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Problems of Prekindergarten Teachers: A Basis

for Examining Teacher Education Practices

Certain early ~hildhood educators have recently expressed

», concern about whether or not early childhood teacher preparation
7 ; ;

I
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d programs are meeting the needs of prekindergarten teachers

(Peters & Kostelnik, 1981.; Verzaro, 1980; Warnat, 1980); (The

term prekindergarten is used here to cééer to early childhood
programs serving children from bicth until entcancc inco public
schoqls, in full- and half-day programs scch as nursery school,
preschool and group child care.) These‘conccrns stem, in part,
from beliefs thac there are important differences between'
teaching in prekindergarten settings and teaching in K-12 school
settings. Prekin@ergarten and K-12 work settings have different
characteristics; prekindergarten and K-12 teacher work_tasks and
respons}pilicies'may be differant; and the daily wcrk-related
problems faced by prckindergarten teachers may diffec from_those
of their K-12 counterparts. Behind_these concerns nagé the
question: Are early childhood teacher edccatiqn programs
adequately taking these differences into account?

On the surfcce it appears to be a simple question to
resolve7 A"comparisén of the wqu of teaching in
prekindergarten settings and tcaching in K-12 settihgs would

reveal differences. Teacher preparation institutions could then
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' be'surveyed to detérmine how their programs and pfactices relate
to those differences. If necesgary, program modifications could
be made. However, as is often the case in our profession, the
matter is not as simple as it first appears. Before the
question of teacher preparation pPrograms can be resolved, a
comparison is necesﬁéry. Such a comparison requires two sets of
knowledge: one about K-12 settings and teaching; the other
about prekindergarten settings and teaching.‘

On the one hand, considerable reliable knowledge exists
about K-12 teaching and K-12 schodls. Knowledge validated by
two hundred years of school practice and research on teaching
andthe preparatidn of teachers proviaes a Eich source of
understanding about American schools And teaching in those
scilools. Based on this knowledge, the following imbortant
features of K-12 schools aﬁd tesching can be characterized as
being highly similar and stable across settings; curriculum,
'attendance patterns, grouping practices, role§ and
responsibilities of school personnel, funding practices.
structure and organization, and working conditions of teacheré.

GiQen the general similarity among K-12 school settings and
the work of teaching is K-12 settings, it is nét'surprising.that
there exists reli;ble knowledge that K-12 teachers face similar
work-related problems as they go about theif.daily
responsibilities. Based on a series of teacher problem studies

undértaken in a variety of K-12 settings, Cruickshank (1980a)
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reports that teacher problems can be grouped and defined in

terms of five relatively stable areas:

1. Affiliation. The need to establish and maintain good
relationships with others in the school, both pupils
and staff,

2. Control. The need to have pupils behaviqr
appropriately. o

3. Parert relationships and home conditions. The need to

relate .and work well with adults cutside the school
who are important in the lives of children and the
need to understand home conditions.

4, Student suécess. The need to have students be
successful academically and socially.

5. Time. The need to be e%fective managers of our
- personal and professional lives. ~ (pp. 31-32)

In summary, Cruickshank (1981) writes:

Across the studies, the problems teachers report are

relatively stable. Elementary and secondary teachers, and

teachers of the rural disadvantaged--all have problems that
are more alike than different. They differ only slightly
in their perceptions of the frequency and severity of the

problem. (p. 402)

On the other hand, there is<cdnsiderab1y less vélidated
knowledge about the nature of teaching in prekKindergartzn -
settings. Much of what is known zbout prekindergarten education
is based on the best judgments and opinions of scholars in the
field and on the collective experience and conventional wisdom
shared among thousands of prekindergarteh education
practitioners. These opinions or common understandings may be
valid or accurate. 1In general, however, the vali&ity or

accuracy of the knowledge upon which we base prekiadergarten

practice, and the preparation of prekindergarten teachers, has

(Wh



not been established in a scientific sense. Decisions and
prscticés based on such unvalidated knowledge ‘may be sound or
they may be faulty. 1In msny cases, therefore, we simply don't
know whether if our programs and prsctices are the most
appropriate.

