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their concerns. se}ve‘ral",iactors includi'r'm gender, pla:ce of ;

e % ABSTRACT

Thxs study was monvated by the petceived need fa:

appropriate staff -development pragrams for educatxonal

e
computmg One &lement receiving scant attentwn in the

* deslgn of smp/rog:ams is the attn:udes cf teachers about

this technology. 5 - B . i

The mdin goal of this study ’waé‘ to asweytain the

 concerns of teachers about.the implement)ation of
] -

microcomputérs in the 'sc‘hools.‘ Teachers’ perceptions

fears, and.considerations about:this technology represept L

'residence,' accessibility of microcomputer at home or in

school, and the date of last university study, were )

,xnvesugateiw_determme if- the y—i H; &

he—thtensity— ;
. of these concerns. Concerns of teachels at pnmary'
tlementary, junior high- and s mor high were exammed to /
determine if d1£ferences were apparent. 7 "

The subjects for this study were 467 teachers and j

saliniakeators: of the.  Public schools®in’ the, pmvince of ./

Newfoundland .and Labrador during’ the ‘school year 1986-87

Data we:e received from 238 or-51.0% of the sample. ./'

The data were qathered by use of a ‘self-administer d

estxonnaxre ‘that consxsted of a modified version o/f the




iigned to gatNer demographic data about ghé subjects.

4 5
Stratification ihto various supgroups was based on -
105, shes is sgparoup a o -
responbes to these questions. .- ~ b

“Teaghers who responded expressed varying leyels of

intens‘tx on the seven Stages of Concern: Awareness, " gk
\ oo

Infbtmatieﬁal, Personal, ﬂanagemént ’Cunsequence,
. Collaboration, &nd Refocusmg. Host teachers (90. E\) had .
the:.: hlghesﬁevel of donce:n on the seli oriented
ogncezns (Awareness, Informational and Personal). This.
. indicates that teachezs :equue more: informltion ‘of "at |
general ‘nature about nus technology. what its capnbuities
are and how the, teachers' role will be_affected by
Xntwductxon OA ‘.,technele'qy. : . "

Tt;é study found that the place of residence and the

“date of most ecent university study did not influgnce the
7 &k B
either at héme or *

. concerns -of teachers.

.., The
\et/s

and Reiocusing. Thgs qppeus to support the-theory of

dgvélppl!\énlfll concerns .- more “mature” concerns’are aroused
nd" bgcome more intense with.incréased use of ti-:é
technology. . $
Signiflcant differences between females and males weze

found to exlsr. on anly ‘two of thz,atagesnlniormatxnnaj and




- o ¢ Y : -
. ™ . uy . . .
- o . c' ki A ")» ®
Yo~ . S oy Tl 3
g E, A} ¥
¢ Refocusihg. ‘ . . . w g ;
i TP LB g4 & ¥ . M 5 4 5 . P
g Diffe_rfm;es between-teachers- at different grade levels
K -

-« appear to be most pronounced on thermore "mature" concetns:

o y ° % ] g #
s . . Mjmégement, ‘Conseduence, Co"llabornt.ion and Refgcusing, -
' . B
although. these differences were not testedvfo; .
L . . ! ; -
“significance. 3 oy \
oy ook, ’ "o | ‘
' . \ <
% - : ~ 3 % :
i A g i ¢ f -
w e .
] y ¢ . . H
i -y N N
Y s *
\ . & . .
: v B
- A o |
v — | t
. - o
- %4 . o
. - ~|
. f * -
B
. & n + 1 '
' ; A ) .
Rt - ;
i . § . \ i
® ! >
: Y : iv .
A [ 5 . i
s 2 W
b i




ACKNOWLEDGEMENTS* ’ "
) .

e . 0,

. . Thig study and -the report herem “presented could\ not

have reached %tmq- thhout the .assistance and

=] s

cooperation of a large number of | indwiduals. The auth

ratitude to all those whose effor‘t ip .- 5

I

expresses sincere

some way ‘ensured the successful con\pletxon .of thxwroject.

