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the current body of empirical literature focused on teacher self-efficacy and early childhood education by
solely focusing on EPK/UPK teacher self-efficacy. Future studies should explore the potential relationship
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Abstract
The purpose of this research was to assess the relationships between preschool
teacher self-efficacy, as measured by the Teachers’ Sense of Efficacy Scale (TSES) of
years of early childhood teaching experience, and teacher outcomes as measured by the
Classroom Assessment Scoring System (CLASS). Also considered was whether or not
self-efficacy differed as a function of program setting. Early prekindergarten program
(EPK) and universal prekindergarten program (UPK) (n = 89) lead teachers completed
the TSES, representing a cross-section of all 3 and 4-year-old preschool lead teachers in a
mid-sized urban district. Teachers completed the TSES via SurveyMonkey. CLASS
observations were conducted as part of a larger ongoing evaluation. Teacher selfefficacy was not significantly correlated with years of early childhood teaching
experience. However, overall, teacher self-efficacy was negatively correlated with years
of teaching experience outside of the birth to second grade setting (r = –23, p < .05) and
positively correlated with the classroom organization domain (r = .21, p <.05) and overall
CLASS scores (r = .22, p < .05). School district preschool teachers reported a
significantly higher overall teacher self-efficacy compared to community-based
organization (CBO) preschool teachers. This study adds to the current body of empirical
literature focused on teacher self-efficacy and early childhood education by solely
focusing on EPK/UPK teacher self-efficacy. Future studies should explore the potential
relationship between job satisfaction and self-efficacy in both lead and assistant
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preschool teachers to inform interventions designed to increase job satisfaction and
teacher self-efficacy.
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Chapter 1: Introduction
In support of the idea that high-quality preschool programs are related to positive
developmental outcomes of young children and their future school success, federal and
state governments invest considerable public funds in preschool programs within the
United States (Mashburn et al., 2008; Meisels, 2006). Publicly investing in high-quality
prekindergarten programming provides a wide array of significant benefits to children,
families, and society as a whole. Some of those benefits are higher scores on academic
formative assessments, fewer referrals to special education, and a decreased likelihood of
a child repeating a grade or engaging in criminal activity (Lynch & Vaghul, 2015).
Although a nationwide commitment to a high-quality, early childhood education
in the United States would be costly, estimated at about $26 billion a year, evidence
suggests that, over time, investing in early childhood education programs would
outweigh government costs (Lynch & Vaghul, 2015). In spite of limited information
regarding the investment of high-quality, early childhood education programs, many
other countries around the globe have recognized the critical need for an increased
investment in preschool education, including China, India, Brazil, Indonesia, and Turkey
(Guo, Justice, Sawyer, & Tompkins, 2011a). For example, China has already invested
more than $625,000,000 to enroll over 22,000,000 children, aged 3-6 years, in preschool
education (Levine, 2005).
Policymakers, early childhood practitioners, and researchers also have suggested
that efforts are needed to improve the quality of preschool education for young children,
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while also ensuring the quality of preschool teaching (Barnett, 2003). Long-term studies
of early childhood students, especially in prekindergarten, consistently found that
investing in their future has a large number of lasting and important benefits for their
families and society as a whole. Some of these benefits include: higher levels of verbal,
mathematical, and general intellectual achievement; greater success in school; less
welfare dependency; better health outcomes; and lower crime rates (Lynch & Vaghul,
2015).
In light of the relationship between early childhood education experiences and
later functioning, empirical studies have explored what aspects of the early childhood
education environment are associated with student outcomes. Studies have established
the importance of preschool teachers’ self-efficacy to classroom quality, cognitive
development, and fostering child academic achievement (Guo, Piasta, Justice, &
Kaderavek, 2010; Justice, Mashburn, Hamre, & Pianta, 2008). In the field of education,
teacher self-efficacy is defined as a “teacher’s belief in his or her own capability to
organize and execute courses of action required to successfully accomplish a specific
teaching task in a particular context” (Tschannen-Moran, Woolfolk Hoy, & Hoy, 1998,
p. 233). A better understanding of the factors that influence teacher self-efficacy may be
crucial to ensuring the quality and effectiveness of preschool teaching. Identifying
attributes of teachers and classrooms that are linked to teacher self-efficacy could inform
efforts aimed at developing innovative approaches designed to increase teacher selfefficacy (Guo et al., 2011a, 2010).
Policymakers in the US have established qualification standards for teachers
employed within preschool programs to ensure that children are receiving high-quality
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experiences (Barnett, 2005; School Readiness Act, 2005). Public preschool teachers in
New York State are required to hold a bachelor’s degree in early childhood education
(B-2 teaching certificate), and earn a graduate degree in education within 5 years of being
hired (New York State Education Department [NYSED], 2015). Whether in a district
preschool classroom, a community-based organization (CBO), or a Head Start program,
the certification requirements remain the same. These requirements, according to No
Child Left Behind (NCLB, 2001) legislation, define what a “highly-qualified” preschool
teacher represents. No Child Left Behind legislation defines “highly qualified” teachers,
in general, as having a bachelor’s degree, meeting state licensing or certification
standards, and demonstrating competence in the content they teach. In spite of the
requirements defined by No Child Left Behind legislations, teachers’ qualifications,
academic major, and general competency credentials have not been consistently linked to
higher classroom quality or the academic achievement of children (Early et al., 2006,
2007; Justice et al., 2008; LoCasale-Crouch et al., 2007). In contrast, self-efficacy is one
preschool teacher characteristic that has been found to be associated with higher quality
classroom instruction and child achievement (Guo et al., 2010; Justice et al., 2008).
Problem Statement
The concept of self-efficacy, as the core of social cognitive theory, refers to an
individual’s judgement of his or her capability to perform actions at a designated level of
achievement and execution (Bandura, 1997). Individuals who believe that they will be
successful on a given task are more likely to achieve the desired results because they
allocate a great deal of effort, are persistent in the face of setbacks, and develop coping
mechanisms for managing any negative events (Bandura, 1986, 1997). According to
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social cognitive theory, personal factors and context interact through the process of
reciprocal determination (Bandura, 1986, 1997). Self-efficacy, therefore, is influenced
by both personal and contextual factors.
Given that student achievement and school type (public, private, charter, early
childhood, and school age) have been shown to be associated with teacher self-efficacy,
Chong, Klassen, Huan, and Kates (2010) recommended that future studies should
examine preschool teacher self-efficacy. To support their recommendation, previous
empirical studies have reported that changes in teachers’ self-efficacy beliefs have been
correlated to years of teaching experience and teacher outcomes (Guo et al., 2011a, 2010;
Hoy & Woolfolk, 1993; Woolfolk Hoy & Spero, 2005). Guo et al. (2010), for example,
found that experienced early childhood teachers, especially preschool teachers, reported
having higher self-efficacy compared to their less-experienced peers (Guo et al., 2010).
It has been shown that preschool teachers who report having high self-efficacy tend to
receive higher classroom outcomes compared to less-experienced peers (Guo et al.,
2011b; Woolfolk Hoy & Spero, 2005).
As noted above, teachers’ qualifications, academic major, and general credentials
are not consistently linked to improved classroom quality or children’s academic
achievement (Early et al., 2006, 2007; Justice et al., 2008; LoCasale-Crouch et al., 2007).
Self-efficacy, however, is the one preschool teacher characteristic that has been
associated with higher quality classroom instruction and increased child achievement
(Guo et al., 2010; Justice et al., 2008). For example, preschool teachers’ self-efficacy has
been shown to be a significant predictor of classroom quality and children’s gains in
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literacy (Justice et al., 2008) as well as effective classroom management (Klassen &
Chiu, 2010).
With the apparent value of preschool teachers’ sense of efficacy, it is surprising
that research examining teachers’ sense of efficacy remains limited. Theoretical models
of self-efficacy posit that it is context specific and indicate that teacher self-efficacy can
be influenced and shaped by a number of contextual variables in school settings
(Bandura, 1986). These contextual variables may include both (a) teacher characteristics,
such as teaching experience and sense of community (Guo et al., 2010; Hoy & Woolfolk,
1993), and (b) classroom characteristics, such as children’s engagement (Ross, Cousins,
& Gadalla, 1996).
Previous research has also linked teacher self-efficacy with teaching behaviors,
the amount of effort exerted and extent of persistence, as well as cognitive and emotional
reactions when dealing with difficult or unmotivated students (Klassen, Tze, Betts, &
Gordon, 2011). For example, in one of the earliest studies on teacher self-efficacy,
Gibson and Dembo (1984) observed that lower efficacy teachers tended to criticize
students who responded incorrectly to problem questions. Compared to their peers,
higher efficacy teachers, instead, praised students for trying to solve problems. Higher
efficacy teachers also tended to persist more with students who were struggling
academically and engaged in monitoring and observing students’ time spent working on
activities in their seats.
Theoretical Rationale
History of social cognitive theory and self-efficacy. According to Bandura’s
(1997) social cognitive theory, self-efficacy refers to individuals’ beliefs about their
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capacities to successfully carry out a particular course of action. Research on teachers’
self-efficacy dates back to educational studies carried out by the RAND organization in
the mid-1970s, when two questionnaire items were developed to investigate teachers’
beliefs in their ability to influence student achievement (Tschannen-Moran et al., 1998).
With the work of Rotter (1966) as a base, the RAND researchers conceptualized teacher
efficacy as the extent to which teachers believed that they could control the emphasis of
their actions, whether their control of reinforcement lay within them, or the environment
(Tschannen-Moran & Woolfolk Hoy, 2001).
Bandura (1977) defined perceived self-efficacy as “the beliefs in one’s
capabilities to organize and execute the courses of action required to produce given
attainments” (p. 3). Self-efficacy is a future-oriented belief about the level of
competence a person expects he or she will display in a given situation. Self-efficacy
beliefs, according to Bandura (1977), “influence thought patterns and emotions that
enable actions in which people expend substantial effort in pursuit of goals, persist in the
face of adversity, rebound from temporary setbacks, and exercise some control over
events that affect their lives” (p. 4). In this context, an individual’s conviction that he or
she can orchestrate the necessary actions to perform a given task is an efficacy
expectation. Social cognitive theory proposes a second kind of expectation, termed
outcome expectancy, which is the individual’s estimate of the likely consequences of
performing that task at the expected level of competence (Bandura, 1986). Bandura
asserted that because the actions needed to perform a given task stem from the projected
level of competence a person expects to bring to a given situation, outcome expectancies
add little to the predictive power of efficacy measures.
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Self-efficacy is grounded in the theoretical framework of social cognitive theory
emphasizing the evolvement and exercise of human agency in which people can exercise
some influence over what they do (Bandura, 2006). Bandura (2006) maintained that in
this view, people are proactive and self-reflecting. From this perspective, self-efficacy
affects one’s goals and behaviors and is influenced by one’s actions and conditions in the
environment (Schunk & Meece, 2006). Efficacy beliefs determine how environmental
opportunities and obstructions are perceived (Bandura, 2006) and affect the choice of an
activity, how much effort is expended on the activity, and how long people will persevere
when confronted with obstacles (Pajares, 1992). An impressive body of research
supports the claim that self-efficacy has an important influence on human behaviors in a
variety of settings, such as education, health, sports, and business (Bandura, 1997).
Although Bandura (1997) stressed that the self-efficacy beliefs people hold play an
important role in their functioning, he recognized that individuals do not work as social
isolates. People form beliefs about the collective capabilities of the group to which they
belong. He defined collective efficacy as, “a group’s shared belief in its conjoint
capabilities to organize and execute the courses of action required to produce given levels
of attainments” (p. 477). Similar to the role that self-efficacy plays within individuals,
collective efficacy beliefs affect group performance in education. Teachers’ collective
efficacy refers to the beliefs teachers possess in their collective capabilities to influence
the lives of their students (Bandura, 1993).
Teacher sense of efficacy was first conceptualized in the two RAND Corporation
evaluation studies (Ashton, Buhr, & Crocker, 1984). The 1976 RAND study of schoolpreferred reading programs in Los Angeles, conducted by Armor et al. (1976), reported a
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strong and significant relationship between teachers’ sense of efficacy and increases in
students’ scores on standardized reading tests. A second study conducted by the RAND
Corporation, evaluating teachers’ uses of innovations, reported that “teacher sense of
efficacy is positively related to the percent of project goals achieved, the amount of
teacher change, improved student performance, and continuation of both project methods
and materials” (Berman, McLaughlin, Bass, Pauly, & Zellman, 1977, p. 137). Ashton
and Webb (1982) reported a significant relationship between teachers’ sense of efficacy
and student achievement on the Metropolitan Achievement Test in high school basic
skills classes in mathematics and language. Self-efficacy was measured in each of these
studies by adding the scores of two Likert scale items (1 = strongly agree to 5 = strongly
disagree). The two items are as follows:
1. When it comes right down to it, a teacher really can’t do much because most
of a student’s motivation and performance depends on his or her home
environment.
2. If I really try hard, I can get through to even the most difficult or unmotivated
students. (Ashton & Webb, 1982, p. 30)
Given that Ashton and Webb (1982) suggested that teacher efficacy is an
important teacher characteristic related to student achievement, the focus of their research
was to investigate two possible approaches to the measurement of teacher efficacy,
specifically to determine whether teachers’ sense of efficacy is a self- or norm-referenced
construct.
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Ashton et al. (1984) found that RAND item one was significantly correlated with
RAND item two. Figure 1.1 presents the authors’ conception of teacher efficacy as a
hierarchically organized, multidimensional construct.
Teacher Efficacy
“These kids can’t be motivated”
RAND Efficacy Item One

Personal Efficacy
“I can’t motivate”

