. Establish relationships with parents that facilitate 
the free flow of information about their children's 4.02 
lives inside and outside the school 

23. Plan learning experiences which foster a variety of 
behaviors such as intellectual development, attitude 4.02 
development, and recognition of values 

10. Use knowledge of the basic needs of child develop
ment to foster positive relationships which effect 4.02 
learning 

Utilize, support and develop the play impulse, in 
its various symbolic and dramatic forms, as an essen
tial component of the program; giving time, space, ^^^ 
necessary materials and guidance in accord with its 
importance for deepening and clarifying thought and 
feeling in early childhood 

60. use a variety of procedures to evaluate the growth of 
the young child in all areas of development (social, 
emotional, intellectual, and physical growth) 

4.00 
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TABLE —Continued 

I*̂ ^̂  CONSENSUS 
NO. ITEM NO. 

116. Able to exercise control without being threatening 3.98 

38. Maintain a satisfactory balance in the management of 
personal and professional responsibilities 3.98 

110. Ability of forseeing the need for the competences 
and the ability to carry them out. In other words, how 3.96 
competent are you in this particular area? 

24. Use teaching methods in which the teacher is skilled 
and which are suitable for the learners, objectives 3.96 
to be obtained, and the content to be taught 

20. Develop skill in moderating discussions and in asking 
questions which enables students to succeed in develop- 3.96 
ing concepts or generalizations 

14. Develop lessons and units with specific objectives 
which define learning experiences, student behavior, 3.96 
concepts expected level of achievement, and evalua
tion procedures 

58. Plan a sequence of successive learning experiences 
in the kindergarten program to provide both depth 3.95 
and breadth 

6. Be objective and positive in the perception of the 
values of others 3.95 

63. Recognize research as a means of discovering new 
knowledge which can give direction to content or 3.94 
methods of teaching 

40. Maintain a satisfactory balance in the management of 
personal and professional responsibilities 3.94 

59. Use evaluation as a means of improving and planning 
future learning experiences 3.93 

77. Recognize and provide for the young child's basic 
impulses to explore the physical environment; master 3.91 
the problems that require skillful body coordination 
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TABLE —Continued 

ITEM CONSENSUS 
NO. ITEM NO. 

84. Stimulate focused activities: observing, attending, 
initiating, carrying through, raising questions, 
searching answers and solutions for the real problems 3.90 
that are encountered and reviewing the outcomes of 
experience 

2. Develop a personal philosophy of kindergarten educa
tion through critical analysis and synthesis of one's 3.90 
own beliefs and values 

96. Keep a balance for the individual child between tasks 
amd experiences from which he can enjoy feelings of 
mastery and success and those other tasks and 
experiences which are a suitable and stimulating 3.89 
challenge to him, yet not likely to lead to dis
couraging failure 

16. Coordinate theory and practical application of sxobject 
matter to promote continued learning 3.89 

108. Engage with other staff in cooperative planning 
activities such as schedule or program changes indi
cated as necessaory to meet particular needs of a given 
group of children or incorporation of new knowledge or 3.88 
techniques as these become available in the general 
field of early childhood education 

92. Demonstrate acceptance to the child by including his 
home language functionally in the group setting and 3.88 
help him to use it as a bridge to another language 
for the sake of extended communication 

102. Incorporate important elements of the cultural back
grounds of the families being served, food, language, 
misic, holidays, etc., into the children's program 3.86 
in order to offer him continuity between home and 
settings at this early stage of development 

101. Foster acceptance and appreciation of cultural variety 
by children and adults as an enrichment of personal 
experience; develop projects that utilize cultural 3.86 
variation in the family population as resource for 
the educational program 
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TABLE —Continued 

ITEM CONSENSUS 
NO. ITEM NO. 