Thé’authcr 1s mdebbad to the many teachers and

“ v & / pnncipals who fot d time\‘rh heir busy workdays to assist

- ‘J 2 Wlth ‘the collectmn of the data for thxs study. E i 4

=N @ sir < nk you is ided to ‘my advxso'r, br.,
Garfxeld hzzard, whose suggestions and ctxticxsms were
1nva1uable in:the design, conductxng and reporting of tms
study. Th‘anks are -extended as well to Dr. Mary ‘Kennedy who
_'. . * served on the examining commxttee and who provxded
assistande throughout. . s A o

Apprecxatian 1s expressed to Helen Banfield and .the.

staff at the Instn:utf for Educat1ona1 Research and v .
Development for their assxstance and~ cooperat:on w1th
. "number czunching" "'L‘he author is 1ndebted to the i
Conceptxon Bay South mﬁaud Schcol for the qzant‘.lng of v
a leave of absence m order to pursue.this project. .
'/:\‘ # N veg speg‘i‘al thank you_ goes to the author's wife, ’
Betty, gc;‘r “her en;iizu:agement', undér_sEaridiqg and editorial
‘a&v,ice‘ which facilit ;&ghe completion of this study.

v




. CHAPTER

|
I
o,
i
I
~ ‘ L

T Ly
J‘ 405 , . -\

b
[~

I. BhCKGROUND TO THE STUDY .4....‘..................

Lack of TEACHEE TLALNING v oo e
Teacher E'ducatlon 1n the .Use ofg,

Mic:ocomputers B R R TR

Purpose\of the study SRR Te s e

Descnptmn oE the Study

Lxmxtatxcns of the Study

. Outline of the Thesls

g

EVIEW OF 'THE LITERATURE_..................'....

: Resea:ch on Change ATV S -

+




O T ' v ¥ PO S, -
R e % L ? ’
v ' - | .
: N s T
. . o .
4 2 lcuapter N 7 : PAGE s Pl
5 . [ %
A T :
8 o g ;
III. THE DESIGN OF THE STUDY “...lueuseenes ﬂ...... 55
Statement of PzEblem‘......L............'.... 55
. € Selection -of Subject% B T 1 ] .
- 4 : TRSEPUBBREALION  wasuliwunsswiumevaens sesvsiis 58. ¢
2 L ! E
Administration of Questionnaire ............' 64.. =
* : Treatment of Data . 66
ey 3 ﬁmma{y gomsmomarnia 55 72-
" @ 1V, THE RESULTS OF THE INVESTIGATION . 74

Question'l ..,...'._.f............

“W vy, Question 2 . '\7 ’f
! o ’Quesl:.i‘on 3 82
8 Ques:iﬁn 4 85\
\/1 L Question 5 88~
’. ST : Question 6 90
— Question 7 ...iiesenes 92 |
4 Summary.,.....‘....... 95
v. . CY-USIO,NS,,N‘QJHZEICAZ’LQEIS, 9%
C e SKUY e 10D
102
13"
. - * . ! ~
’ Covii e
rd
. > " i .




g .
L [
* CHAPTER " *

“FReferences
.

APPBNDIX/\

‘APPENDIX

APPENDIX

LI Appmm% D:

/ s
APPENDIX 'Ef

/ASSUMPTIQNS OF tHE * o'

APPENDIX F:

INTRODdCTORY LETTER AND .
P
SURVEY INSTRUMENT PRI

CONCERNS ~BASED .ADOPTION MODEL

CHARACTERISTICS OF THE

LEVELS OF USE OF THE INNOVAT!ON .

LETTERS 1O BQINCIERES~. .. oouynnini.n,

CONCERNS *STATEMENTS BY. 4

viii

1277

140

143,



. . TABLE g ) , o . *'PAGE
v .
< : L 1 'Peaé" concerns of teachers
. & N ’
) about/micracompute_rs . - 16
- N

wi‘tff—lﬁicrocomputers and those-without ......