Personal Teaching Efficacy
“I can’t motivate these kids”
RAND Efficacy Item Two

Figure 1.1. Teachers’ Sense of Efficacy. Adapted from “Measurement Problems in the
Study of Teachers’ Sense of Efficacy,” by P. Ashton, S. Olejnik, L. Crocker, & M.
McAuliffe, 1982. Paper presented at the annual meeting of the American Educational
Research Association, New York, NY.
The dimension located on the left of the model labeled Teacher Efficacy refers to
the belief measured by RAND item one—the teacher’s assessment of his or her ability to
educate students. On the right side of the model is Personal Efficacy. When combined,
the two dimensions become RAND item two, the teacher’s sense of personal competence
as a teacher. Ashton et al. (1984) assert that the most specific level of conceptualization
and best predictor of teacher behavior is the teacher’s sense of personal teaching efficacy,
represented by the integration of personal efficacy and teaching efficacy. Conceptually,
it is important to keep these two dimensions separate from one another. It is likely that
the most appropriate strategy for teacher change depends on the origin of the sense of
efficacy (Ashton et al., 1984).
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In the first RAND study, 20 elementary schools in Los Angeles, CA were
purposively selected for participation, having met the criteria of a majority MexicanAmerican and/or African American student body and a minimum of 400 enrolled
students (Armor et al., 1976). Longitudinal data were collected on students over the
course of 4 years. Teacher background characteristics and predisposition data were
collected for: race, ethnicity, college attended, and undergraduate major. The RAND
researchers “found no evidence of a relationship between any of these characteristics and
students’ reading achievement” (Armor et al., 1976, p. 34). In addition, teachers’
individual attitudes toward teaching in minority schools were measured by their sense of
efficacy (Figure 1.1). The responses to the questions, shown in Figure 1.1, were
combined into a single measure of teacher self-efficacy, “the extent to which the teacher
believes he or she has the capacity to produce an effect on the learning of students”
(p. 34).
Ashton et al. (1982) developed a more extensive instrument based on a broader
conceptualization of efficacy to overcome the limitations (length of questionnaire and
items solely focused on self-efficacy) presented in the two-item RAND efficacy measure.
The scope of teachers’ sense of efficacy was broadened to encompass teachers’
confidence in their ability to carry out all the responsibilities of teaching, whereas the
RAND questions focused on a teacher’s belief in his or her ability to get through to
students, despite the motivational or environmental obstacles encountered. Ashton et al.
(1982) developed a 50-item Personal Teaching Efficacy Vignette Scale (PTEVS)
constructed on the basis of teachers’ responses to a teaching incidents essay that asked
teachers to describe their most effective and least effective teaching experiences. The
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resulting PTEVS consisted of 50 descriptions of problem-based situations of teaching,
including motivation, discipline, academic instruction, planning, evaluation, and work
with parents. Ashton et al. (1982) hypothesized that these situational vignettes would
elicit more teacher variability “since they provide a concrete referent that teachers have
probably confronted in some form in their teaching experience” (p. 33).
The results of the research showed that the means for the self- and normreferenced measures were not significantly different at the .05 level. Internal consistency
was high for both the self-referenced (r = .95) and norm-referenced (r = .94) instruments.
However, the norm-referenced approach was significantly correlated with the total
efficacy score as measured by the RAND items (r = .35, p < .05), while the selfreferenced vignettes were not significantly correlated with either RAND item, or with the
total score of the RAND items (r = .09, p > .05) (Ashton et al., 1984). Based on their
results, Ashton et al. (1984) suggested that teachers evaluate their effectiveness in terms
of their own performance, rather than compared to the performance of other teachers. Up
until this point, Ashton et al. (1984) indicated that teachers have very little information
regarding the performance of other teachers beyond informal conversations.
Unfortunately, due to their lack of interaction among themselves, teachers are likely to
base their self-evaluation on a limited and possibly biased perception of the effectiveness
of others (Ashton et al., 1984).
Teacher self-efficacy instruments. According to Gibson and Dembo (1984),
“Self-efficacy beliefs would indicate teachers’ evaluation of their abilities to bring about
positive student change” (p. 570). Bandura’s (1977) theoretical predictions of initiation
and persistence suggest that persons high on both self-efficacy variables will respond
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more positively to student characteristics within their classroom. Conversely, teachers
who show a lack of initiation and persistence on both self-efficacy variables will respond
more negatively to student characteristics in their classroom.
Gibson and Dembo’s (1984) influential measure of teacher efficacy extended the
RAND measure (Armor et al., 1976), which consisted of two efficacy factors, one
measuring personal teaching efficacy and the other measuring general teaching efficacy.
Personal teaching efficacy (PTE) measures teachers’ competence beliefs. General
teaching efficacy (GTE) measures teachers’ expectancy beliefs that their effectiveness is
limited by environmental obstacles. Concerns with the Gibson and Dembo measure,
especially with the GTE factor, led to further discussion about the measurement and
validity of teachers’ self-efficacy. Henson, Kogan, and Vacha-Haase (2001) questioned
the continued use of the GTE subscale due to problems with reliability and questionable
construct validity. Most of the validity-focused apprehension centered on the external
orientation of the GTE factor, which focused not on a teacher’s confidence or beliefs
about his or her capabilities to teach but on external constraints that influence student
outcomes (Henson et al., 2001).
Shortly after the first RAND study was published in 1976, Guskey (1981)
developed a 30-item instrument measuring responsibility for student achievement (RSA)
(Guskey, 1981). For each item, participants were asked to distribute 100 percentage
points between two alternatives, one stating that an event was caused by the teacher and
the other stating that it occurred because of factors outside of the teacher’s immediate
control. Consistent with explanations from attribution theory (Weiner, 1979), four types
of causes were offered for success or failure: specific teaching abilities, the effort put into
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teaching, the task difficulty, and luck (Weiner, 1992). In general, the teachers assumed
greater responsibility for positive results than for negative results. Teachers were more
confident in their ability to influence positive outcomes than to prevent negative ones.
Greater efficacy was related to a high level of confidence in teaching abilities on a
measure of teaching self-concept (Guskey, 1984).
Defining teacher self-efficacy. Teacher self-efficacy refers to teachers’ beliefs
that they can bring about desirable changes in pupils’ behavior and achievement (Guo et
al., 2010). This definition reflects the context-specific nature of self-efficacy.
Specifically, the self-efficacy of a teacher may be speculated to vary across different
classrooms, as different classes often vary in size and composition of students.
Therefore, it is important to examine the role of teacher characteristics and classroom
context in teachers’ self-efficacy (Tschannen-Moran et al., 1998).
Previous researchers have suggested that differences in teacher characteristics
may affect a teacher’s sense of efficacy (Wolters & Daugherty, 2007). Although
teaching experience may be one teacher characteristic that is related to teacher selfefficacy, findings concerning the impact of teaching experience have been inconsistent
(Cheung, 2008). Still, there are researchers who have found a positive correlation
between teacher self-efficacy and teaching experience among preschool, primary, and
secondary teachers (Cheung, 2008; Hoy & Woolfolk, 1993; Wolters & Daugherty, 2007).
For instance, within U.S. educational research, Wolters and Daugherty (2007) found that
preschool through 12th grade teachers with more years of teaching experience reported
higher levels of efficacy. In China, Cheung (2008) found that for both Hong Kong and
Shanghai elementary school teachers, longer teaching experience was a significant
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predictor of higher teacher efficacy. In contrast, other studies published in the United
States found contradictory results. Early et al. (2007) found that years of teaching
experience and level of education in Head Start teachers did not directly correlate with
student achievement or teacher efficacy. Similarly, Guo et al. (2010) reported that early
childhood education teachers, such as preschool teachers that had more years of
preschool teaching experience negatively correlated to their self-efficacy. Since these
contradictory findings are present, the possible direct correlation between teaching
experience and sense of efficacy requires further investigation, particularly for preschool
teachers, as this group has been neglected in the literature.
Based on social cognitive theory, teacher self-efficacy may be conceptualized as
individual teachers’ beliefs in their own ability to plan, organize, and carry out activities
that are required to attain given educational goals (Skaalvik & Skaalvik, 2010).
Following this conceptualization, Bandura’s (1997, 2006) recommendation for item
construction should be followed when measuring teacher self-efficacy, because: (a) selfefficacy is concerned with perceived capability, the items should contain verbs like “can”
or “be able to” in order to make clear that the items ask for mastery expectations because
of personal competence; (b) the object in each statement should be “I,” because the aim is
to assess each teacher’s subjective belief about his or her own capability, and; (c) each
item should contain a barrier. The point is underlined by Bandura (1997) stating that, “If
there are no obstacles to surmount, the activity is easy to perform, and everyone has
uniformly high perceived self-efficacy for it” (p. 42).
According to social cognitive theory, self-efficacy affects both cognitions and
emotions (Pajares, 1992). Mastery expectations influence how people perceive
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opportunities and obstacles in the environment (Bandura, 2006), and they affect choices,
effort, and endurance when working with difficult tasks. Bandura (1997) hypothesized
that people with low mastery expectations would dwell on their own weaknesses and
enlarge possible threats.
An individual teacher may also have beliefs both about the ability of the team and
of the faculty of teachers at the school to perform at a level that produces successful
outcomes for students. (Skaalvik & Skaalvik, 2010). Such beliefs represent perceived
collective teacher efficacy (Bandura, 1997; Goodard & Goodard, 2001; Goodard, Hoy, &
Woolfolk Hoy, 2004). Unfortunately, few studies have explored the relation between
perceived collective efficacy and individual teacher self-efficacy (Skaalvik & Skaalvik,
2010). The few available studies suggest a moderate positive relation both between
perceived collective efficacy and individual teacher self-efficacy (Goddard & Goddard,
2001; Skaalvik & Skaalvik, 2007).
On theoretical ground, one could argue that it is reasonable to predict that
perceived collective efficacy affects individual teacher self-efficacy. Schools
characterized by high collective teacher efficacy set challenging goals and are persistent
in their effort to meet these goals (Skaalvik & Skaalvik, 2010). Goddard, Hoy, &
Woolfolk (2000) argued that these high expectations create a normative press that
encourages all teachers to do what it takes to excel and discourages them from giving up
when faced with difficult situations. Skaalvik and Skaalvik (2009) proposed that such a
cultural context promotes students’ achievements, which, in turn, enhance individual
teachers’ sense of self-efficacy. We can, therefore, expect that individual teacher self-
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efficacy and collective teacher efficacy are positively related. However, it is not obvious
that being part of a strong team always increases self-efficacy for all team members.
Based on Rotter’s (1966) distinction between external and internal control,
teacher self-efficacy has been assumed to increase if teachers believe that the students’
achievement and behavior can be influenced by education (Guskey, 1988). Accordingly,
teacher-self efficacy has also been assumed to decrease if teachers believe that factors
external to teaching (student ability and home environment) are more important to the
students’ learning than the influence that a teacher may have (Skaalvik & Skaalvik,
2010). These assumptions have led some researchers to measure teachers’ general beliefs
about limitations to what can be achieved through education, which is often referred to as
teaching efficacy (Soodak & Podell, 1996). Since external control may be confounded
with teacher self-efficacy, it is important to test how strongly these constructs are related,
and if they relate differently to school context variables and to teacher job satisfaction
(Skaalvik & Skaalvik, 2010).
Along with Bandura’s (1977) definition of self-efficacy, Gibson and Dembo
(1984) defined teacher self-efficacy as how capable teachers feel about making positive
changes to their students’ demeanor and overall successes. Teachers not feeling
comfortable with their perceived self-efficacy may not be able to influence student
behaviors or affect child achievement. (Dembo & Gibson, 1985). Hoy and Woolfolk
(1993) suggest that variability among self-efficacy may be persistent between elementary
and secondary teachers. For instance, Hoy and Woolfolk (1993) reported that two teacher
characteristics have previously been linked to teacher self-efficacy (education
background and years of teaching experience). Hoy and Woolfolk (1993) reported that
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teachers with greater levels of education (graduate degree as compared to bachelor’s
degree) and more years of teaching experience resulted in higher self-reported teacher
self-efficacy.
Statement of Purpose
The purpose of this study was to examine what relationship, if any, teacher selfefficacy has with years of teaching experience and teacher outcomes. Drawing upon
existing literature (Bullock, Coplan, & Bosacki, 2015), it is hypothesized that Universal
prekindergarten (UPK) and Early prekindergarten (EPK) teacher self-efficacy would be
positively correlated to years of early childhood teaching experience and student
engagement, as measured by the Classroom Assessment Scoring System (CLASS)
(Pianta, La Paro, & Hamre, 2008). UPK and EPK teacher efficacy is hypothesized to be
positively correlated to high CLASS assessment scores.
Previous empirical studies have demonstrated a positive relationship between
teacher self-efficacy and student achievement. (Armor et al., 1976; Bandura, 1993;
Gibson & Dembo, 1984; Goddard et al., 2000). Teacher self-efficacy has previously
been positively correlated to student gains across various academic subject areas at the
elementary and middle school level, such as in English/language arts, math, and social
studies (Armor et al., 1976). Armor et al. (1976) found that teacher self-efficacy
correlated to reading achievement in inner-city sixth-grade students attending public
schools within urban districts in the United States.
Classroom quality and best practices may at times be included by teacher selfefficacy. (Goddard & Goodard, 2001). In other words, self-efficacy indirectly affects
student achievement through classroom quality. To date, however, very few studies have
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directly explored the hypothesized correlation between self-efficacy and student
achievement with respect to the potential moderating role of classroom quality (Guo et
al., 2011b, 2010).
The quality of the classroom atmosphere has been measured by two domains of
the CLASS, primarily the emotional support and instructional support domain is made up