A summary of the conventional wisdom suggests that
similarities in the work and work setting of prekindérgarten
teachers can be characterized as including primary
responsibility for curriculum developuent; attraction, retention
and intake of clients; selectivn, training, supervision and
evaluation of subordinate staff; working-within a variable
budget based on client tuiticn payments; frequent.and'often
intense interaction with parents; and planning and managing a
program based on donstsntiy varying, unpredictabie:numbefs of
children. Prekindergarten teachers work in séttings which lack
traditional, oréanizational. and legal procedures. Their 3ob
descriptions and work responsibilities tend to be vague and
broadly dekined. Work coniracts are.often vague, and
non-negotizble. These features, common in nursery, child care,
or full- or half-day prekindsrgarten ,:ogsams‘ differ froﬁ those
normally fdusd in K-12 schools. . v: .

Given thesz apparent differe;ces between prekindergarten
settings and teaching aﬁd x;12 settings and teaching, one could
assume that there would oe correspondiné differences between the

3
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teachers and thefr K-12 counterparts. Here again, our
qufe;sional knowledge of the problems pérceived by
prekindergarten teachers is based pfimarily upon the opinion of
scholars and the common knowledge of prekindefgarten
practitioneés. This also means that the teacher preparation
programélwhich are desigﬁed t; prepare teachers to solve their
'daily problems are, similarly, based on informed opiniop and
professional experiénCh. not on research (Peters & Kostelnik,
1981). |
| Investigating Pfekindergarten Teacher Problems
I urdertook a study to test the assumption that there are
meaningful differences between the wqu of prekindergarten
teachers and K-12 teachers. The question guiding the s£udy is,
Do meaningful differences exist between the work—related”
problems Eerceived by p;ekindergarten and K-12 tegchers? The
study was designed té idenfify and validate the work-related
- problems perceivad by érekinde;garten teachers. 1In this study a
problem is considered to be aﬂ inétance of goal interference.
“A.prqplem is an expression of an unmet need or an unfulfilled
goal. A proSiemlarises'when we want something and cannot have
_it".(Cruickshank, 1980b, p. 9).
Specifically, the research reported here was designgd to
answer three main questions: (a) Whatvwork—related probiems':
occur most frequently for prekipdgrgarten teachers? (b) what

work-related probiems are most bothersome? (c¢) Whaﬁ global




problem areas can be inferred from prekindergarten teachers'
perceptions of their work-related problems? Answers to these
three questions will contribute to our understanding of teaching
in prekindergarten settings; will pﬁovide a basis for comparison
between problems encountered by prekindergarten teachers and.
K-12 teachers; and, if changes in early chiidhoodlﬁeacher
prepar;tion curpiculum are indicated following further,research,
will give direction to those changes.‘
Research Methodology

The study was designed in two parts. Although teacher
problemg could have been identified in many differentdways, in
this study it was assumed that a problem exists only in the eyes
of the beholder. Therefore, rather than asking supervisors,
administrators or teacher trainers to name teacher problems, the
first pért of this research asked prekindergarten assistant
'teachers,’teachers, and éeacﬁer/administ:atorq to report their
own work—related.probléms. To accomplish this, 200 programs
were randomly ﬁelectedvfrom a list of all prekindergarten
pfograms licensed by the Wisconsin Department. of Health and
Social Services. Similarly, 200'prekipde;garten programs were
randomly selected.frdm the mgmbership of the National éoalition
for Campus Child Care. Three packets were mailed to_each of the
400 cdﬂfers. " Each packet contained.a cover letter inviting
participation iq the stuay_and giving instructions, and ten

copies of the My Biggest Problem Today Inventory (Cruickshank &
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Myers, 1976). The problem inventory asked teachers for each of

ten working days to describe the critical incident or problem

that caused them the most concern or difficulty. An example of
a problem reported by one prekindergarten teacher follows.