(- Results'of t-tests on intemsity ' . | . %

of conceins.of teachers who own

a micropomputer and those who do not ....... 93
6 Results of t-tésts on incensiny" ;

of concerns of teachers who have

récently completed university” st

and thos®-who have not ..............beeien 2 96

‘ L ; .
/ - g w8
¥ ix :
“ 2 ¢
N Gl S " ‘.
. R s




= ; . \_" .‘ & < .- -

* FIGURE : S 5 Yy &
LA P v X €

1  stages of concern about- thé.inngvation......

- . o . ¢ o e o G e

% /“ . v 28 Bypqtr}esized development -of stages of concern. .
s e . 3 percentile mean scores of the toncerns "
) i - el f

of’ t¥achers abéut mfc:ocqmﬁu\ier)s

4 ' Percentile mean scores of the concerns ' i
A . Of piiniary‘;_»'ele en) 'ar"y, junioxj: high, and
g senior high te about micg ey
e F )
s FHa > TP REE
. « 5 Per.::}ntxle mean- SCOLés of the ‘concerns . .
: of female and mglg teacher’
] 2 ab? micrecqmpute)s‘ . A
6  Percel t’il'_le mean scores of the concerns - . I

of rural and ufban teachers __

w B . .. aDOUt MiCTOCOMPUEEES i'eeeeererivvusonsnsonon
" . 2 : S s s

Percentile mean 's'qores of the éoncex‘ns' Tos” oo

- ) % of tewthers about mi/;“ pdters for t $

2 . Ci E g TR Yl

¥ . * g with mierocomputers at scpool a}:d \f o
- = g .

N - ‘teachers withgut them

8 . pefcentile mean _§co&s of the concerns

o % ¢ of -teachers about microcomputers for teachers -

- 9
- Who own a microcomputer ‘and whose who do not
» ol® . # . .
| N 5
. 4 *~
L x .
& . o " .
%: @ . 5 £ e ¢ o &
. . 5 - - o .
. % : .

s .




" FIGURE

Percentii_e Am'ea‘n_,‘sco’es of the concerns )

of teachers‘ab'out microcomputers for teachers

*., who have recently completed univetsity

courses jand teachers "who have not ..:

¥y Lo, Tl ) ’
| J R
. i ‘.
g . Xi &
. § A\
. ® N 3 5
. N

! i \ .
' - . ‘\
O Hox g
f: v
4 s
. e

PAGE

97




R othe: «as. another passmg E@ Ehat will have only a

-CHAPTER I . %

BACKGROUND TO THhE‘STUDY
®efore any educational chanqe can be 1mp1emented
efficently and effectively,'the levels of expernse
and' attitudes of educators must be determined priog to
. designing preservice and 1nserv1ce programs, (Stev ns,
. 1980, p. 322) .
i <
»
_Few would deny that the microcomputer is having.a

tremendous impact on the-school of today.-(Anderson, 1983a).

Dhis technology has the'potential-to bring abdut.’

edu‘cationa‘f Eha e. 1t has been per-:ex. ed at one extreme as
a panacea for all’of the problems of eduoation andb? the

imited

’vxmpa.ct on-educatx?n (Jackson, & Deal, 1985). The promxse “of

¢ ; 8w 2
this techné‘logy may- n'ut be realized if the mplementat;,un

egfort is ‘not based on an, unpork:ant component in the »
educatxonal change _process - the teacher. As’ mdwated ‘in

. the quotation £rom Stevens (1980) above, teachers'

expertxse and attitudes mus\: be assessed and :he rpsults
used in the desxgn of staff development so that -the --
probability of this teck’noloqy;enha‘ncing education is

increased. ’ : T Y i e § T

has been. xecogmzed at various levels. varxous educatxonal

“ journals’ (Eozeman, 1991- Greenes, 1981, Patterson, 1983-‘»