52. Use a variety of means to study the complexity of 
behavior which identifies the needs of the learners 3.86 

21. Use evaluation of learning experiences to promote 
continued student learning 3.86 

107. Make observations on the growth and development of 
individual children and changes in group behavior, 
formally or infoormally, varbally or in writing, and 3.86 
share this information with other staff involved in 
the program 

7. Examine and test objectively the consequences of 
one's own values and beliefs through direct or 3.86 
vicarious contacts with diverse cultural groups 

62. Recognize that instructional methods are/or can be 
developed and tested through research 3.83 

48. Collect and utilize valid information about the 
community, the families, the students, and the 332 
school as a basis for curriculxom decisions about 
the kindergarten program 

3. Itentify values which give direction to thought and 
action for goal realization in teaching 

61. Evaluate student progress and teacher effectiveness 
according to initial objectives 

46. FOCUS the kindergarten program on personal develop
ment of the young child and family education for 
parents 

9. Identify contemporary social issues and practices 
which can affect kindergarten programs 

3.82 

Develop an educational philosophy that is composed 
of beliefs and kindergarten education, and life 3.81 
which serves as the basis for actions and programs 

3.78 

3.77 

3.75 
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TABLE —Continued 

ITEM CONSENSUS 
NO. ITEM NO. 

104. Commxonicate and interact with parents toward the 
goal of xonderstanding and considering the priori- 3.72 
ties of their values for their children 

97. Assess levels of accomplishment for the individual 
child against the background of norms of attainment 
for a development stage, taking into careful considera
tion his individual stregnths and weaknesses and 3.72 
considering opportunities he has or has not had 
for learning and development 

4. Identify objectively the differing values and 
beliefs of others to clarify one's own philosophy 3.68 

35. Plan and participate in opportxonities for professional 
growth such as reading and advanced study 3.67 

65. Comprehend research literature such as that found in 
educational journals, such as NEA journals 3.66 

36. Participate and interact with others in professional 
organizations and activities as one means of con
tinued growth in early childhood education 

64. Utilize research findings to give direction to content 
or methods used in kindergarten teaching 

53 Identify contemporary responsibilities of the family 
group in planning a functional kindergarten program 

44 Identify and participate in such programs as those 
concerned with education, child welfare, and public 
health, as a means of contributing to the well-being 
of the yoxong child or pre-school children 

106. Recognize and utilize the strengths and talents of 
parents as they may contribute to the development of 
their own children and give parents every opportunity 
to participate and enrich the group program 

3.66 

3.65 

3.65 

3.62 

3.60 
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TABLE —Continued 

ITEM CONSENSUS 
NO. ITEM NO. 

105. Perceive each child as a member of his particular family 
and work with his family to resolve disagreements 
between the family's life style with children and the _ ̂ _ 
center's handling of child behavior and images of 
good education 

50. Consider and appraise societal changes and needs which 
have direct implications for program planning 3.55 

55. Utilize kindergarten education resources of the State 
Department of Education and teacher education insti- 3.54 
tutions to improve the local kindergarten program 

66. Interpret and utilize research in wolving problems 
related to kindergarten teaching 3.43 
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APPENDIX F 

PROBLEMS OF COLLECTION OF DATA 

Six of the 338 questionnaires were returned to the investi

gator uncompleted for the following reasons: 1) kindergarten 

teacher had retired, 2) kindergarten teacher was no longer teaching 

kindergarten, and was now teaching specialized reading, 3) kinder

garten teacher was now supervising other kindergarten teachers, 

4) kindergarten teacher left school several weeks early to have a 

baby, 5) kindergarten teacher was not teaching school this year 

for some xonexplained reason, but plans to teach next year, and 

6) kindergarten teacher said she did not have time to complete 

the questionnaire. 

Kindergarten teacher (see number 4 mentioned above) wrote 

a short letter to the investigator explaining that she was pleased 

with her educational training, and that she was sorry she didn't 

get the questionnaire filled out and returned. She stated the 

following in regard to her training: 

. . . I learned so much of what you should do that I really 
felt guilty when time and schedules did not always allow for 
the many things I thought I should do. I am especially grate
ful for the background and psychology of children. 

She further stated that: "she was sorry not to be able to help, and 

would be interested in the results of the research". She also thanked 

the investigator for including her in the investigation. 

Two kindergarten teachers, not mentioned previously, did not 

complete the questionnaire but write the investigator the following 

comments: 
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1) To what period in time is your study referring? The time 
I grap (sic) a student and spank him for stealing or the time 
I consel (sic) one black child who has just been called "nigger" 
by another black child. Are you asking about the lesson plans 
on the circus which all understood or the lesson plans on 
magnets which only the brighter students fully comprehend 
while the others received a flash of exposure. 