of two domains (Mashburn et al., 2008). The emotional support domain measures the
extent to which teachers are emotionally engaged with their students. The instructional
support domain measures the verbal interactions between a teacher and their students.
Teachers who were rated as providing instructionally supportive classroom environments
did so by asking open-ended questions, engaging their children in continuous feedback
loops, and used scaffolding concepts of instruction (Mashburn et al., 2008; Pianta et al.,
2008). Emotional support and the instructional support domains of the CLASS have been
associated with student achievement in the empirical research conducted in the United
States (Pianta et al., 2008; Pianta, La Paro, Payne, Cox, & Bradley, 2002; Mashburn et
al., 2008). Language and literacy development among preschool children is an important
characteristic that has been observed to be impacted by teacher student interactions in the
classroom. (Meisels, 2006).
The links between teacher self-efficacy and classroom quality have been
suggested through the findings of several studies (Ashton & Webb, 1986; Gibson &
Dembo, 1984). For instance, Justice et al. (2008) found that teacher self-efficacy was
positively correlated to the literacy instruction at the preschool level. However, other
types of measures have also been studied to see if any relationship between student
achievement could be found. Type of educational background, years of teaching
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experience, and professional development have been found to both support and contradict
findings of student achievement (Justice et al., 1998).
The documented relation between teacher self-efficacy and higher levels of
instructional quality within preschool settings is not unexpected (Guo et al., 2010).
Tschannen-Moran et al. (1998) proposed that teacher self-efficacy may impact how much
effort teachers put forth in the daily educational process of educating children..
Therefore, teachers with high levels of self-efficacy are more likely to “employ a pattern
of strategies that minimized negative effect, and promoted an expectation of classroom
situation characterized by warm interpersonal relationships and academic work” (p. 125).
Teacher factors, such as education background, years of teaching experience, and
certification, have yielded mixed outcomes when correlated with teacher self-efficacy
(Early et al. 2007; Guo et al., 2011a, 2010).
In addition, Goddard and Goddard (2001) found that a relationship existed
between classroom planning and teacher self-efficacy. Classroom factors, such as
performance of students and quality programming, have also yielded mixed results
regarding teacher self-efficacy and student outcomes (Zan & Donegan-Ritter, 2014).
However, with the exception of Justice et al. (2008), previous studies have failed to
consider what relationship, if any, existed between the classroom quality the teacher was
able to develop and nurture and their self-efficacy in a preschool setting. (Guo et al.,
2010).
Research Questions
Within research conducted in the United States, Wolters and Daugherty (2007)
found that more experienced preschool through 12th grade teachers’ self-reported higher
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self-efficacy than their peers with fewer years of teaching experience. In China, Cheung
(2008) found that for both Hong Kong and Shanghai elementary school teachers, longer
teaching experience was a significant predictor of higher teacher efficacy. However,
studies conducted in the United States by Guo et al. (2010) reported that more
experienced preschool teachers with greater years of teaching experience was not
positively correlated to teacher self-efficacy, but rather it was negatively correlated to
teacher self-efficacy. Since contradictory findings exist, the direct correlation between
teaching experience, teacher assessment outcomes, and sense of efficacy requires further
investigation, particularly for preschool teachers as this group has rarely been studied in
the literature.
Drawing upon existing literature (Bullock et al., 2015), this researcher has
developed two research questions:
1. What relationship, if any, does Early prekindergarten (EPK) and Universal
prekindergarten (UPK) teacher self-efficacy have with years of early
childhood teaching experience?
2. What relationship, if any, does teacher self-efficacy have with teacher
outcomes as measured by the CLASS assessment?
The research study explored what relationship, if any, exists between preschool
teacher self-efficacy, years of early childhood teaching experience, and teacher outcomes
as measured by the CLASS. The research looked to discern if there is a correlation
between teacher self-efficacy and CLASS scores. For the purpose of the research,
teacher self-efficacy was measured by the 24-item survey instrument developed by
Tschannen-Moran and Woolfolk Hoy (2001).
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It is important to note that all of the EPK and UPK teachers in this study educated
children who resided within the same school district. However, not all of the EPK and
UPK teachers were employees of the school district. A majority of EPK and UPK
teachers were employees of various center-based organizations (CBO), such as Head
Start. Whether employed by the school district or a CBO, all teachers must meet the
same qualifications to teach in an early childhood education setting, such as an EPK
and/or UPK classroom. In New York State, minimum qualifications to be considered
eligible for an EPK and/or UPK teaching position are met when the teacher has earned a
bachelor’s degree in early childhood education, as well as a Birth-Second Grade teaching
license (NYSED, 2015). A more specific overview of school district teachers and CBO
teachers is described in Chapter 3.
Significance of the Study
It has been suggested that teachers’ sense of self-efficacy supports a child’s
cognitive functioning and academic growth (Goddard & Goddard, 2001). To date,
however, relatively little is still known about what relationship, if any, teacher selfefficacy has with student achievement, and what role classroom quality may play in that
relationship. (Bullock et al., 2015). It is important to note that previous empirical studies
have found a relationship indeed existed between student outcomes and classroom
quality. (Pianta et al., 2008).
Extant research supports the notion that teacher self-efficacy is an important
teacher characteristic related to student achievement (Ashton et al., 1984). Additional
research is needed to develop a more thorough understanding of the relationship that
years of preschool teaching experience and teacher outcomes may have with teacher self-
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efficacy. This research study adds to the larger body of knowledge examining the
relationship between early childhood education teaching experience, classroom teacher
outcomes measured by the CLASS, and teacher self-efficacy (Bullock et al., 2015).
Definition of Terms
Center Based Organization (CBO) Teacher – an instructor who is not employed
by a public school district. A teacher employed by a CBO is not eligible to be granted
tenure by a public school district, nor is he or she eligible to contribute to the state teacher
retirement system. However, CBO teachers are required to meet the same credentialed
qualifications that public school district teachers must meet (Early Childhood Education
Bachelor’s Degree and a teaching license credential of Birth-Second Grade).
Classroom Assessment Scoring System (CLASS) – a valid and reliable
observational tool developed by Pianta et al. (2008), designed to measure the quality of
teacher-child interactions. The CLASS is composed of three subscales: (a) emotional
support, (b) classroom management, and (c) instructional support.
Early Childhood Education (ECE) –the process of giving systematic instruction to
children from birth through second grade (NYSED, 2015).
Early prekindergarten (EPK) – the education of children who will turn 3 years
old before December 1 of the academic year (NYSED, 2015).
Highly Qualified Teacher – educators who have earned a bachelor’s degree, meet
state licensing standards, and demonstrate competence in the content they teach (No
Child Left Behind, 2001).
Public School District Teacher – an educator who is a direct employee of the
school district they are teaching in. This educator is part of the state retirement system
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and eligible to be granted tenure after a specified number of years (typically after 3-4
years of continuous teaching).
Self-Efficacy – “the beliefs in one’s capabilities to organize and execute the
courses of action required to produce given attainments” (Bandura, 1977, pg. 3).
Teacher Self-Efficacy – an educator’s belief that his or her capabilities positively
affect students’ behavior and achievement (Gibson & Dembo, 1984).
Teachers’ Sense of Efficacy Scale (TSES) –a measure of educators’ evaluations of
their own likely success in educating. Teacher efficacy is measured by the TSES long
(24-item) and short (12-item) forms. The TSES is associated with three areas of
teaching: (a) efficacy for classroom management (CM), (b) efficacy to promote student
engagement (SE), and (c) efficacy in using instructional strategies (IS) (TschannenMoran & Woolfolk Hoy, 2001). Permission to use the TSES can be found in Appendix
A.
Universal prekindergarten – the education of children who turn 4 years old before
December 1 of the academic year, the year before the child is to enroll in kindergarten
(NYSED, 2015).
Chapter Summary
Previous research has suggested that a greater focus of attention has been placed
on the quality of preschool programming in the United States. (LoCasale-Crouch et al.,
2007). This chapter highlighted the importance of investigating early childhood teacher
self-efficacy in relation to years of preschool teaching experience and classroom quality.
Internationally, other countries have began to invest greater time and efforts into the
quality of their preschool programming, (Burgess & Fleet, 2009), many of which place a
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greater emphasis on teacher performance outcomes and knowledge of improvement
within preschool programming. (Ho, 2009).
Teacher self-efficacy has been linked to student achievement in high quality
performing preschool classrooms (Guo et al., 2010; Justice et al., 2008). As the primary
measure to evaluate program outcomes, the CLASS assessment (Pianta et al., 2008) has
been used as a teacher outcome measure in Head Start since 2008 (Infurna et al., 2015).
Chapter 2 contains a comprehensive review of the literature about teacher selfefficacy and classroom quality. Chapter 3 includes an explanation of the methodology
used to investigate the research hypotheses. Chapter 4 provides the data analysis and
results, and Chapter 5 covers the discussion of the findings, limitations of the study, and
implications for research, practice, and policy.
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Chapter 2: Review of the Literature
Introduction and Purpose
Policymakers, early childhood practitioners, and researchers have suggested that
efforts are needed to ensure the quality of early childhood education programming,
especially preschool programming, while also ensuring preschool teachers are held to
high standards as well (Barnett, 2003). Previous empirical studies have noted an
important link between classroom quality and student achievement (Guo et al., 2010;
Justice et al., 2008). To date, relatively little is known about the construct of self-efficacy
beliefs among early childhood education (ECE) educators, especially UPK teachers
(Bullock et al., 2015).
For example, previous research pertaining to efficacy for classroom management
has been conducted almost exclusively among elementary school teachers (Klassen et al.,
2011). Very little research has examined the factors associated with preschool teachers’
self-efficacy. To fill this critical gap in the literature, teacher and classroom factors
associated with preschool teachers’ self-efficacy should be studied further (Guo et al.,
2011a). Better understanding of those factors that influence self-efficacy may be crucial
to ensuring the quality of preschool teachers’ instruction. Identifying attributes of
teachers and classrooms that are linked to teacher self-efficacy could provide valuable
information toward efforts to develop tailored and innovative approaches to increase
teacher self-efficacy.
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Recently, a greater public focus in the United States has been placed on
improving the quality of preschool programming (LoCasale-Crouch et al., 2007). Like
initiatives in the United States, an international focus has also been placed on increasing
the quality of preschool programming. (Burgess & Fleet, 2009), with a focus of isolating
teacher characteristics that may play a role in increasing classroom quality (Ho, 2009).
Previous empirical studies have failed to link various teacher characteristics
(years of teaching experience and type of degree) to quality classroom environments
(Justice et al. 2008). A teacher characteristic that has been found to have a relationship
with quality classroom programming at the preschool level is teacher self-efficacy
(Justice et al., 2008). According to Bullock et al. (2015), a research gap persists in early
childhood education teacher self-efficacy, specifically within the preschool teacher
population. For this study, preschool teacher self-efficacy is examined to close the UPK
self-efficacy research gap.
In addition, Wang, Hall, & Rahimi (2015) reported that higher self-efficacy
regarding student engagement and classroom management predicted greater job
satisfaction in teachers. Previous studies (Cheung, 2008; Hoy & Woolfolk, 1993;
Wolters & Daugherty, 2007) found a positive relationship existed between teacher selfefficacy and teaching experience among preschool and elementary teachers. Guo et al.
(2011a), in contrast, reported that preschool teaching experience negatively correlated to
self-efficacy. With contradictory findings in the literature, the direct correlation, if any,
between teaching experience and sense of efficacy requires further investigation (Guo et
al., 2011a). For the purpose of this study, Appendix B displays the types of teacher self-
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efficacy scales that have been developed by different researcher(s), and the year in which
the researchers published their findings.
Teacher self-efficacy and experience. Self-efficacy influences the teaching and
learning processes like high self-efficacy increases a teacher’s enthusiasm for teaching
(Allinder, 1994), and self-efficacy has also been positively correlated with teachers’
efforts to enhance their teaching skills (Tschannen-Moran & Woolfolk Hoy, 2001).
Accordingly, it can also be said that the self-efficacy of pre-service early childhood
teachers is a valuable predictor of the teachers’ future practices (Sak, 2015). Researchers
have suggested that differences in teacher characteristics may affect teachers’ sense of
efficacy. Teaching experience may be one teacher characteristic that is related to teacher
self-efficacy, but findings have been inconsistent (Guo et al., 2011a).
In a quantitative study, Guo et al. (2011b) examined the relationship between
teaching experience, teachers’ sense of community, and children’s engagement with
teacher self-efficacy. A 20-item version of Bandura’s (1997) teacher self-efficacy scale
was used to measure teachers’ sense of efficacy. The questionnaire assessed teachers’
instructional and disciplinary self-efficacy, as well as teacher efficacy to create a positive
school climate. Children’s engagement was assessed by using the CLASS (Pianta et al.,
2008). Two questionnaires were completed by 48 preschool teachers, dispersed among
38 different preschool centers. All 48 teachers had a CLASS observation completed by a
CLASS master observer. Of the 38 reported preschool centers, 27 centers were affiliated
with Head Start, and 11 centers were state-funded prek/Title I centers. Guo et al. (2011b)
reported that teacher collaboration and teacher decision-making influence were both
positively associated with teacher self-efficacy. Teaching experience, as measured in
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total years of teaching, was positively related to children’s engagement. However,
teaching experience and children’s engagement, as measured by the CLASS assessment,
did not correlate with self-efficacy. Teachers that perceived higher levels of
collaboration in their building was shown to be a predictor of child engagement and