Wulf, 1985)Larfd magazines have used "the microcomputer in

i




education" as the t’heme,of a full issue and discussed the"
. many face:s oE the use of this \:echnolqu in schoo.ls.
various professzonal organizations (Natwnal Councxl‘ of
shpervis‘:(sﬁof Mathematics, 1978; National Gouncil of.
Teachers of Mathematics, 1978; Nova Scotia Teacher's Union,
1983) and government age‘r;(cies (Alberta Education, 1983;
Manitoba Department of éducation, 1983; Newfoundland and
Labrador Departmennt of Educatién; 1985; Prince Edetd
3 Island Department of Education, 1983) have identified the
need af;d called for the intggoduction of courses about ¢
computers. ana/ér the use of 'computers as inst‘ructio’nal‘ F
tools. Other publxcatxons have devoted their' cover story to’

mxcrccomputers and the xmpact of thls technology on’ various

‘aspects of lee 1nc1ud1ng educatxon (Friedrich, 1983;
Sheils, 1980). In adqition, _parents_.have recognized éhe
impo.rtance of computer education.fuz' th‘e’ir childreh (Burif _
Peninsula Integrated St‘:huol Board, 1986): They have. ’

E€sponded by raising funds to purchase computers (scott,

1985) and by applying pressure to 'schools and school boards
) N

to incorporate computer education in their schools.

In\addition to the direct call f/o'r‘\compute_t education, *

B . & ° 5 Tow
" the ‘rapill purchase and placement of microcomputers in .

schools, has subtly force';i educators to examine the role of
~this technology .in the educatxonal settxng It t.las b%en
3 estimated that there were 53,524 mxcmcomputers in use in
- 1983-84 in all school settings in Canada and. that by the
end of 1985—‘56 the number in English!public s'choéls would

'y . 4 4

§5 ) E @ ) 4 .
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.+ be 86,476 (Scott, (3’5!»» It has been estimated that by the .
end of 1985-86, approumately 1366 microcomputers wxll have )
i)

been purchased for use in the schools of Newfoundland and

. P Lab:adar (scott, 1985) .
These pressures for changes in the .educational system
E'av.e caused, and will cause, decision makers to purchase
more microcomputers a;xd place. them in schoofs (Jackson &
Deal, 1985). The ;xtent to which the potential of Ehis‘

technology is realized depends largely on't}achers (Kinzer

et al., 1985) and teacher educatxon (Leonard & Lecroy, <

1985) . Kinzetr et al. stat&' "microcomputer. 1mp\ementat\on §

in’ instructional acnvxties will ‘not oceur -if teachers d_o.}
= of-know how to use mxcrocomputue&:@\yqy in’ thexrv
-classroom' (p. 127). The question ‘that begs ans‘wenqg is;
"Do teathqzs"‘ha\(e the‘skiils and a\{ti\;udes n:ecessa}y to us‘e % ‘
- ' ‘. microconﬂputers effectively in instruction?® ’
> .

Lack of Teacher Training

o It appears that a large number of teachers are -

e . v i;u,-prepared’ to use this 1nn0\75tion. surveys of the extent !

of teachers” knowledge about computers have been conducted

“ o to. determine their 'ability to ‘teach about comguté:s and to

utilize then as tools in their instruction. The TeEnilts of :

these surveys are npt unexpecttd, since the majority- oE

teachers, ceived the‘i‘r preservice educatien prior to the'

- . .
introductién of the microcomputer.
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In 1983 it was estimate hat only 6% of the active
teachers in Alberta had a Hoj‘ng knowledge of computers
and ere‘acq_ualnr.ed ;i.r\h different applications (Alberta
Educiition, 1983). Opher surveys {Bitter, 1980; Dickerson &
prifChard, 1981; Rodiquez, 1985; sguth carolina state