Out of approximately 10 children in the room, when clean up
time comes around, there always seems to be two or three:
children who don’t cooperate. On Friday, one boy wouldn’t
help (and he hasn’'t been cooperative lately), so he was
given.a time out. After that he helped; however, that
isn't always true for him. Another child didn"t help and
we just talked to her one-on-one and that was sufficient.
That doesn’'t work with her always either. It seems as
though if one child continues to play or starts to pick up
and then gets sidetracked and plays, then a few other
children do the same. Sometimes it's the 'same children day
after day with this problem and, as can be expected, others
hate their off days and don't want to cooperate.

In the first part of the study, 57 Wisconsin teachers retuaned
368 problem accounts. From the national sample 466 problem
descriptions were turned in by 68 teachers.

The raW'prpblem descriptions, such as the example above,
were each read individually by a jury cbﬁéisting of the
investigator, a director of a campus—baéed child care program, a

head teacher in a campus-based prégram, and a teacher/director

of a private child care center. We examined each problem

description, eliminated obvious duplicates and, then, by
consensus, synthesized egch problem  description into a brief
statement about which of the teacher's goals was being -
interfered with.. In the problem reported above, it might be
inferred that the teacher's goal was to get children to clean up
when they were asked. Since something was interfering with this

1
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goal, we can say that this teacher had a problem "getting
children to clean up when they.are asked."

Synthesis of the 852 problem deseriptions reported by
teachers resulted in 162 unique . problem statements. These
statements were used to construct the Prekindergarten Teacher

I
‘Problems Checklist. This checklist asked teachers to consider
each problem etatement and to rate how frequently each problem
occurred for them and how bothersome»that problem was for them
when it occurred. An example of five specific problems that

appeared in the Prekindergarten Teacher Problem Checklist is

provided in Figure 1.

The second part of the study was designed to verify the
teacher problems identified in the first part of the studﬁ. To
do this, an additional 400 programs were randomly selected from
the two groups described_earlier.0 A cover letter inviting
participation and giving instructione and three cepieS'of the
Prekindergarten Teacher Problems Checklist were sent to each of
the 400 centers. One hundreq sinty—seven usable checklists were
returned by the Wisconsin sample, and 124 were returned by the
nationai sample representrng 23 states.

In sum, for each of the 102 problems on the checklist, the

29Y respondents in the second part of the study provided
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information about how frequuatly the probiems occurred and the
extent to which the problems bothered them when they did occur.
From the checklist responses we could then determinelif a
problem was (a) frequent, (b) bothersome, (c) both frequent and
bothersome, or (d) neither frequent nor bothersome. Computer
analysis has"provided information about which problems occurred
with sigqificant frequency and were significantly bothersome;
and an analysis of global problem areas.
Frequent and Bothersome Problems

Two major goals of this‘study were to identify thoée
work-related problems which prekindergarten teachers report
occur most frequently and to identify those problems which
prekindergarten teachers felt were more bothersome when they did
occu;. Initially. checklist reépdnsés of the Wisconsin and
national sample were analvzed separatély. but since few
~differences were observed, the data were combined and
réanalyzed. Application of the binomial test proce&ure revealed
that of the 102 problems which comprise the Prekindergarten
Teacher Problems Checklist, 34 percent were found to pe either
significantly frequeﬂtly occurring, significantly bothgrsome,‘or
both. Table 1 indicates the 20 problems which were found to
occur with significant freqﬁehcy and the 26 problems which were
identified as beingvsignificantly bothersome when they did
occur. Of particuia: importance to pfekindergarten teachers are
the 11 problems which are indicated’as being both significantly

frequent and bothersome.J
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The third goal of this sEudy was to determine if there were
global problem areas that could be inferred from prekindergarten
teachers' perceptions of the problems. The problems were
grouped by subjecting the checklist responses te factorvanalysis
procedures. When this was done the problems fell into seven
broad areas: (a) subordinate staff relations, (b) control and
nurturance of children, (c¢) remediation, (d) relations with
supervisor, (e) parent cooperation, (f)-management of time, and
(g) management of routines. Each broad problem area is
described below in terms of the specific problemé whieh comprise
that area. Description of each problemverea will be followed by
a brief discussion. This article Qill conclude with a
Eomperison of prekindergarten and K-12 teecher problems éollowed
S} a discussion of the implications ef this'research fer
prekindergarten early childhood teacher education.