I continually strive to be a competent teacher but I am 
sxobject to mistakes and misjudgements and every decision I 
make is not pre-meditated by a 119 question evaluation. 

2) You have got to be kidding or more than slightly 
crazy if you think I'm going to spend hours on this. I'm a 
graduate student (graduate . . . summer) and I wouldn't have 
the nerve to expect complete strangers and very busy teachers 
to complete a 13 page questionnaire. I'd always thought I'd 
gladly help any grad student in their research but I won't 
be taken advantage of. When I took research courses we were 
told not to require more than 10 minutes time without 
compensation. Good luck on gathering your data—you'll 
need it. 

The first teacher could not be contacted by phone for a follow-up 

interview. The second teacher was contacted later by telephone. 

The investigator apoligized for making the teacher feel as if she 

were being taken advantage of, and explained the necessity of the 

length of the instrument and the basic reasons for implementing the 

study. Her over-all attitude was changed by the follow-up phone call, 

however, she felt the instrxoment was too lengthy regardless of its 

intended use. 

Other questionnaires were not used in the study because of the 

following reasons: 1) the questionnaire was late because for some 

reason the teacher did not receive it until May 29th, 2) one teacher 

answered eight - nine statements and stopped, 3) one teacher 

answered seventy-three statements and stopped, 4) one teacher failed 
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to give the name of the undergraduate college attended, and 5) two 

teachers were teaching kindergarten classes who were not certified 

for the position, and 6) twenty-six teachers failed to receive the 

instrxoment through the mail. 
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APPENDIX G 

RECOMMENDATIONS & SUGGESTIONS AS OFFERED BY THE 

KINDERGARTEN TEACHERS IN RELATION TO AREAS 

OF TRAINING 

Reference 
To ta l 

A d d i t i o n a l T r a i n i n g 

A. Academic S p e c i a l i z a t i o n 

1. Child Development 
2. Evaluation/Testing 
3- Psychology 
4- Spanish 
5- Special Education 

B. P r o f e s s i o n a l Coxorses i n Cxirriculxom and I n s t r u c t i o n 

1- P r o f e s s i o n a l Educat ion Coxorses 

a) Chi ld Development and the Elementary 
Cxorricxilxom 

9 
6 
4 
5 
6 

(1) Behavior Modification 
(2) Child Behavior 
(3) Discipline 

2 
1 
2 

b) Concepts and Verbal Development "Emphasis on 
Methods, Materials for the educationally 
disadvantaged and non-English speaking 
children." 5 

(1) Cognitive and Affective Development 1 
(2) Inner City Child 1 
(3) Low Income School 1 
(4) Minorities 2 

c) Kindergarten 1 

d) Pre-kindergarten 2 

Elementary Content Courses 

"Basis for programs, methods, and materials." 

a) Art 6 
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b) Curriculum Development 

(1) All subject matter area 
(2) Material for learning centers 
(3) Methods 
(4) Record Keeping 
(5) Room Management 

c) Health/Physical Development 

- Childhood Diseases and Symptoms 

d) Language Arts 
e) Math 
f) Music 

g) Parents/environment 

(1) Parent-Teacher involvement 
(2) Parent Guidance 
(3) Parent Communication 

h) Preservice Education 
i) Reading/Pre-reading/Reading Readiness 

(1) Pre-reading 
(2) Reading Readiness 

j) Science 
k) Social Studies 

Reference 
Total 

8 

1 
2 
1 
1 
4 

4 
4 
2 
6 

2 
2 
2 

7 
7 

1 
3 

- Career Guidance 

1) Teaching Practixom 
m) Teaching/Evaluation Process "As related to 

children 
n) Ways to evaluate own teaching sxobjectively 

1 

2 

6 
2 

II. Additional Observation 

A. Special Programs 

1. Montessoir (sic) and similar methods 1 
2. Special Education 3 
3. Kindergarten 3 
4. Bilingual-Bicultural 5 
5. Open Area Concept 2 
6. All Areas (different grades as well as kindergarten 3 
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Reference 
To ta l 