Department of Education, 1984; +1985) conducted in the

United States have had similar results, indicating that
there is a enorfous void that must be filled. The results
in canada appear to be shimilar, with 37% of teachers ha‘{ing
i _'t:ainin;; in a general introducfnry course on t‘:om_p‘ﬁters in
educatwn' Newfoundland' and Labrador has only 14% of its-
teachers with such training (Scott, 1985). > sy
Teachers have tecogn their lack of experti‘se._ A

survey o_f’tq.ache’rs and adminiStrators in a school district

in Texas found that 89%° would-:like to attend inservice &

training on conpugez uses ill.:gciucation (Lumsden & Norris,—
1985) . 'n;is‘ confirmed the z.:'alsu'lts of an earlier study of
teachers in Nebraska, wriich found-that 80% of the ,teac‘hers
did not know how to |.|.se?'-a coﬁput:er and 88% indicated their
training to use computers in their classroons Was
inagequate’ (Stevens, 1980). Over half of the teachers in

this study speuhed a need for training. Ninety-seveu

«» percent Q‘teache:s in. one schaol district in Newfaundland “

1ndicated that they would like to ‘become more knowledgeable
in the aua of c\ompute:s with 82% Plgcaunq thal: fhei:

'present knqwledge was xnadequate (Burin PeniAsula

Integrated School Board, 1986). Other studies (Bassler,




G , i
- N b
Almeida, & Van Voorst, 1984; Wepner, 1986) have confirmed

teachers” Jack of knowledge_and their willingness to attend

sessions designed to increas( skills mmknowledqé to' use

these tools for instruction.

Muir & Foreman (1982) found that there was almost

h_\ unanimous agreen'gent that teachers ahd administrators should

receive an intmducticn to-educational applications. In

Nevfoundland and Labrador the need for tedcher educatxnn. in
m1crﬂcompu\:e: appucatmns has been-addr@}ed in-a report

. . to the Minister of Education’ BY the computer Advisory

Q‘ Comm)ttee (l‘ewfoundlandv and Labzador Department of 4

‘ E:ducat:.on, 19 5) Recommenéation 13 stated: "An inservice - -
trammg pto tam ‘in ccmpubez lxteracy be made available to
all'educational personnel in the school sys;egn of the
province® (p. 147, Additionally, the' comnitteehas

v '_ zecoinmendéd, "‘msezvice/pQ}rams relating to specific

applications o_f computers to educatlon be\ developed and

made ava:lable throuqhout the pzovxnce" (p- 15)

In spn:e of the tremendous void there. is Jome\zvid‘ence.
that proqres§ is geinq made in expanding teacher knowledge
about computers. Stevéfis (1982) found in'a- replication of a

‘ study condicted i_n 1979 (sStevens, 1984) that

*
here had- been
some improvement in the computer knowledge o practiciqg

teachers. In most jurisdictions, however, t effort has;‘ﬁ

not been extensive enough to substantially increase teacher

expertise.




6
‘ Teacher Education in the Use of Microcomputers
| - .
| -
\ Few would argue that the evidence points to & massive

job of teacher education if the inpleentation of this o

technology is to be successful. The acquisition of the new
skills, knowledge and attitudes <;a;l be achievéd in a number
_of ways 1) through self education; 2) through preservxcev

tramxng, and .3) -through inservice or staff development

activxtxes.

Self-education E = :
Some teachers have, taken upon themselves the task of
acqmr;ng the knowledge necessary. to utuize the =
microcomputer, This would ideally be the most *
cést;efflective measure; hohever, it is ullikely ‘that the
majority of téachers will receive co}npuéer e‘xper;ise in

5 40
this manner. Those who will dearn this way would probably H

fall'into the categories of "innovators" or "eaély
i o c
adopters” as proposed by Rogers and Shoemaker {1971). These

two categories together usually represent only 16% of the: . \

. popula:ion for any innovation (Rogers & shoemaker, 1971) . l

Teachers usually are unwillingly.to educate themselves or 5
otherwise become-involved, cfti»nq lack of time as ore ’
reason for the lack of effort (Blank & whiée, 1984; Rubin, ‘w
1983’ ’