Subordinate Staff Relations

Prekindergarten teachers report more problems related to
the supervision of srbordinate staff than any other problem
area. Clusters or sets of subordinate etaff related problems
are apparent. One such cluster centers around getting
subordihare‘gtaff members to do what they are expected.

Prekindergarten teachers report problems such as getting st;ff

K
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11
to follow through on g;signed responsibilities; getting staff tQ‘
be on time for their shiffs; and getting staff to recognize and
“act on children's needs in an appropriate fashion. ‘
Prekindergarten teachers want to provide for communications
among their staff, and report problems getting staff to work in
a cooberatiQe fashion. 1In another set of problems. teachers
want to be effective in recruiting, training, directing,
evaluating and providing feedback to their staff. They report
probleméufinding time to adequately supervise staff,
particulafly when they afe responsible for children. Teachers
report difficulty finding qualified staff, orieﬁting new staff
to all aspects of their job and providing evaluation and
feedback to their staff.

Subordinate staff relations problems appear to have no
direct counterpart with problems perceived by K~-12 teachers.
One reason why»this problem area is-‘unique to prekindergérten
teachers is ghat the usual staffing pattern in K-12 settingg is
to assign only one ;eachér to each group of pupils. Such is not
the case in prekindergarten settings. Attention to the
physical, éocial. emotional and cognitive deveiopmental needs of
young children is labor inteﬁsive. For exaﬁple, the accepted
staff-child ratio for children birth to 30 months varies from
between 1:2 to 1:5. Thus, a teacher responsible for

developmental Care of 12 infants or toddlers would also be

responsible for at least 2-5 subordinate staff. Even with four



12
and five year olds, it is not uncommon to have one ér more
assistant'geadhers, pérticﬁlarl& in full-day child ;ﬁre
programs. Theréforg, while K-12 teachers normally work in
isolation from other aduits and are responsible only for the
learning aﬁd management of a group of pupils, prekindergarten
teachers typically are reéponsible for a wide range of
subordinate staff ?esponsibilities and, at the same time, are
responsible for the care and developmént of a group of young’

children.

Control and ﬁurturance of Childfen

A second major‘problem; area reflects two séemingly
contradictory and unrelated sets of pfoblems. First, teachers
report control problems, those concerns relgted to getting
children to do what the teacher asks them to do. The second
part of this global problem area are those problems of helping
children resolve personal concérns at the program site. Teacher
probléms of this sort have been defined in relation to the goal
of nurturing (Cruickshank, Kennedy & Myers, 1974).

Prekindergarten teachers repopt control problems such as
getting children to learn an@ follo& room rules and routines;
- getting children to participate and pay attention during group
time; getting them to clean'up when asked; and getting them to
share of take turns. Tegchers also report difficulty -
understanding and knowing how to respond positively to the

frequencly aggressive behvior of young children.



13

Nurturance probiems are related t6 the goal of helping
children resolve concerns which impair complete and. secure
partieiéation in the center's program. Prekindergarten teachers
report nurturance problems such as involving tﬁe passive child
in activities; helping new children adjuét to the progr;;;
helping children deal with their fears and fantasies; and
helping children ?ecome less dependent upon adﬁlts.

It is clear that like their k—l? counterparts,
prekindergarten teachers have a need for the childrez they are
'teaching to behave appropriately. The relationship between
nprturance problems énd control probléms is not as clear. One
possible explanation is t?iE_EEi,EiESbﬁFET_ESZI';E—helpink
children solve their problems, while beneficial to the child,
also reflects teacher Behavior which Suransky (1982) has
described as oriented toward obtaining increased conformity and
obedience from the child. Thus it appears that solving these
nurturance problems m}ght also result in teachers feeling like
they had greater control.