B. Curr icu lum: S p e c i f i c Areas/Methods 

1 . Academic the rapy i 
2 . Art g 
3 . Classroom Management 2 
4 . Curriculxom Development 2 
5. Cooking , 
6. Discipline 4 
7. Dramatics (creative) 2 
8. Ecology 2̂  
9. Figure/Ground Discrimination (perception) 1 
10. Health/Physical Development 3 
11. Language ARts . 5 
12. Learning Centers 1 
13. Math 4 
14. Methods 1 
15. Music 3 
16. Oral Language 2 
17. Phonics 3 
18 . Reading/Reading Readiness 5 
19 . Science 5 
20. Self Concept 1 
21. Social Studies 2 
22. "Student teaching needs to take a school year" 1 
23. Use of teacher aide 1 

24. Individualized instruction 1 

I I I . C o l l e c t Ma te r i a l s /Deve lop Sample Uni ts /Teaching Programs 

A. P r o f e s s i o n a l Content Courses 

1. Bilingual Education 1 

2. Child Development 5 
B. Methods/Material Courses 

1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 

10. 
11. 

All Areas 
Art/Crafts 
Bilingual Education 
Black Culture 
Career Education 
Creative Dramatics 
Family Life 
Health 
Inservice 
Language Arts 
Math 

5 
6 
3 
1 
1 
2 
1 
1 
2 
6 
7 
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12. 
13. 
14. 
15. 
16. 
17. 
18. 
19. 
20. 
21. 
22. 
23. 
24. 
25. 
26. 
27. 

Music/Musical Instruments 
Motor Skills 
Motivation of non-English speaking children i 
Oral Language 
Perceptual Motor Skills 
Phonics 
P. E. 
Reading/Reading Readiness 
Science 
Seasonal Units 
Singing 
Social Studies 
Tape Recorder Use 
Unit Development 
Weather Units 
Writing 

Reference 
Total 

10 
3 
1 
2 
1 
2 
2 
7 
13 
1 
3 
8 
1 
2 
1 
1 

IV. Additional Opportxonity to Work with Children Under 
Supervision 

A. Professional Content Courses 

1. Bilingual Education 3 
2. Child Development 1 
3. Ethnic Children 1 
4. Kindergarten 1 

B. Methods/Material Courses 

1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 

10. 
11. 
12. 
13. 
14. 

Art 
Bilingual 
Behavior Modification 
Classroom Control 
Cooking 
Discipline 
Distar 
Learning Centers 
Learning Disabilities 
Emotionally Disturbed 
Feelings 
Music 
Math 
Reading 

2 
3 
1 
2 
3 
5 
1 
2 
2 
1 
1 
3 
2 
2 

- Reading Readiness 3 

15. P. E. 2 
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Reference 
Total 

16. Science 2 
17. Woodworking 2 
18. Language Development 1 
19. Individualized Instruction 3 
20. Special Problems/Special Education 3 
21. Slow Learner 2 
22. Testing 3 
23. Degrees of Readiness Different Areas 1 
24. Exceptional Hyperactive and Precarious Child 1 
25. Handicaps 1 
26. Games 2 
27. Motor Skills 2 
28. Perceptual Skills 1 
29. Organization of Sxobject Matter 1 
30. Middle Income Children 1 
31. Immature Students 1 

32. Less Structured Classroom 1 

v. Positive Influence Affecting Competence 

A. Edcuational Background 

1. Good Educational Backgroxond 1 

2. Good Workshops 1 
3. Graduate School 2 
4. Professors 2 
5. Student Teaching 2 
6. Training 2 
7. Training at TCU 1 
8. Understanding of Child Development 1 
9. Well Qualified/Prepared for Position 2 

B. Personal/Self 

1. Accepting Children as What They Are 1 
2. Attitudes 2 
3. Caring 1 
4. Desire to Teach 1 
5. Desire to Treat Them as Individuals 1 
6. Enjoy Seeing Them Bloom/Grow 2 
7. Experience as Volunteer 1 
8. Hard Work/Conscientious 2 
9. Like This Age 2 
10. Love Children 7 
11. Understanding Their Problems 2 
12. Wanting to Teach/Enjoying 2 
13. Willing to Work With Children 1 
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C. School Where Employed 