Many teachers have expressed an apprehension and fear



7
Sel C ok .
of the microcomputér .technolody and will avoid yse of it
(Jay, 1981). Jay has termed* this phenemonen, !
« "computerphobia® (p. 47). Jay out1lined the followmg as
characteristics of ‘computerphobia :
~ a) resxstence to talking or even th)nkxng about
computer technology,
b) fear or anxiety, which may even create
physiological cdnsequences;
c) hostile or aggressive thoughts and acts, il
indicative of some underlying frustrations.
= (p. 47) ~

Y closely associated term is conputer anxiety, “which'
- results f£rom fear or apprehension whgn.us‘ing. Son\puters or 2
when f;u:ed with the prospect of usi‘}xg computers” (Jona‘sse_n,
1986, P._2), Maurer and Simbnson (1984) pnstulated that :

{ ~

behavxbrs assocxated with computer apxiety are:

Avoidance -of -computers -and-the-general, areas
where computers are located. Y

2: Excessive caution with. computers.
3. . Negative remarks about computers, : ,
4. Attempts to cut short the necessary use/of M
- computezs. (p. 3) I /
‘Hov;evez, there appears to be 1nconc1usxve evidence tha‘t ' \

sudh anxiety dqes occur (Jonassen,. 1986).

Some teachers also avoxd using miczocompute because

of a fear of bemg replaced by a computer (Clemen((:, 1981;
Jay, 1981; Rubin, 1983; Stevens, *1980) . They are fgarful Lot .
that their. position of dominance - in :.her classroom will be
: challenged by ‘students who are more knowledgeable.about the
b technology than they (Diem, 1981;'Jay, 1981; Rubin, 1983) .




y occurs during/

The avoidance of use and unwillingness to become involved
. . " e
is due in large measure to a lack of prepmtion and

training (Diém, 1981).

that most might
not take it upon themselves to obtain the education ’

necessary Eé’\z productive use of microcomputers: in their

instruction.” - i ”

B B

Preservice edication

Most ¢ t\é prepuatwn teachexs receive for the ‘job

Atheiz preseruce traxning. There is évidence,

ver; that such is not ‘the ‘case in greg‘aration for ‘use
he microcomputer,

he faculties og;moét’ uniVersit{ea a'nd coileges of .
E -

education lack the expe:tisé to provide training Ec:’

student’ teachers -in educational computing (Anderson,
1983a). Anderson outlined three barriers to teacher 5

educators acquiring computer expertise:

(a) the traditional focus of teacher ti\@ming
programs,

(b) the lack of instructional computer facilities and
.support staff on dniversity cgmpuses,

(c) the reward system on most university campuses.
(pe M.

Despite these barriers, it a‘ppea:s that-a large number _

of Schools of Education both' in Canada and the United
States are mccrpoutlng rourses Ln mczoconputersum the {4

programs (Collia & Muir, 1986; ‘Judd & Dieterle, -1954- Kull

»
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|
& Archambault, 1984). This evidence indicates an increase
|

in offezi‘pgs from the results of an eaxl/ier'sutvey (Unlig,

®1982). |

This |increased” interest may not be reflected in
graduates 1iwho are more knowledgeable since the large
majority OF thesj faculties have not made the cou‘rse or
courses a l’equirement for graduation. Pnly 38% of education
faculties tn canada l(Collis & Muir; 1886) and 22.4% of .

thoges in tHe United S‘l:a'vtes (Kull & Afchambault, 1984)

reported thlat these courses were zequued for teacher

certxflcatl‘on “or graduatlon. -

Even- tf ose graduates who have! received computez
education may not reduce the gap_bgtween the present lack
of and the need for tea:hers versed in computer education.
The declining enrullments in our schoals\T have lead to
stable stafﬁs that -méan: the opportumty for new .teachers to
-enter the p:\qfession is limited' (McLaughlin & Marsh, 1978;
Swenson, 1981).