individual teacher self-efficacy. Furthermore, preschool teacher self-efficacy was
predicted by the interaction between the teachers’ sense of collaboration and children’s
engagement. This second finding suggests that teachers’ sense of collaboration is
essential in fostering teacher self-efficacy, which expands the growing literature
supporting the importance of encouraging professional collaboration among teachers
(Guo et al., 2010; Woolfolk Hoy & Spero, 2005).
Sak (2015) conducted a study consisting of 451 (220 male, 231 female) preservice early childhood teachers from 10 random early childhood education programs in
Turkey to examine the self-efficacy of early childhood pre-service teachers in the Middle
East, and to test for differences in self-efficacy by gender. All participants were 4th-year
university students who had recently completed their student teaching field experiences.
The Turkish-language version of the TSES, derived from the original teacher selfefficacy scale developed by Tschannen-Moran and Woolfolk Hoy (2001), was used to
measure teacher self-efficacy. The TTSES is made up of three subscales: (a) efficacy for
instructional strategies, (b) efficacy for classroom management, and (c) efficacy for
student engagement. Independent t-tests were conducted to compare pre-service male
and female early childhood teachers’ self-efficacy. Sak (2015) reported that male preservice teacher self-efficacy was significantly higher than female pre-service teacher selfefficacy in regards to classroom management. No significant differences between male
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and female pre-service teachers in self-efficacy were found regarding instructional
strategies. Overall teacher self-efficacy scores showed male pre-service teachers reported
higher scores than female pre-service teacher self-efficacy scores.
Woolfolk Hoy and Spero (2005) also used Bandura’s (1997) teacher self-efficacy
scale in a study consisting of 53 preservice teachers. Participants also completed a 10item abbreviated version of Gibson and Dembo’s (1984) teacher efficacy scale. Results
indicated that general teacher self-efficacy increased during student teaching. However,
personal teaching self-efficacy increased at the conclusion of student teaching, but then
decreased after the first year of teaching, as measured by the Gibson and Dembo (1984)
instrument. Using Bandura’s (1997) teacher self-efficacy instrument revealed similar
results in which teacher self-efficacy increased from the beginning of student teaching to
the conclusion of student teaching, and self-efficacy decreased at the conclusion of the
first year of teaching.
These findings contradict those of a previous study conducted by Hoy and
Woolfolk (1990) in which general teacher self-efficacy decreased during the student
teaching year. A sample of 191 student teachers completed a 22-item version of the
Gibson and Dembo (1984) teacher self-efficacy instrument before and after their studentteaching experience. Methodologically, Hoy and Woolfolk (1990) separated the two
types of efficacies measured by the instrument. A general teacher self-efficacy score was
calculated, along with a personal teacher self-efficacy score. Some researchers (Ashton
& Webb, 1986; Evans & Tribble, 1986; Guskey, 1988) combined the scores of the
general teacher self-efficacy portion of the instrument with the personal teacher selfefficacy scores, thus, using one total efficacy score in their analysis of the data. The
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work of Hoy and Woolfolk (1988, 1990) suggests that combining the scores may be
misleading. When the scores are combined, it may appear that teachers have higher selfefficacy scores than they really do. General teacher self-efficacy is represented by items
that may be out of the control of the teacher, such as family/parent engagement and
student assessment implementation. Personal teacher self-efficacy items represent the
internal feelings that the teacher has, such as getting through to difficult students,
establishing classroom management systems, and fostering student creativity
(Tschannen-Moran & Woolfolk Hoy, 2001).
A quantitative study conducted by Rimm-Kaufman and Sawyer (2004) examined
the relationship between teaching experience and self-efficacy among 140 teachers who
taught kindergarten through third-grade. A 19-item version of the Bandura (1997) TSES
was used to gauge teacher self-efficacy. Their findings are consistent with other
empirical studies showing a positive correlation between years of teaching experience
and teacher self-efficacy (Kim & Kim, 2010; Woolfolk Hoy & Spero, 2005). TschannenMoran and Hoy (2007), in a sample of 255 graduate teachers ranging between 1 and 29
years of teaching experience, examined whether or not career teachers had higher senses
of teacher efficacy compared to novice teachers, with a mean of 8.2 years (SD = 6.8).
Career teachers (greater than 4 years of teaching experience) rated themselves
significantly higher than novice teachers (less than 4 years of teaching experience) on
overall self-efficacy, as well as in the instructional strategy and classroom management
domains. No significant difference between career and novice teachers was observed on
the student engagement domain. Lower mean self-efficacy beliefs were found in novice
teachers compared to career teachers.
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The work of Kim and Kim (2010) provided further support that linked years of
teaching experience and teacher self-efficacy in their study of 169 early childhood
educators who taught children age 0 to 5 years old in 45 preschools and childcare centers
across South Korea. A translated version of Bandura’s (1997) teacher self-efficacy scale
was used to measure self-efficacy, which consists of 30 multi-dimensional and situational
questions. Bandura’s (1997) questionnaire incorporates a 10-point Likert scale
comprising seven constructs of efficacy: (a) efficacy to influence decision-making, (b)
efficacy to influence school resources,(c) instructional self-efficacy, (d) disciplinary selfefficacy, (e) efficacy to enlist parental involvement, (f) efficacy to enlist community
involvement, and (g) efficacy to develop a positive school environment.. Kim and Kim
(2010) found that teacher self-efficacy was positively correlated to teaching experience, ,
corroborating the results found in previously published empirical studies (Woolfolk Hoy
& Spero, 2005).
A quantitative study conducted by Bullock et al. (2015) validated the results of
the Kim and Kim (2010) study, finding that early childhood educators that had more
years of teaching experience than their peers reported higher levels of teacher selfefficacy. Preschool teacher self-efficacy was examined in relationship to classroom
management, which was measured by the classroom management subscale of the
Tschannen-Moran and Hoy (2001) self-efficacy instrument. In total, 395 early childhood
educators from preschool centers in Ontario, Canada completed the teacher self-efficacy
scale. In a similar study examining preschool teacher self-efficacy and classroom
management, Klassen and Chiu (2010) also reported that years of early childhood
teaching experience was positively and significantly correlated to classroom management
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self-efficacy. In their quantitative study, 1,430 teachers across Western Canada
completed the short version of the teacher self-efficacy scale (Tschannen-Moran & Hoy,
2001). Teachers with an average of 23 years of teaching experience had significantly
higher teacher self-efficacy scores than teachers with fewer than 23 years of teaching
experience. Student engagement self-efficacy and job satisfaction were also positively
correlated to years of teaching experience.
Similarly, a mixed-methods study conducted by Cheung (2008) found that
teaching experience was related to teachers’ perceived self-efficacy and school efficacy.
Primary and elementary teachers from Hong Kong and Shanghai completed the Chinese
version of the TSES. A 12-item version of the Tschannen-Moran and Hoy’s (2001)
TSES was completed by 1,300 teachers. Of the 1,300 teachers, 725 in-service primary
and elementary teachers from 28 different schools in Hong Kong participated in the
study. Teachers came from schools ranging from government, aided, and private schools
to direct-subsidy schools. In Shanghai, 575 in-service primary teachers from 22 different
primary schools participated. Among the 575 teachers, 430 were from public schools and
145 were from private schools. Although Shanghai in-service teachers were found to
have higher teacher efficacy than Hong Kong in-service teachers, the study showed that
some aspects, such as gender and years of teaching experience, might be predictable for
both locations (Cheung, 2008).
The association between teacher self-efficacy and student performance was
posited to be bidirectional (Ross, 1998), given that it is possible that teachers with more
developmentally-oriented beliefs provide higher quality learning opportunities in their
classrooms (Pianta et al., 2002). These teachers may elicit a more positive effect and
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higher achievement from their students, which, in turn, makes the teachers feel more
efficacious. To strengthen the argument positioned by Ross (1998) and Pianta et al.
(2005), Jamil, Downer, and Pianta (2007) conducted a study consisting of 509 pre-service
teachers’ final year at a state university. Teacher self-efficacy was measured by the
TSES, long version (Tschannen-Moran & Woolfolk Hoy, 2001). Mastery teaching
performance was measured by the CLASS (Pianta et al., 2008). Contrary to expectations,
teachers’ mastery teaching performance was not a significant predictor of teacher selfefficacy at the end of the student-teaching experience. The results suggest that how
teachers performed in the classroom during student-teaching was not related to how
confident they felt about the quality of their future performance as teaching professionals
(Jamil et al., 2007). Despite prior work on teacher self-efficacy suggesting that mastery
experiences provide the most influential information in self-efficacy development, no
relationship was reported with teacher self-efficacy (Jamil et al., 2007). These findings
might suggest that the structure and formation of teacher self-efficacy beliefs is different
in pre-service populations since they have not spent as much time in the classroom
(Tschannen-Moran & Woolfolk Hoy, 2001; 2007), relying more heavily on preexisting
characteristics of the teachers than actual teaching experiences.
Preschool teacher self-efficacy- literacy/vocabulary. No Child Left Behind
(NCLB, 2001) legislation defines “highly qualified” teachers as having a bachelor’s
degree, meeting state licensing or certification standards, and demonstrating competence
in the content they teach. Yet, teachers’ qualifications, academic major, and general
credentials are not consistently linked to improved classroom quality of children’s
academic achievement (Early et al., 2007). A relationship between preschool teacher
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self-efficacy and classroom instruction has been found in previous empirical studies (Guo
et al., 2010, Justice et al., 2008). Some specific evidence has suggested that preschool
teacher self-efficacy is indeed a predictor of language and literacy gains of students
(Justice et al., 2008).
Justice et al. (1998) examined what relationship, if any, could be observed
between classroom quality and self-efficacy Participating in a larger experimental
professional development study, 135 preschool teachers completed a version of
Bandura’s (1997) self-efficacy instrument. Teacher self-efficacy was not a predictor of
vocabulary knowledge, but was a predictor of print awareness (Justice et al., (1998).
In a related quantitative study, Guo et al. (2010) examined what relationship, if
any, existed between classroom quality, teacher self-efficacy, and student language and
literacy achievement. In total, 67 preschool teachers completed a version of Bandura’s
(1997) teacher self-efficacy questionnaire. Head Start, independent, and state funded prek
teachers participated in the study. Specific to this study, the emotional support and
instructional support domains of the CLASS (Pianta et al., 1998) were assessed from
videotapes collected during a 2-hour standardized classroom observation using the
CLASS (Pianta et al., 2008) at two times during the school year. One CLASS
observation was conducted in the fall, while the second CLASS observation was
conducted in the spring. Children’s language and literacy outcomes were measured by
four assessments: (a) Peabody Picture Vocabulary Test-III, (b) Preschool Word and
Preschool Print Awareness, (c) Alphabet Knowledge Subtest of the Phonological
Awareness and Literacy Screening-PreK (PALS), and (d) Name-Writing Subtest of the
PALS.
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Guo et al. (2010) examined what relationship, if any, teacher self-efficacy and
classroom quality had with the development of language and literacy skills of preschool
students. Teacher self-efficacy predicted print awareness. Classroom quality was
measured by using the emotional support and instructional support domains of the
CLASS. Positive trends of predicting significant change in children’s vocabulary
knowledge was found by examining the two domain scores of the CLASS in correlation
with print awareness (Guo et al., 2010). Teacher self-efficacy, however, did not
significantly correlate to the emotional support and instructional support domains of the
CLASS. Teacher self-efficacy was not a predictor of language and literacy gains of
preschool students. The emotional support and instructional support domains of the
CLASS did predict student language and literacy gains.
Guo et al. (2010) reported that a teacher self-efficacy was affected by the type of
degree a teacher had earned, however, the type of certification a teacher held did affect
teacher self-efficacy. Additionally, years of teaching experience with children prior to
kindergarten entry did negatively correlate with teacher self-efficacy. These findings by
Guo et al. (2010) corroborate those found by Brown and Gibson (1982) and Skaalvik and
Skaalvik (2007), in which more years of teaching experience resulted in a lower teacher
self-efficacy. Teachers holding elementary certifications reported higher teacher selfefficacy than their peers with different certifications. More years of preschool teaching
experience resulted in lower teacher self-efficacy scores. These findings contradict the
reported findings of Kim and Kim (2010) and Guo et al. (2011) where it was found that
years of teaching experience had a positive correlation with teacher self-efficacy.
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Preschool teacher self-efficacy—math. Moving toward another content area
concerning the impact of self-efficacy, Brown (2005) examined the relationship between
preschool teacher self-efficacy and their beliefs about mathematics instructional
practices. In the study, 94 preschool teachers completed the 24-item Tschannen-Moran
and Woolfolk Hoy (2001) version of the TSES. The teacher self-efficacy results revealed
that early childhood education teachers had developed a positive sense of efficacy about
their capabilities to motivate and engage students who were less interested in schoolwork,
to control disruptive behaviors in the classroom, and to provide alternative explanations
for students.
Gaps and Review of the Literature
To date, relatively little is known about the construct of self-efficacy beliefs
among early childhood educators, especially UPK teachers (Bullock et al., 2015).
Meisels (2006) noted that early childhood educators and the instructional practices they
employ are held to a notably high level of scrutiny and their associated characteristics
inform initiatives focused on ensuring that all children enter school ready to learn.
Meisels’ (2006) observation is pertinent, given national data showing that a substantial
proportion of American students fare poorly on measures of reading achievement and the
belief that preventive programs may mitigate children’s later risks for reading difficulties.
Given the indisputable role of early childhood education in the children’s outcomes, more
research is indicated to examine teacher factors, such as self-efficacy, that predict more
positive outcomes for children.
The findings presented by Guo et al. (2011a, 2010) resulted in a clearer
understanding in establishing the relationship between classroom quality and teacher self-
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efficacy in the preschool classroom. The type of education and background a preschool