Remediation

This problem area is defined by tgachers; generai goal of
Aimproving the quality of children's lives by fhproving.
conditions in and out of school (Cruicﬁshank, Kennedy & Myers,
1974). The relative impqrtangg of remediation problems for
prekindergarten teachers is apparent in that 60 percent of the

problems which define this.problem area are also significantly
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bothersome problems. Teachers report remediation problems such
as knowing how to help the'special or atypicai child; helping
‘parents of special or atypical children recognize and adjust to
their child's needs; and helping parents understand and deal |
appropriately with their child's pehevior; Prekindergarten
‘teachers want to protect children and report problems knowing
how to counteract a child's negative home environment; and
knowing if parents are abusing or neglecting their children.

They report problems getting parent cooperat1on in solving their
children's center-related problems. Teachers are also concerned
about the!: -.a ability to meet the individual child's needs in
the group setting without neglecting the group, particularly in
the case of a child with special educational needs. ..

The relative importance of remediation problems fer
prekindergarten teachers may be explained by the developmental
requirements incumbant upon teachers of young children. x-12
teachers are primarily concerned with developing the cogn1t1ve
or academic ab111t1es of their pupils. In addition to cognitive
derelopment, prekindergarten teachers are facee with more
developmentally immediate concerns for physical and
socio-emotional development. Moreover, the re1at10nsh1ps among
the family unit, the deve10p1ng young child and the
prekindergarten teacher are more centraj to prekindergarten
teachers' work and demands than to K-12 teachers' Qork. As

discussed later, the nature of prekindergarten teacher relations

16



with éarents are more frequent and qualitatively different than
for K-12 teachers.

Relations with Supervisor

The most consistent problem area reported by
prekihdergarteA teachers was relations with their supervisor.
Prekindergarten teachers report problems getting their
supervisor to treat £hem fhirly, respect their professional
;judgémentw and in getting their supervisor to include them in

. . o
the decision-making process for their classrooms. Théy also
report problems getting their supervisor to give them program
guidelines or job expeétations, and then to give them feédback
about their job performdhce. |

Like their_K—lZ counteréarts, prekindergarten teachers are
concerned with establishing and maintaining cooperative and
supportive relations with their immediate supervisor. HerveE,
prékindergarten teacher problems are‘different in that they
reflect the need for more adequate description of job
respon;ibilities,'expectations and feedback about job.
perfoémance. Such_needs are understandable if one-accepts the
assumption that prekindergar;en=settings are poorly.organized
and loosely structured with respéct to teacher;' jos o
Aescriptions, work responsibilities and job evaluation.

The geherally accepted common knowledge is thgt in
pfekindergarten work settings job descriptions’may be vague or

absent altogether; that -actual work responsibilities may be

17
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extenéive; and, that progfam guideline§ may be vague or absent.
Similarly, it is assumed that in prekindergarten work settings,

-~ personnel poiiciés‘éovéfniﬁg probationary requirements,
performance evaluation, grievance procedures and the
dis;iplinary process are often pooriy defined or nonexistent.

In contﬁastt.work conditions of éhis sort are ngﬁ characteristic
of K-12 school settings and may explain why such problems are
infrequently reported or are of little.cancern to K-12 teachers.

3

Parent Cooperation

Prekindergarten teachers repopt»prablems getting parents to
follow program'routines and center'policiés and prodeé:res,_such
as not bringing a sick, child to the centér; or dropping off-and
. picking up their children on tiﬁe. Prekindérgap;;n geachéfs
have problems enlisting parent cooperation with toiiét training
efforts, and are spec%fically concerned about dealing with
parents wha; in order to mee£‘enrollment requiremehts, say their
'ct_xild is toilet trained when the child ir;- not. Prekindergarten
teachers also report égoblems getting parents to follow
proceduresland policies with Eespect to enroliment, fée payment,
attendance, and providing required information for files.~