The‘ pro“vi'sior‘n of prese:vice\‘educat&n does not appear
as a viable Solution'to the probleANgf educating teachers

I - % o

about microcémputets.
|
I I «
staff development ~ . B
s

The developmenr_ of inservice or staff development
proq:ams appears to be the most approgﬁ'a&.\method for

deanng wu:h the mass\ve traininq pzohlem that exxsts tn\




’ L . - X : -
'
lD/,
. /
preparing teacMers to use microcomputers effectively in /04:
- ~
schools (Stasz, wink)g'ﬁshavelson, Robyn, & Feibel, 1984).
The majority of the literature relative to teacher trﬁininq
/
in tHe use of micn’:computers has focused on tk;'e proyision
ﬂ /
hservice activity for teachers. / -
c//s this

"rne literature on educational change refle

— s
view about the ul\portance of staff development/in bringing . ‘ .

about lastinq change (Fullan, 1982b).- Fullan elaborated: N
Educational change involves learning-how to do -
something new. It is for thiS reason that if any L
single factor is crucial to change, it is pzofsssmnal
development. (p. 257) . \

/ 1 - In spite of valiant effo:ts;by'séhools_ and. schioql

districts, it “appears thai: the present effort is falling

Lshort in providing adequate education (Stasz et 'al., 1984).,

—~——— :
Stasz et al. outlined the problems with this -type of

effort:

such efforts typicélly fall short in the number of
teachers trained, in the length of training, in the
amount of "hands-on" experience provided in the topics

- covered and in the provision of in-class follow-up

after the staff-development activity: *(p._2)
These cririciéms.of‘stafE—development activities, for ’ »
microcomputers are.'similar to those directed -at, inservice ..
7 ' and other attempts at brin,ging about educational change.
Most often innovations fail because of an underestimation
of teacher training needs (Fullan, 1982b; McLaughlin & ]

- Marsh, 1978). Despite a lack of success in affeéting real
change,';he one-shot, 'Erag\mented, irrelevant workshop fhat ']
is held over a one day penod and then forgotten by
evelopers is'stul used (swénson, 1981; verma, 1981).

= .y



Another problem usually associated with staff
development is the 1ack of consideration of the teacher as
an adult learner (o:hch, 1983). 1In consxdenng educational

change, planners must be aware that educational change is

"a learning experience for the adults involved"” (Fullan, -.° -

1982b, p. 55). Knowles (1970) described adult learners as

“
htiman beings who ;‘re highly self-directed, draw heavily
A

upon past exper‘-ierfi:es, and are more problem—cenéeted than
. 3 s

content-centered with the immediacy of’ application a high
p.riotity. These learner characteristics are manifested in
.inseryice érogtams as‘iearner concerns (Wedman, 199,6): e

. The failure of the conventional appfoach to staff
development makes it necessary to recons1der the problem if

m:l.crocomputer technology l.S to effect real change 1n L

"“schools.

. . -

..In addressing reasons for failure o[vs‘taff
development, Fullan (1979) summarized several as follows:

i Follow-up support for 1deas “and pract
introduced in in-setvice programs odcurs in only
‘a small minority of cases.

2. In-service programs rarely address the individual »
needs and concerns. ® .

3. There is a profound lack of_ any conceptual basis
in the nning and implementating of in-service
prografis hhat would ensure their effectiveness.
(p.

1 B
These reas ns for Eaxlure shauld be considered in planning-

staff development.
In planning staff .development activities in the area

ofs microcomputers, most of the concentration ﬁas been on




the increasing of cbmputer expertise (Wedman E@Mer,
1984; Wedman, 1986). It has been asserted, however, that
teacher attitudes are as significant to successful

g\ implementat‘ions as is computer expertise‘ _it'self (Podemski,

- \.1981; Stevens, 1980). vVery little atfention has been ‘paid

0 " . to teacher attitudes or concerns (Wedmah. & Heller, 1984;
Wedman, 1986), and this deficiency may well explain the )
R Wilite of sich inservice programs. .