teacher has may be important to consider when hiring staff for preschool teacher
positions (Guo et al., 2010). Teachers that meet state level minimum requirements are
highly sought after for placement in preschool classrooms, with the hope of increasing
the quality of classroom instruction, with the support of increased public expenditures to
ensure quality preschool education (Barnett, 2003).
Chapter Summary
Establishing a stronger research base that examines what relationship may exist
between teacher self-efficacy and student achievement is needed, especially at the
classroom level where the influence of teacher characteristics plays a critical role in
influencing student achievement (Wright, Horn, & Sanders, 1997). The review of
literature presented in this chapter focused on the importance of quantitative research
examining preschool teacher self-efficacy. Multiple studies showed that student
achievement and teacher assessment outcomes are positively correlated to high teacher
self-efficacy. Justice et al. (1998) found that one preschool teacher trait that positively
affects instruction and student achievement is a teacher’s self-efficacy. However,
inconsistent results in the literature were found. Highly qualified teachers are being
called upon to lead early childhood education classrooms (NYSED, 2015). Regardless of
educational background and qualifications, inconsistent evidence still remains as to what
variables affect teacher outcomes and student achievement. One variable that has shown
to significantly affect student achievement and teacher outcomes is teacher self-efficacy.
Given the inconsistent results found in the literature, this study will examine UPK
teacher self-efficacy, measured by the 24-item TSES (Tschannen-Moran & Hoy, 2001),
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to identify what, if any, relationship exists between UPK teacher self-efficacy, years of
teaching experience (overall and early childhood), and teacher outcomes measured by the
CLASS. The results of this study could be important for considering how to improve the
quality of preschool programming through an increased awareness of, and support for,
teacher self-efficacy. Establishing a possible link between years of teaching experience,
teacher self-efficacy, and teacher outcomes would provide evidence to promote a greater
awareness and a platform to develop meaningful professional development interventions
that would potentially increase teacher self-efficacy. Chapter 3 discusses the
methodology used to explore the relationship between preschool teacher self-efficacy,
early childhood teaching experience, and teacher outcomes as measured by the CLASS
assessment.
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Chapter 3: Research Design Methodology
Introduction
The quality of the classroom atmosphere has been measured by two domains of
the CLASS, primarily the emotional support and instructional support domains
(Mashburn et al., 2008). The emotional support domain measures the extent to which
teachers are emotionally engaged with their students. The instructional support domain
measures the verbal interactions between a teacher and their students. Teachers who
were rated as providing instructionally supportive classroom environments did so by
asking open-ended questions, engaging their children in continuous feedback loops, and
used scaffolding concepts of instruction (Mashburn et al., 2008; Pianta et al., 2008).
Emotional support and the instructional support domains of the CLASS have been
associated with student achievement in the empirical research conducted in the United
States. (Pianta et al., 2008; Pianta, La Paro, Payne, Cox, & Bradley, 2002; Mashburn et
al., 2008). In the current body of empirical literature focusing on preschool teacher selfefficacy, not many studies have explored what relationship, if any, classroom quality has
with teacher self-efficacy (Bullock et al., 2015). Other studies have found a relationship
between classroom quality and student outcomes, enforcing the need to focus on this
specific body of research. Drawing upon the extant literature (Bullock et al., 2015), the
researcher has developed two research questions:
1. What relationship, if any, exists between teacher self-efficacy and years of
early childhood teaching experience?
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2. What relationship, if any, exists between teacher self-efficacy and teacher
outcomes as measured by the CLASS assessment?
Research Context
Pre-collected data from a purposive convenience sample of preschool teachers
from a small to mid-size urban school district was used. The school district employs
approximately 6,100 staff. Of those 6,100 employees, 3,227 are classroom teachers, of
which 140 are preschool teachers of 4-year-old students, and 44 are preschool teachers of
3-year-old children. The school district employs 464 administrators and 1,267 support
personnel.
The school district offers 56 preschool sites housed within 20 elementary schools
and 36 community-based organization (CBO) sites. Along with the preschool sites and
elementary schools, 14 K-8 and K-12 schools house approximately 33,000
prekindergarten-12th grade students. Transportation is provided for 29,875 students daily.
The student population percentages are made up of 60.1% African American/Black,
25.6% Hispanic, 10.2% White, and 4.1% Asian/Native American/East Indian/Other
students. Approximately 84% of the student population is eligible for free/reduced-price
lunches. Special education services are provided to 16.5% of the K-12th grade student
population.
Within this district, preschool teacher demographic data was collected. Early
prekindergarten and Universal prekindergarten lead teachers were emailed a teacher
demographic questionnaire via SurveyMonkey. The data were collected by Research
One, a small not-for profit research institution located in Western New York. Research
One was contracted by the school district to complete all preschool data analyses and to
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provide an end-of-the-year state NYSED report as part of the preschool grant contract.
The researcher is an employee of Research One. One of his responsibilities is to be the
lead author on the year-end NYSED report. The researcher is responsible for maintaining
the preschool teacher demographic database that was collected in January 2016. More
information about the EPK program can be found on the New York State Education
Department website (NYSED, 2015).
Research Participants and Setting
The sample of participants for this research study consist of a purposive sample of
convenience of preschool teachers in 4-year-old and 3-year-old student classrooms
working in a small- to mid-sized urban school district located in Western New York. At
the time of this writing approximately 96% of the UPK and EPK teachers were female,
and 81% of the UPK and EPK teachers earned a graduate degree in early childhood. A
degree in early childhood education is defined by the New York State Education
Department as having earned a teaching certificate in order to teach children birth to
second grade (NYSED, 2015). For the purpose of this study, the researcher distributed
177 demographic questionnaires to 133 UPK lead teachers and 44 EPK lead teachers.
The total sample of the UPK and EPK lead teachers was 177 at the time of this writing.
Approximately 75 of the 133 UPK teachers were employed by community-based
organizations. The remaining 58 UPK teachers were employed by the school district. As
part of the state education department preschool grant, all preschool teachers of 4-yearold students are required to participate in a minimum of 24 professional development
hours. The preschool teachers are able to select any combination of professional
development trainings of their choosing. Some possible professional development
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offerings are focused on curriculum mapping, lesson plan development, CLASS refresher
trainings, working with challenging behaviors in the classroom, classroom management,
and curriculum implementation strategies.
The remaining 44 teachers who participated in this doctoral study were 3-year-old
classroom lead teachers in the EPK program. In total, six of the EPK lead teachers were
employed by the school district. The remaining 38 EPK lead teachers were employed by
various CBOs. Similar to the UPK teacher requirements, EPK lead teachers are also
required by the NYSED gran to complete 24 professional development hours of their
choosing.
Procedures for Data Collection and Analysis
Research design. The researcher completed a quantitative correlational crosssectional research study in which the data on a sample of the respondents (gathered at one
point during the research) was chosen to represent a particular target population. The
data used for this research study were a series of three pre-collected datasets of responses
collected throughout the 2015-2016 school year. The samples collected were contextual
in nature and used to accurately describe certain characteristics of the population; in this
case, referring to all EPK and UPK teachers within the school district and the CBOs.
Sampling and data collection. A purposive sample of convenience was utilized
in this research study. The demographic data was collected by Research One, contracted
to complete preschool assessment data analysis by the school district, as part of a state
education department preschool grant. At the conclusion of the academic year, Research
One produces a technical annual report that provides recommendations to the school
district based on student and teacher data collected the previous year. One of the 2015-
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2016 recommendations was to examine preschool teacher self-efficacy. As part of those
recommendations, EPK and UPK lead teachers completed the 24-item long version
teachers’ sense of efficacy survey questionnaire (Tschannen-Moran & Woolfolk Hoy,
2001), representing a cross-section of all preschool lead teachers of 4-year-old students,
as well as all preschool lead teachers of 3-year-old students.
The 24-item long version of the teachers’ sense of efficacy questionnaire was
used for this dissertation study. The sample collected for this research (n = 89) is one of
the largest accumulated compared to the literature, and it was done solely on a population
of preschool teachers that also incorporated the Tschannen-Moran and Woolfolk Hoy’s
(2001) teacher self-efficacy questionnaire (Bullock et al., 2015; Guo et al., 2011, 2010;
Mashburn et al., 2008). The EPK and UPK lead teachers were emailed the self-efficacy
survey instrument through SurveyMonkey in January 2016, as part of Research One’s
recommendation to the school district to examine preschool teacher self-efficacy during
the 2015-2016 school year. This recommendation was made to the school district in
September 2015, as part of the technical report completed by the third-party research
institute (Infurna et al., 2015).
Along with collecting preschool teacher self-efficacy data, Research One also
collected EPK and UPK teacher CLASS assessment data. The NYSED preschool grant
requires all schools receiving the preschool grant to implement a teacher assessment
(NYSED, 2015). Consecutively, since 2008, Research One has conducted CLASS
assessments each year in all preschool classrooms in the school district (Infurna et al.,
2015). The CLASS assessment is required to be completed on a yearly basis by the
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school district as part of the NYSED preschool grant. CLASS assessments were
completed in all UPK and EPK classrooms (n = 177).
The state education department provides a list of teacher assessments that can be
implemented during the school year in the school districts that are awarded the preschool
grant. The participating school districts selected the CLASS assessment as their teacher
outcome tool. Trained and reliable CLASS assessment observers are required to
complete all CLASS assessments between February 1, 2016 and May 29, 2016. As an
employee of Research One, the researcher’s major responsibility is to analyze and
disseminate the data in order to produce an annual technical report of the preschool
program findings, strengths, weaknesses, policy implications, and future
recommendations.
Approval to complete a thorough and detailed analysis of the preschool data is
included within the contract the school district has with Research One. As part of the
contract between the two parties, the third-party research institute is given full and
complete access to the preschool program teacher demographic data, teacher outcome
assessments, and student achievement assessments. The memorandum of understanding
was signed by Research One and the school district in June 2013.
The researcher used three pre-collected datasets: (a) UPK and EPK teacher
demographic information, (b) teacher self-efficacy questionnaire results, and (c) CLASS
assessment data on all 4-four-year-old and 3-year-old preschool classrooms. The
researcher used the pre-collected data from the three data sets to test two research
questions:
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1. What relationship, if any, does teacher self-efficacy have with years of early
childhood teaching experience?
2. What relationship, if any, does teacher self-efficacy have with teacher
outcomes as measured by the CLASS assessment?
Instruments Used in Data Collection
Demographics. The participants were asked to indicate their gender, race, age,
ethnicity, highest degree obtained, program type (UPK or EPK), program location, type
of degree earned (birth to second grade, first grade to sixth grade with a birth-to-secondgrade extension, or special education birth to sixth grade certification), total years of
teaching experience by indicating years on a Likert scale, and years of early childhood
teaching experience (birth to second grade) by indicating the years on a Likert scale. The
demographic dataset was part of an existing dataset collected in January 2016. The
demographic questionnaire was delivered to teachers via SurveyMonkey. The
demographic questionnaire stated that it was voluntary for teachers to complete. In total,
177 teacher demographic questionnaires were emailed to teachers. The dataset is
maintained and secured by Research One.
Teacher self-efficacy. Teacher self-efficacy was measured by the 24-item, long
version of the teacher self-efficacy scale (Tschannen-Moran & Woolfolk Hoy, 2001).
Each item was rated on a 9-point Likert scale (from 1 = strongly disagree to 9 = strongly
agree). Three domains of teacher self-efficacy comprise the TSES: (a) efficacy for
instructional strategies, (b) efficacy for classroom management, and (c) efficacy for
student engagement. In previous empirical studies conducted on preschool teacher selfefficacy, the three subscales demonstrated strong scale score reliability and evidence of
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validity (Brown, 2005; Klassen & Chiu, 2010; Tschannen-Moran & Woolfolk Hoy, 2001;
2007). “The Teacher’s Sense of Efficacy scale developed by Tschannen-Moran and
Woolfolk Hoy (2001) is the most promising measure of teacher efficacy to date that
aligns with Bandura’s (1997) social cognitive theory and critics recommendations”
(Duffin, French, & Patrick, 2012, p. 828).
Tschannen-Moran & Woolfolk Hoy (2001) employed factor analytic methods to
develop and refine the teacher TSES. Both the long form and short form versions of the
teacher’s sense of efficacy scale were factor analyzed (Tschannen-Moran & Woolfolk
Hoy, 2001). One factor analysis consisted of the responses of 111 pre-service teachers
(still enrolled in college). A second factor analysis consisted of the responses of 255 inservice teachers (teachers that have already earned a bachelor’s degree). The 12-item,
short version form of the efficacy scale was found to have a strong factor structure
compared to the 24-item, long version. The factor loadings of items 1, 2, 3, 4
(instructional strategies), 9, 10, 11, 12 (classroom management), 17, 18, 19, and 20
(student engagement) were all above .61, suggesting strong trait identification (Huck,
2012). The 24-item, long version form of the efficacy scale was found to have a higher
Cronbach’s alpha among the three subscales: instruction = .94; management = .91; and
engagement = .87 (Tschannen-Moran & Woolfolk Hoy, 2001). Means, standard
deviations, and alpha reliability coefficients for the 24-item teacher self-efficacy scale,
long form version, are found in Table 3.1, as reported by Tschannen-Moran and
Woolfolk Hoy, 2001.
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Table 3.1
Long Form 24-Item Teacher Self-Efficacy Scale Reliability Estimates
Variables