This type of problem with parents appears to be unique to
prekindergarten teachers. . Thi§ is understandable since, for
example, K-12 teachefs genébally are not involved in helping
pupils beéome toiletltrained. Siﬂilarl&l when a pupil becomes

sick in class, the teacher merely sends the pupil to the office

1§
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or to school nurse. The secretary or nurse takes care cf the
pupil in the office or infirmary and eontacts the parents. Tt
is not, however, a responsibility or a matter of immediate
concern.for the classroom teacher. Likewise, enrollment,
attendance and pupil files are controlled by state, local and
building policies'and procedures. Enforcement of these
'proeedures is the province of various state erd local officials,
school administrators and secretarial staff, not the classroom
«teaeher. Ir the public 'schools, pgpils do not pay tuition, thus
eollecting tuition is not a matter of‘concern for K-12 teachers.

Inh contrast, these matters may be problematic for
prekindergarten teachers who may be responsible for children
during the time they are learning bladder and bowel centrol.

If, és'is often the case, prekindergarten teachers work in
centers with little or no secretarial staff, or if teachers have
regular administrative responsibilities, then getting parents to
follow varioue policies and procedures can be.e problem.
Likewise, obtaining parental cooperatﬁon may be considerably
more difficult if policies or procedures are nonexistant, poorly
developed, podrfy diseeminated or, if they pertain ro matters
not covered by state or local statutqry regulations.

The magnitude of these concerns may be exacerbated by the
quantity of contacts between prekindergarten teachers and .
parents. In K-12 classes, under ideal circumstances; teachere

may see parents once each grading period, at most about six
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times each ﬁeaF.- In reality, ﬁowevef, unless proﬁiem behavior
necessitates parent-teacher conferences, most K-12 teachers may
only see a pupil'’'s pa;ents two or three times during the school
year, if at all. Prekindergarten teachefs_usuélly have
face-to-face interactions with a child's parents twice'eachvday.
forlevery day the c¢hild attends.: This méans. for example, that
the teacher of a child in full-time attendance for 35 weeks
would have 350 facewtq—face interactions with that child's

parents.

Ménégement of Time

The five problem éreas jﬁst~discusse¢ were defined by both
how frequently problems occu:;ed and how bothersome they were
" when they ocpurred.l.ﬁowgver,.ghe management of time problem
area emerged pnly from‘teééhers; perceptions of how bothersome
the problems were. 1In this area, téachérs reported_problehs
find timefaway from children for planning, and finding time %or
éléaping and dther nonteaching tasks. feachers have difficulty
managing their time"so they do no; spend personal time doing
necessary classroom or.adminfgﬁrative chores.:

The most efficient use of personal and professional time is

'problehaticufof both K-12 and prekindergarten Q?gchefs. Time"
managéﬁentbproblems may be particularly\bothersome for_
prekindergéfteﬁ teaéhers since their jobs are often broadly
defined and;usuallj include a wider variety of cleaning and

nonteaching tasks,' such as training, supervision and evaluation

2y



-8,

19
of subordinsate sfaff, than do their K-12 counterparts.
Similarly, preparation time and breaks away from the class are
. often built into K-12 teacher contracfé. a feature not usually
" found in prekindergarten éettings.-

anagement of Routines

/

This problem aregvemergedaonly from teacﬁers' perceptions
o} how‘freguently problems occurred. Teachers have problems
being able to enlist the support of parents and directing.staff
- to most effectivéiy manage the many routines of a-
prekindergarten program. Teachers report problems managing
toileting or toilétikraining routYnes. rest or nap time. and
.mealtimes.

That this probiem area was found to be associated with
teachers' perceptions of how frequently problems occurred is not
surprising. A subsféntial part of the prekindergarten teachers'
work responsibilities revelves around regular and frequently
occurring routines: morning snack, lunch, afternoon snack, rest
or nap time, toileting and regular diaper checks. Again, these
résponsibilities are not normally part of the the”work of_K-12

teachers.