1. Aides 
2. Classroom Experience 
3. Consultants 
4. Contact with Student Teachers 
5. Early Childhood Supervision 
6. Encouragement From Other Teachers 
7. Excellent Faculties and Equipment 
8. Freedom 
9. Good Raculty Relationship 
10. Good School System 
11. Individualized Instruction 
12. Kindergarten Colleagues 
13. Materials 
14. One hundred % backing from administration 
15. Principal 
16. Rapport With Class 
17. Recommendations From Next Level Teacher 
18. Supervisor 
19. Team-Member Relationship 
20. Team Teaching 
21. Title I Money 

Reference 
Tota l 

1 
1 
1 
2 
1 
1 
1 
1 
1 
1 
1 
1 
5 
1 
9 
1 
1 
4 
1 
2 
1 

Community 

1. Community Support 
2. Family 
3. Parents 
4. Parents' belief in me as individual 
5. Parents' Positive Attitude 

1 
2 
5 
1 
1 

Teacher-Child Relationship 

1. Children's Response 
2. Pupil Performance (Results) 
3. The Children 

1 
1 
3 

- Interest in, love of 

Other 

1. Dr. Howard (Stephen F. Austin) 
2. Dr. Simmons, Texas Tech University (her whole 

attitude is great) 

1 

1 
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Reference 
Total 

VI. Administrat ive Problems 

A. Supervisor 

1. Working under supervisor with no training outside 
of coaching 1 

2. Administrator unaware of kindergarten importance 1 
3. Negative problems through administration 1 
4. Negative beliefs/goals of administrators 1 
5. Supervisors need an understanding of Child 

Development 1 

B. Principal 

1. Not enough guidance from principal 1 
2. Believe in structured program without much 

talking 1 
3. Believe in teaching reading in kindergarten 1 

C. Teaching kindergarten for half a day and H.E. half 

a day 1 

D. Theft 1 

E. School Security 2 

F. Low Income School 1 

- Destruction of personal property 1 

G. Class Management 

1. Present reading series required in district 1 
2. Six of eight kindergarten teachers do not 

believe in teaching anything in kindergarten 1 
3. Teaching five groups of Distar a day 1 
4. Too long a day, no time for teacher's preparation 1 

H. Class Size 

1. Too many children 9 
2. Amount of children in my classes, thirty 

a.m./p.m. 
3. Teacher - Pupil Ratio 3 
4. Class number, not enough space 1 
5. Class Size/Class Load 1 
6. Class Size i 
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I. Inadequate Training 

J. 

K. 

L. 

M. 

N. 

1. 

2. 

3. 

Need to work with adults, fellow teachers, 
teacher aide, and parents 
Lack adequate training in several areas 
(especially Special Ed.) 
Need several kindergarten classes centered 
around integrated approach 

Lack of evaluation in work with children 

Lack of Funds for Students 

Lack of Materials 

Laws 

Secretarial work - too much necessary for school 
fionctioning 

O. Parents' Support 

1. Negative beliefs in goals of parents 
2. Lack of parent concern 
3. Need more training for working with parents 

P e r s o n a l 

Reference 
To ta l 

1 

1 

1 

1 

1 

4 

1 

1 
3 
1 

1. Impatience at times when child fails to grasp 
concept after repeated efforts 1 

2. Negative attitudes toward school and teachers 1 
3. Not as qualified as should be in all areas 

(especially Special Ed.) 1 
4. No time to give one to one attention 1 
5. Raising my voice above normal tone (coping) 1 
6. Upset easily by matters that come up in classroom 1 
7. Hesitent at parent/teacher conference when have 

to discuss bad behavior 1 
8. Get too wrapped up in my kids 1 
9. Unrealistic goal setting at times 1 

10. Personal lack of confidence 1 
11. Being called a baby-sitter and playing all day 1 

Q. School Environment 
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R. Staff 

1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 

10. 