Mean

Standard Deviation

Alpha

Student Engagement

7.3

1.1

.87

Instructional Support

7.3

1.1

.91

Classroom Management

6.7

1.1

.90

Teacher outcomes. Teacher outcomes were measured by the CLASS (Pianta et
al., 2008), which measures teacher-child interactions in a classroom setting (Pianta et al.,
2008). The CLASS comprises a total of 10 dimensions that measure classroom quality.
The 10 dimensions make up three separate subscales: (a) emotional support, (b)
classroom management, and (c) instructional support. The emotional support domain is
made up of four dimensions: (a) positive climate, (b) negative climate, (c) teacher
sensitivity, and (d) regard for student perspectives. The classroom organization domain
comprises three dimensions: (a) behavior management, (b) productivity, and (c)
instructional learning formats. The final domain, instructional support, comprises three
dimensions: (a) concept development, (b) quality of feedback, and (c) language
modeling. Trained and reliable CLASS observers were assigned to each EPK and UPK
classroom. Each observer assigned a subjective score from 1 to 7 to each of the 10
dimensions. The scores ranged in a continuum of low-quality (one, two), medium (three,
four, five), and high (six, seven) levels of quality.
Data analysis. The datasets (teacher demographics, teacher sense of efficacy,
and CLASS) were used to complete a variety of statistical analyses. The three
subdomains of the CLASS assessment were tested with the three subdomains of the
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teacher’s sense of efficacy scale. The three subdomains of the teacher’s sense of efficacy
scale were correlated with the teacher demographic dataset. Overall, teacher self-efficacy
and CLASS assessment scores were used as variables for the purpose of this study. The
research questions sought to answer whether a correlation exists between the CLASS
assessment (Pianta et al., 2008) and UPK teacher self-efficacy, and if a correlation exists
between UPK teacher self-efficacy and years of early childhood teaching experience.
Chapter Summary
Teacher self-efficacy represents a future-oriented belief about the level of
competence a teacher believes she or he will demonstrate when confronted with a given
teaching task (Tschannen-Moran, Hoy, & Hoy, 1998). In this regard, teacher selfefficacy can be construed as both task and situation-specific constructs (TschannenMoran & Hoy, 2001). Specific domains of teacher self-efficacy that have received
previous research attention including student engagement, instructional strategies, and
classroom management (Tschannen-Moran & Woolfolk Hoy, 2001).
This study sought to assess the relationship between preschool teacher selfefficacy and teacher outcomes. To date, relatively little is known about the construct of
preschool teacher self-efficacy and teacher outcomes (Bullock et al., 2015). Only a
handful of previous empirical studies have specifically addressed self-efficacy in early
childhood education educators, specifically preschool teachers (Brown, 2005; Guo et al.,
2010; Kim & Kim, 2010). This study addresses a current gap in the extant empirical
literature exploring preschool teacher self-efficacy, early childhood education teaching
experience, and teacher outcomes as measured by the CLASS assessment. Chapter 4
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describes the results of the analyses in order to answer the two research questions
described by the researcher.
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Chapter 4: Results
Research Questions
In Chapter 4, descriptive summaries regarding EPK and UPK teacher selfefficacy, CLASS outcomes, and student achievement are reported. In addition,
correlations between teacher self-efficacy, years of teaching experience, and CLASS
results are presented. Correlational and descriptive data are presented to answer two
research questions:
1. What relationship, if any, does teacher self-efficacy have with years of early
childhood teaching experience?
2. What relationship, if any, does teacher self-efficacy have with teacher
outcomes as measured by the CLASS assessment?
This research study sought to explore what relationship, if any, exists between UPK and
EPK teacher self-efficacy, years of early childhood teaching experience, and teacher
outcomes as measured by the CLASS.
Data Analysis and Findings
Pre-collected datasets completed by UPK and EPK lead teachers were used. EPK
and UPK teachers were emailed a teacher demographic questionnaire via SurveyMonkey
in January 2016. In total, 177 teacher demographic questionnaires were distributed. Of
the 177 distributed teacher demographic questionnaires, 120 were returned (68%). It is
important to note that of the 120 returned demographic questionnaires, some teachers
failed to entirely complete them. For example, of the 120 returned demographic
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questionnaires, only 110 (92%) of the teachers entered their date of birth. Also included
with the teacher demographic questionnaire was the 24-item teacher self-efficacy
questionnaire (Tschannen-Moran & Woolfolk Hoy, 2001).
Of the 177 distributed questionnaires, 120 were returned for a 68% return rate. Of
the 120 returned questionnaires, 111 (93%) indicated the gender as female, while five
(4%) indicated the gender as male. Four teachers did not indicate their gender (3%).
CBO teachers comprised of a majority of the respondents (52%). Seven teachers did not
indicate whether they were employed by the school district or were a CBO. The
certification status of the teachers was comprised: provisional (35), professional (23), and
permanent (49). With certification status, 13 teachers did not indicate their current level
of New York State Certification. The teachers indicated their highest earned degree was
a graduate degree (82%), bachelor’s degree (16%), and other type of degree (2% with
their doctorates). A majority of the teachers indicated they were White (87%) and nonHispanic (95%). The mean age of the teachers was 40.7, with a standard deviation of
12.9 (n = 110). See Appendix C for a frequency distribution of the 120 respondents of
early childhood years of teaching experience n = 118).
Teacher Self-Efficacy and Years of Experience
Teacher self-efficacy descriptive statistics. Teacher mean self-efficacy scores
by domain are found in Table 4.1 (see Appendix D for teacher self-efficacy item mean
and standard deviation).
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Table 4.1.
Teacher Self-Efficacy Subscale Score Means and Standard Deviations (n = 89)
Mean

Standard
Deviation

Minimum

Maximum

Student Engagement

7.4

1.0

4.6

9.0

Instructional Support

7.3

1.1

4.8

9.0

Classroom Management

7.4

1.0

5.0

9.0

Overall Teacher Self-Efficacy

7.4

1.0

4.8

9.0

Domain

Overall teacher self-efficacy is one of the highest reported in any empirical study
solitarily focused on preschool teachers (Bullock et al., 2015; Guo et al., 2011a, 2010;
Kim & Kim, 2010; Woolfolk Hoy & Spero, 2005). Years of teaching experience are
found in Table 4.2.
Table 4.2
Years of Teaching Experience Means and Standard Deviations (n = 120)
N

Mean

Standard
Deviation

Minimum

Career

118

11.4

8.2

1

>30

Early Childhood

118

10.2

7.5

0

>30

Current Site

117

5.1

6.2

0

27

Other Site

115

7.0

6.5

0

27

Poverty

117

10.0

7.7

0

>30

Other Than ECE

117

2.6

4.8

0

>30

Type of Experience

Maximum
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The relationship between years of teaching experience descriptive statistics.
A majority of the teachers (65%) completed the years of teaching experience section of
the teacher demographic questionnaire. Career years of teaching experience is defined as
the total number of years of teaching experience. For this research study, the mean career
years of teaching experience is 11.9 years. Included in this research study are six types of
teaching experience variables:
•

Career years represents the total number of years of teaching experience.

•

Early childhood is defined as teaching from birth through the second grade
(NYSED, 2015).

•

Current site refers to the amount of years of experience working within the
teachers’ current location sites.

•

Other site refers to the amount of years of experience working in any other
site besides the one the teachers were working in at the time of this study.

•

Poverty refers to the amount of years of teaching experience with children
living in poverty.

•

Other than ECE refers to years of teaching experience in grades other than
from birth through the second grade (early childhood education).

Years of teaching experience and teacher self-efficacy. Pearson correlation
coefficients were computed to determine if a relationship exists between teacher selfefficacy and years of early childhood teaching experience. Pearson correlations between
teacher self-efficacy and years of teaching experience are found in Table 4.3. A very
weak relationship exists between teacher self-efficacy and years of early childhood
teaching experience (r = .11), not reaching significance.
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Table 4.3
Intercorrelations Between Teacher Self-Efficacy and Years of Teaching Experience
(Full Sample: N = 79)
Variable

1

2

3

4

5

6

7

8

9

10

1.

Student Engagement

–

.86*

.77*

.94*

–.01

.07

.12

–.21

–.01

–.23*

2.

Instructional Support

–

.76*

.94*

.03

.12

.15

–.14

.05

–.29*

3.

Classroom Management

–

.91*

.07

.11

.18

–.11

.09

–.11

4.

Teacher Self-Efficacy

–

.04

.11

.16

–.16

.07

–.23*

5.

Career

–

.87*

.57*

.66*

.81*

.16*

6.

ECE

–

.66*

.55*

.80*

.03

7.

Current Site

–

–.01

.71*

.20*

8.

Other Site

–

.46*

.13

9.

Poverty

–

.24*

10. Other Than ECE

–

Note. *p < .05

Table 4.3 shows moderately weak correlations between years of teaching
experience in grades greater than third and in student engagement (r = –.23, p < .05),
instructional support (r = –.29, p < .05), and overall teacher self-efficacy (r = –.23,
p < .05). This finding suggests that a teacher with more years of teaching experience in
other grades besides birth-second grade does not feel highly efficacious in an EPK or
UPK classroom within the studied school district. Similar to previous empirical studies,
career years of teaching experience had a weak positive relationship with instructional
support, classroom management, and teacher self-efficacy that did not reach significance
at p < .05 (Brown & Gibson, 1982; Skaalvik & Skaalvik, 2007). A weak negative
correlation was also found between student engagement (r = –.02) that did not reach
significance.
A series of t-tests were conducted to explore the potential differences between
teacher self-efficacy based on race, gender, certification status, EPK/UPK teacher, and
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school district/CBO teacher. No differences in teacher self-efficacy were found;
however, there was a moderate statistically significant difference in self-efficacy between
school district EPK/UPK teachers and CBO EPK/UPK teachers. Table 4.4 depicts
teacher self-efficacy by program, concerning whether a teacher was a direct employee of
the school district or an employee of a CBO. Results from an independent samples t-test
demonstrated a significant difference (t = 2.58; p < .05) between school district teacher
self-efficacy and CBO teacher self-efficacy.
Table 4.4
Teacher Self-Efficacy by Program Type

Domain
Overall Teacher Self-Efficacy

CBO (n = 44)

District (n = 37)

Mean

SD

Mean

SD

t

p

7.2

0.9

7.7

1.0

2.58

<.05

Teacher Self-Efficacy and Teacher Outcomes
Table 4.5 depicts the CLASS scores of the EPK and UPK teachers for the 20152016 school year. The overall CLASS score mean for this sample of EPK and UPK
teachers was 5.4, which is slightly below the overall CLASS mean of a similar sample of
UPK teachers measured in the 2014-2015 school year. Infurna et al. (2015) found the
CLASS mean of 133 UPK-only teachers to be 5.6.
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Table 4.5
CLASS Domain Scores (n = 89)
Domain

Mean

Standard Deviation

Emotional Support

6.5

0.5

Classroom Organization

6.0

0.6

Instructional Support

3.7

1.0

Overall CLASS Score

5.4

0.6

In order to answer the researcher’s second research question, Pearson correlation
coefficients were computed to measure what relationship, if any, existed between teacher
self-efficacy and CLASS outcomes. Table 4.6 reports the findings between CLASS
scores and teacher self-efficacy.
Table 4.6
Intercorrelations Between CLASS Scores and Teacher Self Efficacy
(Full Sample: N = 78)
Variable
1.

Student Engagement

2.

Classroom
Organization

3.

Instructional Support

4.

Overall CLASS Score

5.

Student Engagement

6.

Instructional
Strategies

7.

Classroom
Management

Teacher Self-Efficacy
Note. *p < .05
8.