Comparison of Prekindergarten and x-12 Teacher.Problems
We are now in a much better position to answer confidently
the question posed at the beginning of the study: Are there

importan£ diffepences between the work-related problems of
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vprekindergarted and K-12 teaéhets? .Comparison of our research
findings with research ;n'K—IZ teaéher problems suggests four
areas of difference. ?rekindqrgarten teachers express important
unmet needs with‘respec; to supervision of subordinate staff;
relations with parents regarding compliance with program
éoiicies and procedures; relations with their supervisors; andﬂ
management Qf routines.

There is no evidencé that K—121teachers expgriehge problehé
supervising éubordinate‘stgff. This.problem'a;ea apéears to be
unique to the work of teaching in prekindergarten‘settings;

" This difference is due to the lﬁbor intensive nature of
p?dviding developmeptally approppiate;gare for young children.
.K—12‘£eachers.do report problems with pgrent relgtionships.
However, the nature qf’prekiﬂdergarten teachers' problems with

. parents appear‘tﬁ differ substantially from those of their K-12
counterparts. _This difference may be the fesﬁlt of fundamental
érganizational differences between prekiﬁdergarten'énan—IZ
settings. K-12 teachers do report somevproblems establishing
and maiﬁtaining good relatioﬁship with their supefvisors{ but

. prekindergarten téacher problems in'thi; area are quite
different anc more nuﬁeroﬁs. Again, the nature of
.prekindergarten work setting appears to be a primary reason for
the difference. Einally, management of routines is a frequentl&
occﬁrring problem area fornprekindergarten teachers. The nature

of these routines and the problems they engender are dependent

s



upon the.developmental ieyel and'care requirements of young
children and are, for the most part; not present in K-12
settings. ’ | ) v /

Both prekindergarten and K-12 teachers express the need to
have children behave appropriately. They both want their
charges to be successful in the program, a\d want to help
chilqren lead happy, healthy lives outside of school. Both

groups of teachers want to be effective in treir personal and

"professional relationships with children, parents and- other
! . ’

staff. Finally, both_prekindergarten and K—fz teachers express

" the need to be able to control students effectively and to made
efficient make use of their personal and profe;sional time.
| Implications for TeacherrEducation
When considering the results of this stud; and their
meaning for prekindergarten teacher preparat1on programs, four
observat1ons can be noted. . o R

First, the four areas of difference between' the

work-related probleme of prekindergarten and K—12 teachers

provide a concrete basis for examining cirrent prekindergarten-

21

teacher preparation programs.” The results of th1s study prov1de

1n51ght into the actual work requirements in prekindergarten
f l
'settings. Are teacher preparation programs preparing

prospective teachers to meet those requirements? ﬁhe answer to

this question can only be provided by additional research.
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Second, the findings from this research provide a basis for
examining teacher preparation curricula, in that the specific
problems and problem areas are clear and unaﬁbiguoqs. The “
problems andhproblem areas reflect specific, concrete real world
évents in the daily working lives of prekindgrgarten teachers.

i
The problem areas identified reflect the individual and shared
perceptions of two groups of prekindergarteh teachers in a
variety of prekindergartén settings from 23 states representing
virtually all regigns of the country. However, this study
‘represents only a beginning in the study of prekindergarten
téacher problems. Further investigations of additional
populations 'using revised versions of the Prekindergarten
Teacher Problems Checklist are nécessary.

ihird. the findings from this research contribute to our
understanding of the nature of prekindergartenvteache;s' work.
The problems identified are anchored in specific details of
teachérs; work and reflect much of the complexity of the.task of
teaching in a pnekindergartenisetting.