No Aide 
Need Aide 
Unprofessional inservice in our building 
Mediocre Staff 
Comparative teachers within program 
Tactless criticism 
Going over my head 
Not consulting me first 
Negative problem thru administration 
Foot dragging by other faculty members 

Reference 
Nxomber 

3 
2 
1 
1 
1 
1 
1 
1 
1 
1 

VII. Other Comments and Suggestions 

A. Most Complete Docxoment 

B. "Good Luck" from teacher 

1 

1 

C. Child Development courses required of all high school 
students 

D. Administrators 

1. Need to take some Child Development courses 
to xonderstand why we need smaller classes, etc. 

2. Need to be aware of problems associated with 
teaching of young child and of the importance 
of early childhood education 

E. Class Schedule 

1. 
2. 
3. 

4. 
5. 

All day kindergarten is a blessing 
Time is limited (2 hr. and 45 min. to each session) 
I don't have time to do all the things I want to do 
in half a day kindergarten 
More time with students, they only stay three hours 
Replace half day with full day kindergarten 

1 
1 

1 
1 
1 

Class Size 

1. Smaller classes 
2. Lower teacher/pupil ratio 
3. Class Size must be reduced in order to do an 

effective job 
4. Kindergarten teachers need aides 

4 
2 

1 
4 
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Reference 
Total 

G. Teachers Needs 

1. More Child Development classes 4 
2. Special Education Class 1 
3. Language Arts •, 
4. Longer Student Teaching 1 
5. Begin work with children first year (freshman 

year) ^ 
6. Need to have better understanding of child 

growth and maturation 1 

7. More Psychology - provides excellent preparation 1 
8. Teacher needs 2. 
9. Language Art Course required 1 

10. More time observing in college than with theory 1 
11. Required courses in special education/early child

hood learning disabilities 2 

H. Miscellaneous 

1. Belief in Early Childhood Education helps me do 
as good a job as I can under existing circum
stances 1 

2. Excellent training U.T.E.P. 1 
3. A definite course of study to be used in school 

rather than having each teacher doing what she 
feels she should do and then having criticism of 
others because they are not doing same thing 1 

4. View other kindergarten programs, Montessir, etc. 1 
5. Having the ability is very different than being 

given permission to carry out your ability. If 
given time and resource, we could better demonstrate 
our ability 1 

6. Need more games - aides, etc. for slower children 
supplemental - readings and math programs tend 
to leave out slower workers 1 

7. Would like to see foreign language part of 
kindergarten program 1 

8. A decent salao:y would help 1 
9. Education programs should be more varied and 

applicable, too many courses overlap and present 
the same material over and over 1 

10. T.E.A. should give kindergarten teachers time off 
from work (paid) in order to learn Spanish. We have 
been spending up to 16 hours weekly after school 1 
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Reference 
Total 

11. Educators have different approaches about how 
kindergarten classes should be taught. I feel 
every program should meet the needs of the 
children, help each child to think and reason 
and enjoy living in his own world 

12. Last year I feel l was more competent because I 
was allowed to teach in my own manner. Now I am 
forced to do so many groups is Distar languages 
and readings that l don't have time to do all the 
other important and necessary activities in kinder
garten. Half the time, I do no art or music 

13. Students need experience in setting up a program 
with which they can live 

14. First year teachers should be guided by more 
experienced teachers to clarify their values in the 
classroom and aid in their confidence 

15. My kindergarten courses were the only worthwhile 
courses in college, so practical - not wasted 
theory 

16. Our school takes all professional magazines. We 
take mini-courses - our in-service days are spent 
on kindergarten level. All kindergartens are on 
one campus. Teachers meet once a week for lesson 
planning 

17. It would be helpful to have some programs for 
math, etc., so we could at least have something 
to accept or reject 

18. I feel we are being hindered by too many laws of 
what we can do for the children 

19. Observance is a most important element in kinder
garten and making mental and written evaluation -
more work needed in this area 

20. People who enter kindergarten field should take 
advantage of student teaching and similar programs. 
One needs to know if they are capable of handling 
kindergarten children all day without any breaks 

21. Something needs to be done about time put in on 
paper work. Need something done in this area to 
help all teachers 

22. Every classroom teacher should be required to 
return to school every five years. 