1

2

3

4

5

6

7

8

–

.73*

.57*

.82*

.19

.12

.18

.18

–

.65*

.89*

.19

.17

.23

.21*

–

.90*

.19

.14

.22*

.20

–

.21*

.15

.24*

.22*

–

.86*

.76*

.94*

–

.75*

.93*
.90*
–
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A clear relationship exists between teacher outcomes and teacher self-efficacy as
measured by the CLASS. Overall, teacher self-efficacy positively and significantly
correlates with classroom organization (r = .21) and overall CLASS scores (r = .22). The
classroom organization domain of the CLASS positively and significantly correlates with
the classroom management domain (r = .23) and teacher self-efficacy (r =.21). The
instructional support domain of the CLASS positively and significantly correlates with
classroom management domain (r = .22) of teacher self-efficacy. Overall CLASS scores
positively and significantly correlate with student engagement (r = .21), classroom
management (r = .24), and teacher self-efficacy (r = .22). Of note is that the emotional
support domain of the CLASS does not correlate with the three domains of teacher selfefficacy and overall teacher self-efficacy.
Summary of Results
Chapter 4 provided a detailed analysis of data collected from Early
prekindergarten and Universal prekindergarten teachers in a small to mid-size urban
school district. The survey participants included EPK and UPK teachers that were
employed by the school district and surrounding CBOs. The sample contained 120
teachers ranging from no years of teaching experience to greater than 30 years of
teaching experience. In total, 97 teachers filled in their date of birth, resulting in a mean
age of 40.9 year and a standard deviation of 13.4.
The candidate’s first research question sought to determine what relationship, if
any, existed between teacher self-efficacy and years of early childhood teaching
experience. The results of the data analysis for research question 1 reported a very weak,
non-significant relationship between teacher self-efficacy and years of early childhood
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teaching experience. This finding contradicts those found in previous empirical studies
in which years of early childhood teaching experience was negatively correlated with
teacher self-efficacy (Guo et al., 2010). However, a moderately weak correlation was
found between the years of teaching experience in grades greater than third and student
engagement, instructional support, and overall teacher self-efficacy.
The candidate’s second research question sought to determine what relationship,
if any, existed between teacher outcomes as measured by the CLASS and teacher selfefficacy. Overall, teacher self-efficacy was positively and significantly correlated with
the classroom organization (r = .21) and overall CLASS scores (r = .22). The classroom
organization domain of the CLASS positively and significantly correlated with the
classroom management domain (r = .23) and overall teacher self-efficacy (.21). The
instructional support domain of the CLASS positively and significantly correlates with
classroom management (r = .22) domain of teacher self-efficacy. Overall CLASS scores
positively and significantly correlate with student engagement (r = .21), classroom
management (r = .24), and teacher self-efficacy (r = .22). Of note is that no significant
relationship was found between the emotional support domain and any teacher selfefficacy domain. This outcome will be discussed in Chapter 5.
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Chapter 5: Discussion
Introduction
The purpose of this dissertation study was to determine what relationship, if any,
teacher self-efficacy had with years of early childhood teaching experience and teacher
outcomes as measured by the CLASS. The researcher completed a quantitative crosssectional research study. The data were collected from participating respondents chosen
to represent a specific target population, which was gathered at one point in time.
Empirical studies have attempted to link various teacher and classroom traits to
the success of students in early childhood classrooms (Guo et al., 2010; Justice et al.,
2008). These studies established the importance of a preschool teacher’s self-efficacy in
relationship to classroom quality, cognitive development, and child academic
achievement (Guo et al., 2010; Justice et al., 2008). However, to date, relatively little is
still known about preschool teacher self-efficacy and teacher outcomes (Bullock et al.,
2015). This research study serves to address a current gap in empirical research where
preschool teacher self-efficacy is the sole focus of the study.
Implications of Findings
Teachers’ self-efficacy refers to a teacher’s beliefs in his or her capability to
successfully complete teaching responsibilities in his or her classroom (TschannenMoran et al., 1998). Empirical studies focusing solely on preschool teacher self-efficacy
and outcomes are inconsistent. Among preschool teachers, Justice et al. (1998) found
teachers’ self-efficacy and the CLASS domains of classroom management and
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instructional support positively correlated with teacher self-efficacy. In a similar study,
no relationship was found between teacher self-efficacy and the CLASS domains of
instructional support and emotional support (Guo et al., 2011a). This research study
sought to determine what relationship, if any, exists between teacher self-efficacy, years
of early childhood teaching experience, and teacher outcomes measured by the CLASS.
Teacher self-efficacy. The TSES developed by Tschannen-Moran and Woolfolk
Hoy (2001) was designed to assess teacher self-efficacy in elementary, middle, and high
school teachers. Bullock et al. (2015) reported, “the TSES demonstrated a unified factor
structure with high internal consistency, results that were comparable to studies with
elementary school teachers” (Tschannen-Moran & Woolfolk Hoy, 2001, p. 179). In this
current study, complete TSES data were collected from 89 early childhood education
teachers in a small- to mid-sized urban school district. The overall teacher self-efficacy
mean was 7.4, similar to previous empirical studies (Fantuzzo et al., 2012; Klassen &
Chiu, 2010; Kotaman, 2010) that measured self-efficacy with the TSES in a sample of
preschool teachers. It can be suggested that early childhood education teachers may tend
to have higher efficacy than their peers who teach in the middle school or high school
setting.
Research question 1. The candidate’s first research question sought to determine
what relationship, if any, existed between teacher self-efficacy and years of early
childhood teaching experience. In total, 89 teachers answered all of the demographic
questions and teacher self-efficacy questions. Pearson correlation coefficients were
computed to answer research question 1. The analysis determined that a very weak
relationship existed between teacher self-efficacy and years of early childhood teaching
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experience (r = .11), not reaching significance (p < .05). This finding contradicts the
finding of a previous study conducted with preschool teachers as the sole focus. Guo et
al. (2010) found that years of early childhood teaching experience was negatively
correlated with teacher self-efficacy. This is an interesting finding. To an outside
observer, one might presume that having more years of teaching experience in a birthsecond-grade classroom would provide the classroom teachers with the time to acquire
the skill set that would permit them to be more efficacious in the EPK/UPK classroom.
This research study found that teachers with more years of early childhood
teaching experience did not self-report having higher self-efficacy compared to their
peers that reported having fewer years of ECE teaching experience. As previously
discussed, one might presume that having more years of teaching experience in an early
childhood education classroom (birth to second grade) would better prepare an individual
for the rigors of educating 3- and 4-year-old children. However, this notion was not
consistent with the findings of this research study. No significant correlation was found
between years of early childhood teaching experience and teacher self-efficacy.
This research study found a moderately negative correlation between years of
teaching experience outside of the birth to second grade classroom and teacher selfefficacy. One might conclude that a teacher who has a vast amount of experience in the
upper elementary grades (third through sixth) would not find the transition to the early
childhood setting as rewarding. The findings of this research study suggest that a teacher
with a great amount of experience in other grades besides birth through second may find
it difficult to transition to, and find success in, an EPK or UPK classroom. These
findings call into question a policy that currently exists within the school district in which
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the data were collected: that, in the spring of every school year, teachers may volunteer
to transfer from their current elementary building and grade level to a different
elementary building and grade level, with the stipulation that they have the proper
certification to teach in the new grade. For example, seventh grade math teachers cannot
volunteer to transfer into a first-grade classroom if they do not have the proper
certification. However, if that seventh grade math teacher was certified to teach in a first
grade classroom, they may bump a first-grade teacher if that first-grade teacher has fewer
years of employment within the school district.
In the school district where this study was conducted, lead teachers rarely
voluntarily transferred into UPK classrooms within the school district. A teaching
assistant who is assigned to a particular classroom may transfer or transition into other
grade levels based on building and school district needs. The continuity of care among
teaching teams in the school district can be disrupted every school year with the
transitioning of teaching assistants. As part of the New York State EPK/UPK grant, each
classroom must have a lead teacher and a teaching assistant in each room (NYSED,
2015). That is not the case in the CBO or Head Start classrooms. As a former employee
of a CBO within the school district, and based on observational data, teaching teams
rarely are changed to ensure the continuity of the teaching team educating the young
children.
The impact on children can be profound if a teaching team is brought together at
the beginning of the school year without having developed a trusting relationship with the
3-year-old and 4-year-old children. Continuity of care is a topic that Research One has
previously been cited as being a variable that has a direct effect on student achievement
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(Story et al., 2014). Story et al. (2014) found that when a change in classroom staff
occurred during the academic year, UPK children did not make as large gains as their
peers in which the teaching team in their classroom remained intact. The ability to
transfer classrooms within the school district is a term collectively bargained by the
school district and the teachers’ union. It is currently unknown what the impact is on
children in a classroom, within this district, with a teaching team that has never taught
together before, compared to a teaching team with previous years of teaching experience
together in the same classroom.
This research study found a moderately weak correlation between years of
teaching experience outside of the early childhood classroom and the student engagement
and instructional support domains of the teacher self-efficacy questionnaire. Similar to
previous empirical studies, this finding suggests that a teacher with more years of
teaching experience in grades greater than second would not feel as efficacious in an EPK
or UPK classroom (Brown & Gibson, 1982; Skaalvik & Skaalvik, 2007). The
implication of this finding, unique to New York State, would suggest that highly skilled
and successful teachers in Grades 3-6 would not be better served transitioning into an
EPK or UPK classroom in the hopes of achieving similar success.
One significant implication for future research would be to examine what
relationship, if any, EPK/UPK teacher self-efficacy has with student achievement.
Previous empirical studies have linked teacher self-efficacy with student achievement in
language and literacy (Justice et al., 2008) and print awareness (Guo et al., 2010). In the
studies conducted by Guo et al. (2010) and Justice et al. (2008), student academic
achievement was measured by assessments not in place by the school district in which
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this dissertation study was completed. The school district in which the sample EPK/UPK
teachers completed questionnaires required the classroom teacher(s) to complete the
individual fall/winter/spring student assessments. Teachers who self-reported their own
students’ academic gains and achievements might come under scrutiny if those data were
used to complete a research focused manuscript.
Another implication stemming from the significant difference in school district
teacher and CBO teachers self-reported self-efficacy may be that of the self-efficacy of
the teaching assistant paired with the lead teacher. It would be interesting to examine
what relationship, if any, teaching assistant self-efficacy has with the lead teacher’s selfreported self-efficacy. If a significant difference in teacher assistant self-efficacy were to
exist between teacher assistants who were employed by the school district and CBOs, it
might make a difference in teacher outcomes as measured by the CLASS (Pianta et al.,
2008).
As previously discussed in Chapter 1 and Chapter 3, EPK and UPK teachers
employed by a public school district in the state of New York need to have earned a
bachelor’s degree in Early Childhood Education (ECE), with a certification for birth
through second grade (NYSED, 2015). The training this particular sample population of
teachers receives while enrolled in a teacher education program in New York State may
vary greatly, based on the location of the college/university, professor experience, and
student-teaching placements. However, as previously discussed, once a teacher is hired
by the school district, all teachers receive similar pre-service training. Research One
conducts training for EPK and UPK teachers in a variety of topics and domains not
limited to student assessment and teacher outcomes. The school district also requires all
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teachers to take a minimum of 24 hours of professional development in an area of their
choosing. That is where the similarities end and the discrepancies begin.
Three glaring differences exist between teachers employed by the school district
and teachers employed by a CBO. First, teachers employed by the school district, on
average, are offered a starting salary of $34,000-$40,000, based on experience and
whether the teacher has already earned a graduate degree. The starting salary of an
EPK/UPK teacher in a CBO does not match what a school district teacher earns. Second,
teachers employed by the school district are able to invest in the New York State
teachers’ retirement system. CBO teachers, although certified as New York State
teachers, are not able to invest in their retirement through New York State because they
are not employees of a public school district. Third, teachers employed by the school
district are eligible to be granted tenure after a pre-determined amount of years, typically
ranging from 3-4 years based on previous experience and the determination of the school
district (NYSED, 2015). EPK and UPK teachers employed by a CBO are considered atwill employees of the state. Therefore, for whatever reason, they can be terminated from
their position without due cause. Unlike school district teachers who are paying members
of a union, CBO teachers are not offered that type of security from their employer. Due
to these three discrepancies, teachers employed by a CBO may not feel as efficacious
about their abilities in the classroom because they are not employed by the school district,
and they are not provided with the advantage of high pay, tenure, and union support, and
they may perhaps feel secondary to their school district peers.
In summary, a wide range of early childhood teaching experience was reported by
both EPK and UPK teachers. In total, 86 teachers responded to the question of how
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many years of early childhood teaching experience they had. Of the 86 teachers, 53
reported having 10 years or fewer, with an overall teacher self-efficacy mean of 7.31.
The remaining 33 teachers reported having more than 10 years of early childhood
education teaching experience, while 9 of those 33 teachers reported having more than 21
years of early childhood teaching experience. A series of t-tests were conducted to
determine whether a difference, if any, existed between their overall teacher self-efficacy
means. No statistical difference existed between the mean of the most experienced early
childhood education teachers (>21 years, 7.65 mean), mid-range experience teachers (1120 years, 7.60 mean), and least experienced (<10 years, 7.31 mean). Previous empirical
studies focused on early childhood education teachers found that with greater years of
teaching experience came reports of higher self-efficacy than peers with fewer years of
teaching experience (Kim & Kim, 2010; Klassen & Chiu, 2010; Kotaman, 2010; Wolters
& Daugherty, 2007). This finding suggests that years of early childhood teaching
experience do not affect a teachers’ self-reported self-efficacy.
As previous empirical studies have reported, teacher qualifications, academic
major, and credentials, such as certification status, have not been consistently linked to
classroom quality or academic achievement in the early childhood classroom (Early et al.,
2007; Justice et al., 2008; LoCasale-Crouch et al., 2007). However, all EPK and UPK
teachers educating children in the school district described in this dissertation study
received the same professional development and training opportunities. Regardless of
whether a teacher has had 2, 15, or 25 years of teaching experience, all EPK and UPK
teachers are required by the school district to participate in at least 24 professional
development training hours per school year. Initially, all EPK and UPK teachers
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received a week of professional development training at the end of August, typically a
week or two before the start of the new academic year. Teachers are offered training
sessions consisting of teacher assessment overviews, curriculum updates, lesson
planning, or focused English language arts and math instruction. Therefore, regardless of
what point teachers are in their careers, they receive mostly the same support, whether
employed by the school district or employed by a CBO. It is difficult to gauge whether
administrative support, however great or little, can play into teacher self-efficacy.
This dissertation study collected data from both EPK and UPK teachers educating
children within the same school district. As previously discussed in Chapter 3, EPK and
UPK sites are located throughout the school district. Teachers are provided with similar
opportunities for professional development, which is provided by the school district and
community-based organizations. However, not all EPK and UPK teachers are employed
by the school district. A series of t-tests were conducted to determine if a difference in
teacher self-efficacy existed between teachers employed by the school district and by
local CBOs. This analysis found a significant difference between the teacher selfefficacy mean of the school district teachers (7.7) and CBO teachers (7.2). This result
suggests that teachers employed by the school district feel more efficacious when
teaching in an EPK or UPK classroom. This finding has a few significant implications
for future research.
Research question 2. The candidate’s second research question sought to
determine what relationship, if any, existed between teacher self-efficacy and CLASS
outcomes. The CLASS assessment is conducted by a third-party observer that has
received CLASS training and meets CLASS observer reliability (Pianta et al., 2008) that
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is typically over the course of a 2.5 hour in-classroom observation. The observer scores
the classroom teacher in three domains, ranging from 1-7 (1 = poor, 3-5 = mid-range, and
7 = excellent): emotional support, classroom management, and instructional support.
For a more detailed description of the three domains and the dimensions that make up the
domains, please refer to Pianta et al. (2008).
The domain and overall CLASS scores can be found in Table 4.5. Note that the
overall CLASS score mean for this sample of EPK and UPK teachers is 5.4, which is
slightly below the overall CLASS mean of a similar sample of only UPK teachers
observed in the 2014-2015 school year (Infurna et al., 2015). The lower reported CLASS
means for the 2015-2016 school year may be the result of a recent addition of EPK
programming. New York State awarded school districts with EPK funding in November
2015, thus allowing school districts to begin EPK programming on January 6, 2016. The
lower CLASS scores might be a reflection of the lack of preparedness the EPK teachers
had with training and professional development.
Correlation coefficients were computed to determine what relationship, if any,
teacher self-efficacy had with the CLASS. A clear relationship was found between the
CLASS and teacher self-efficacy. All domain and overall scores of teacher self-efficacy
and CLASS positively and significantly correlate with each other—except the emotional
support domain of the CLASS (Table 4.6). It is interesting to note that the emotional
support domain of the CLASS did not correlate with any teacher self-efficacy variable. It
is possible that even though teachers report high teacher self-efficacy, their perceived
self-efficacy may not be reflected in or a reflection of the emotional relationship they
might have with the children in their classrooms.
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The emotional support domain of the CLASS (Pianta et al., 2008) measures the
caring, warmth, and positive interactions a teacher has with the children in their
classroom. The perceived relationship documented by the third-party observer may not
necessarily reflect upon that component of the teacher’s self-reported self-efficacy.
Having said that, the lack of reported correlation between the emotional support domain
of the CLASS (Pianta et al., 2008) and teacher self-efficacy domains is a topic that could
be studied further in the future. One might presume that teachers who project a
classroom of warmth and nurturing relationships would be reflected in how the teachers
perceives themselves as having the necessary skills and abilities to positively affect
student achievement. This dissertation study did not find that to be true.
Limitations
There were a few limitations to this research study. First, the EPK and UPK
teachers who participated in this study were all educating children enrolled in the same
school district. It is important to note that the sample population of EPK and UPK
teachers only included teachers educating at-risk children within the same school district.
Therefore, it is not clear whether these findings about teachers’ sense of self-efficacy are
generalizable to other populations of EPK and UPK teachers. This finding cannot be
generalizable to similar samples of urban school district teachers as well. A future study
examining self-efficacy among EPK/UPK teachers from urban, suburban, and rural
school districts would be warranted. Replicating this study with EPK and UPK programs
that enroll a more diverse population of children is an important next step in future
research.
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A second limitation was the number of participants that answered all of the
demographic and teacher self-efficacy instrument questions. Although a 50%
participation rate is considered sufficient (Joyner, Rouse, & Glatthorn, 2013), a greater
sample of participants might have provided a richer data set. Furthermore, some of the
teachers answered all of the teacher self-efficacy questions, but they failed to answer
some of their demographic information (EPK or UPK teacher, school district, or CBO
teacher, number of years of teaching experience, and age). Their data were not included
in this study because they failed to answer some of the demographic questions
mentioned, which led to their responses not being included in the analyses.
A third limitation is that the researcher is an employee of Research One, the
research institute that provided the school district with their EPK and UPK teacher
assessment and student achievement analyses and reports. Viewed by an outside
observer, this might seem to present a possible bias. However, the years of teaching
experience and CLASS analyses conducted for the purpose of this dissertation study have
been conducted in previous years (Infurna et al., 2015). Therefore, regardless of whether
the researcher was an employee of Research One or not, someone in that role would have
conducted similar analyses for the school district, based on the memorandum of
understanding signed between Research One and the school district. Therefore, the
collection of such data is not unique to this candidate because anyone in the candidate’s
position would be conducting similar analyses in the same manner. My research analyst
role at Research One did not impact the research described in this dissertation study.
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Recommendations
This dissertation study explored what relationship, if any, teacher self-efficacy has
with years of early childhood teaching experience and CLASS outcomes. The results of
this research study demonstrate that the sample population of EPK and UPK teachers
who participated in this study were optimistic about what they could do in their
classrooms to promote student engagement, maintain efficient classroom management
techniques, and implement effective instructional strategies that might affect student
achievement. However, the results of this dissertation study were limited by the TSES
measures implemented here.
The TSES scale developed by Tschannen-Moran and Woolfolk Hoy (2001) was
intended to be used as an individual measure of teacher self-efficacy. This survey
instrument only assesses individual teacher self-efficacy. However, collective teacher
efficacy is another type of teachers’ self-efficacy. Collective teacher efficacy represents
the judgement of teachers, in the school setting as a whole, regarding “their ability to
organize and execute the courses of action required to have a positive effect on students”
(Goddard et al., 2000, p. 4). Given that students’ achievement and school types have
been shown to be associated with teachers’ collective efficacy (Chong et al., 2010), a
future study should examine teacher and classroom characteristics on EPK and UPK
teachers’ collective efficacy. In a study investigating the relationship between teacher
and collective efficacy in urban schools, Goddard and Goddard (2001) found that teacher
self-efficacy varied among participating schools. Teacher self-efficacy was measured by
using the 5-item questionnaire developed by Gibson and Dembo (1984). Collective
teacher efficacy was measured by a 21-item questionnaire developed by Goddard et al.
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(2000). Further exploration of collective teacher efficacy would advance the current
body of research toward a better understanding of how collective teacher efficacy
correlates with teacher self-efficacy.
The independent samples t-test results, depicted in Table 4.4, show a statistically
significant difference in overall teacher self-efficacy between EPK and UPK teachers
employed by the school district compared to their peers employed by CBOs. Three
potential sources of this difference could be teacher salary, ability to contribute to the
New York State retirement system, and the ability to be granted tenure. Another
potential variable contributing to the difference in teacher self-efficacy is job satisfaction.
In a sample of 2,569 Norwegian elementary and middle school teachers, Skaalvik and
Skaalvik (2014) found that teacher self-efficacy was positively correlated to job
satisfaction. Avanzi et al. (2013) also reported teacher self-efficacy positively and
significantly correlated with job satisfaction. A sample consisting of 558 Norwegian
elementary classroom teachers participated in the study. TSE was measured by the
Norwegian TSES.
Avanzi et al. (2013) confirmed the findings of previous studies conducted by
Skaalvik and Skaalvik (2007; 2010) that reported teachers with high self-efficacy are
more satisfied with their job and experience less burnout compared with their colleagues.
Low teacher self-efficacy may determine burnout or low job satisfaction, but given that
efficacy beliefs are founded on experiences, it is also possible that low job satisfaction
could influence teacher self-efficacy (Avanzi et al., 2013). A future research study with a
sample of EPK and UPK teachers could explore whether a relationship, if any, exists
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between job satisfaction, teacher self-efficacy, and years of early childhood teaching
experience.
Conclusion
A recent surge of attention has been placed on preschool programming within the
United States (Guo et al., 2010). Initiatives developed with the intention of increasing
the quality of early childhood education programming have emphasized the development
and enhancement of specific classroom and teacher variables, with hopes of improving
the current quality of preschool programming in the United States.(Burgess & Fleet,
2009). Educational theory suggests that the teachers, themselves, are one of the most
important determinants of whether a classroom exhibits a higher versus a lower quality of
instruction (Mashburn et al., 2008). However, empirical studies focused on linking
specific teacher and classroom variables have failed to link such characteristics to what
teachers actually do in the classroom (Justice et al., 2008).
One preschool teacher characteristic that has been associated with higher quality
classroom outcomes is teacher self-efficacy (Guo et al., 2011, 2010; Justice et al., 2008).
The construct of self-efficacy evolved from Bandura’s (1977) social cognitive theory.
Bandura (1977) defined self-efficacy as the “belief in one’s capabilities to organize and
execute the courses of action required to produce given attainments” (p. 3). These
perceived capabilities are believed to influence behavior to achieve a desired outcome. A
person may execute the behavior necessary to achieve a series of desired results or
outcomes (Czerniak & Chiarelott, 1990). As the concept of self-efficacy is applied to the
teaching profession, self-efficacy is defined as the belief that one’s capabilities can bring
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about desirable change in student achievement and teacher outcomes (Gibson & Dembo,
1984).
The purpose of this dissertation study was to explore what relationship, if any,
teacher self-efficacy had with years of early childhood teaching experience and CLASS
outcomes. A purposive sample of EPK and UPK teachers completed a demographic
questionnaire with an emphasis of years of teaching experience. EPK and UPK teachers
also completed the TSES developed by Tschannen-Moran and Woolfolk Hoy (2001).
Teacher outcomes were measured by the CLASS assessment for all participating EPK
and UPK classrooms. The researcher developed two research questions with the sole
purpose of examining what relationship, if any, teacher self-efficacy had with years of
early childhood teaching experience and CLASS outcomes.
This research study adds to the current body of early childhood teacher selfefficacy empirical studies in many ways. First, the sole focus of this study was on EPK
and UPK teachers employed by both a school district and center based organizations.
Second, evidence suggests that the practice of allowing change among EPK and UPK
may negatively impact student achievement (Story et al., 2014). However, although
evidence suggests that continuity of care is paramount in the success of children in early
childhood classrooms, the district in which this study took place continues to allow the
practice of movement among teachers and teaching assistants in district EPK and UPK
classrooms. Although currently, there is limited evidence of teacher mobility, the
potential still exists. It is recommended that future research studies examine not only the
continuity of care among teaching teams, but what relationship, if any, teaching assistant
self-efficacy plays into EPK/UPK student achievement.