Fourth, the results of this research can provide
information which is directly useful in making Qecisions
régarding the preservice and inservice preparation needs of
prekindergarten teachers. If future research determines that
modifications in prekindergarten teécher preéaration programs
are necessary, the results of this study can provide directiog

for changes as well as specific curricular content. Peters and
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Kostelnik (1981) point out that most prekindergarten preservice
and magy inserviée preparation programs are based on inferred
rather than expressed needs; and, that for the most pabt.osuch
programs are based on expért opinion, not on empiricél data.
The present study provides empiriéal data about prekindergarten
teacheré' expreésed needs. Recall that this research is based
upon the notion of problem as an instance of a goal held by an
individual, a goal which is being interfered with. In other
wprds. a problem exists when an individual has a goal and cannot
;;hieve it. Therefore, the problems identified in this study
represgnt desiredbgoals prekindergarten teachers have already y
established for themselves. As such, tliese problems repreéeqﬁ a
pacticularly.éotent source for content and strategiés (Kelman,

1971) which are necessary to‘design meaningful preparation

programs for prekindergarten teachersl

0O
<




o

24
Table 8

.
-

‘Significantly Fréquent and Bothersome Prekindergarten Teacher Problems

Description of Problem

0

T

\ .
- FREQUENT PROBLEMS

S

Getting children to share or take turns

;roviding for communications among staff

i

Gétting\children to clean up
\ .
Motivat ng myself to be involved in outside professional activitiec
Proyidin adequate staff to meet all pfogram needs
‘Providing\adequate indoor large muscle play spaég
Findin? wdﬁkshogs that are appropriate to my level of skill and khor,u85e
Getting\my &upervisor to give me feedback about my job perforﬁange
Dressing and\undressing children for winter outdoor play
BOTHERSO&E PROBLEMS

\

Controlling the noise or energy level in the room

Understanding the reason for c¢hildren's problem behavior

Getting parent |cooperation in solving their children's preschool/center
related problems . o

Knowing how to handle.cﬁildren's aggressiyé behavior

Getting parents to drop off or pick up their children on time
Dealing with é chiid who cries or whinqénfrequently

Knowing how tb hglp the special or atypical child

Keeping children's attention during groﬁé time

Getting pafents to provide appropriate clothing from home

(table continues)
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“] HAVE A PROBLEM . . ."

FREQUENTLY _ ' : BOTHERSOME

7

2 > 3

Z .| | <

5 i <
) — I | a0
> '] 14 T = <
< B . 14 E
3 g i & 5
-é o 2 \/ L 13 pra
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) 1 T 1 ) []es. keerine cHiLDReN's aTtenTion buring || [ | L1 L | 1|
5 4 3 2 1 GROWP TIME | s 4 3 2 1
1 T 1 T 1 ] [ l46. PROVIDING EVALUATION AND FEEDBACK N R ]
5 4 3 2 10 TO STAFF ' 5 4 3 2 1
] T [ 3 [ ar. Finome approrrIATE TEACHING/LEARNING | | [ ' [ 1 1 [T
s 4 3 2 1 MATERIALS FOR PRESCHOOL AGE CHILDREN 5 &4 .3 2 1
L 1T 11 J 11 [[_]as. GETTING PARENT COCPERATION WITH N N O I O A

5 4 3 2 1. TOILET TRAINING _ .5 4 3 2 1
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Description of Problem

Feeling positive toward a child who frequently misbehaves

Helping parents understand and deal appropriately with their child's
behavior . -

Knowing how to counteract a child;s negative home environment
Heéting the needé of the children when the rdom is short-staffed
WOrking‘with equipment or facilities which ére-in poor conditioﬁ
Knowing if parents are abusing or neglecting their chiidren

\

‘FREQUENT AND BOTHERSOME PROBLEMS

Getting parents to keep their children home when they are sick
A ’ < :

Spending personal time doing necessary classroom or administrative tasks

Understanding. the  public attitude that day care or prescheool is just
babysitting : :

Finding time away from children for planning or preparation

., Getting children to use words aﬁd ﬁog hit others when they are angry
Finding effective substitute staff
Being aSle to stay home.even though I am sick
Kegpihg Ope child's behavior frbﬁ affecting other chi}dren
Heeting an'indiviaual‘child's neéds without neglecting the group
Getting parents to come to scheduled éven;s or conferences

Finding time for cleaning and other nonteaching tasks

¥
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Figure Caption
Figure 1. Five examples from the Prekindergarten Teacher

Problems Checklist