74

Overall, the results of this dissertation study on EPK and UPK teacher selfefficacy demonstrate that the early childhood educators in this setting are confident in
their classroom teaching abilities. As evidenced by the results, the EPK and UPK
teachers who participated in this study felt capable in their ability to promote student
engagement in their classroom. It is also apparent that the participating teachers feel
competent in effective classroom management techniques and routines, and possess
effective instructional strategies that may potentially increase student outcomes.
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Appendix B
Teacher Self-Efficacy Scales and Authors Included in This Research Study
Researcher
(Including Year)

Version of Teacher
Self-Efficacy Scale

Derived From

Sak (2015)

Turkish version of the Teacher Self-Efficacy
Scale—derived from the original TSES by
Tschannen-Moran and Woolfolk Hoy (2001)

Tschannen-Moran and Woolfolk Hoy
(2001)—24 item long form instrument.
Likert scale 1-9.

Woolfolk Hoy and Spero (2005)

Bandura (1997) unpublished Teacher SelfEfficacy Scale.
Gibson and Dembo (1984) Teacher SelfEfficacy Scale.

Bandura (1997)—30 item instrument.
Likert scale 1-10.
Gibson and Dembo (1984)—10 item
instrument.

Hoy and Woolfolk (1990)

Gibson and Dembo (1984) Teacher SelfEfficacy Scale.

Gibson and Dembo (1984)—22 item
abbreviated version. Likert scale 1-6.

Rimm-Kaufman and Sawyer (2004)

Bandura (1997) unpublished Teacher SelfEfficacy Scale.

Bandura (1997)—19 item version of the
original 30 item instrument. Likert scale
1-10.

Tschannen-Moran and Hoy (2007)

Tschannen-Moran and Woolfolk Hoy (2001)

Tschannen-Moran and Woolfolk Hoy
(2001)—24 item long version. Likert
scale 1-9.

Jamil, Downer, and Pianta (2007)

Tschannen-Moran and Woolfolk Hoy (2001)

Tschannen-Moran and Woolfolk Hoy
(2001)—24 item long version. Likert
scale 1-9.

Justice et al. (1998)

Bandura (1997) unpublished Teacher SelfEfficacy Scale.

Bandura (1997)—7 item abbreviated
version. Likert scale 1-10.

Guo et al. (2010)

Bandura (1997) unpublished Teacher SelfEfficacy Scale.

Bandura (1997)—11 item abbreviated
version. Likert scale 1-10.

Bullock et al. (2015)

Tschannen-Moran and Woolfolk Hoy (2001)

Tschannen-Moran and Woolfolk Hoy
(2001)—Classroom management portion
of the scale. Likert scale 1-9.

Kim and Kim (2010)

Bandura (1997) unpublished Teacher SelfEfficacy Scale.

Bandura (1997)—30 item instrument.
Likert scale 1-10.

Klassen and Chiu (2010)

Tschannen-Moran and Woolfolk Hoy (2001)

Tschannen-Moran and Woolfolk Hoy
(2001)—12 item short version. Likert
scale 1-9.

Cheung (2008)

Tschannen-Moran and Woolfolk Hoy (2001)

Tschannen-Moran and Woolfolk Hoy
(2001)—12 item short version. Likert
scale 1-9.

Guo et al. (2011a)

Bandura (1997) unpublished Teacher SelfEfficacy Scale.

Bandura (1997)—20 item abbreviated
version. Likert scale 1-10.

Brown (2005)

Tschannen-Moran and Woolfolk Hoy (2001)

Tschannen-Moran and Woolfolk Hoy
(2001)—24 item long version. Likert
scale 1-9.
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Appendix C
Years of Early Childhood Teaching Experience
Years of ECE Experience
0
1
2
3
4
5
Total
6
7
8
9
10
Total
11
12
13
14
15
Total
16
17
18
19
20
Total
21
23
24
Total
26
27
28
29
30
Total
31
Cumulative Total

Number
1
10
7
10
7
6
41
7
5
9
3
9
33
2
3
1
2
11
19
3
1
2
4
4
14
1
2
1
4
2
2
2
0
1
7
1
119
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Appendix D
Descriptive Statistics for 24-Item Self-Efficacy Question (n = 89)
Question
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24

Mean
7.12
7.28
7.08
7.35
7.88
8.08
7.62
8.13
7.88
7.41
7.37
7.76
7.44
6.74
6.95
7.27
7.56
7.23
6.80
7.47
7.10
7.25
7.38
7.37

Standard Deviation
1.59
1.41
1.58
1.40
1.26
1.06
1.19
1.20
1.24
1.25
1.28
1.25
1.38
1.27
1.41
1.53
1.29
1.46
1.49
1.24
1.22
1.30
1.27
1.27
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