Cicchelli and Baecher (1985), in discus"sing the (

planmng and preparation Eor introduction of m1crocomputers -

in the classrooms, stated: " # & -
Unless the real concerns of teachers'are seriously and ¥
systematically considered as a critical variablelin :
the process of change, the use of computérs will take

on the usual "hit and miss" onentatmn so typical of
innovations that ‘we educators effectuate..For
innovations to be successfully implemented, attention
must be given to the involvement of individuals, in the
change process, for change will vccur only when . *
individuals change. (p. 56) .

s

The comput;r expertise of teachers has been more than ..
adequately determned however, it -appears that the
attitudes of teachers have not been adequately assessed In
# particula'r the concerns. of teachers should be detetq\ined so
that there is a broader knov;ledge about teachers forwhom-_ - ,\“
inservxce programs are to be deslg ed, o . Pl
rw Several studies (Cxcﬁbllx/& Baecher, 1955 Wedman &
Heller, 1984; Wedman, 1986; Wedman, Heller & Strathe, 1986 \
wHiteside\Y\ James, 1986) have ‘deternined the 'c‘oncerni o*g -
B : t‘éac ers relative to n‘\ic-rocomputer& However, the saméles‘; . 5
- P haveleen from a school system (Cicchelli.& Baecher, 1985; "




Wedman, 1986), in which'teachers voluntEereds £rom teachers

en:oued in \mxversxty courses’gn mxcrocomputers (Wedman s
Hellgr, 1984; WEdman, 1986; ijman et al., 1986) and :
teachers of a parucu.\ar school (whxtesxde & James“uas)..
Given the nature of the samples the majpruy of whu:h were
self- select}, st is: xmportant to ‘determine th_e concerns of

a larger and moxe diverse sample. Y

In summary,—n. appears that massive staff devc&opment

actwines wil¥ be :equ;red tu provide the knowledge and

a\:tltude_s (equxred Eor successful 1mp1ementatxon of
mcrncompucers in the schoals This will require a Tawow]
comprehenswe and well-planned strat,egy fo: iuch actmn, An
unportant component in plaiung such actxon wul bes ;
attentlon to thé concerns of teachest \‘10: to attending

these conce:ns, it is necessa:y to determme the present

* level of such concérns. N e \
: P

~ , Burpose of the Study !
4 . B Coe <}
The p:ec,edic'q “section has cutl}.ned ‘the 'p':evssing nee.d.
that exists for pzovxdinq teachers with xnservice "
act1vix:1es m mxcrocomputez educa\,—mn. ‘evens (1980) has
xdenufxed the 1mpo:tance of determxning the attitudes of
teache:s regarding 1n1czocomputers and C1cche111 and Baecher
(1985) specifxed the asséssment df "concerns' ii @« serious

attempt at’ educational change is to be planned. « a

The. concept of concé:n."has been defined as: z

.

’




“. The composite representation of the feelings,
. preoccupation, thought, and cunsmeratmn given to.a
L) particular issue or task is called concern. Depending
! on ‘our. personal make-up, knowledge, and experiénces,
* . each person perceives and mentally contends with the
given issue.differently; thus.there are different
e _* " ’kinds of concetns. ’l‘he issue may be 1nterpreted as an
outside ‘threat' to one's well being, or it 'may be seen
‘as rewarding. There may be ‘an overwhelming feeling of
cenfusion and .lack of information about what "it"™ is. -
. There may be ruminations about the effects. The demand
to consider theé.issue may be self-imposed in the form
. of:7a’'goal or objective ‘that we wish to reach, or the
R pressure that results' in increased attention to the
oL Jissue may be external. In response to the*demand, our
minds may explort ways, means, potential barriers, .
possible actions, risks, and rewards in relation to
" " the demand. All in all, the mental activity éomposed -,
. ®, of questioning, analyzing, and re-analyzing; .
. considennq alternative actions and reactions, and
anticipating consequerices is concern.' An aroused state .
. of “personal feelings and thought about .a demand as.it
T iis p&rceived.is concern...(Hall, ‘George, & Rutherford,
1977, p, 8) .

¢+, In 'the study herein’ reportedA ran attempt was ‘made to v

detetmme the cancerns of teachezs in the ptovimce of

Newfoundland and Labrador abbut mlcrecamputers in the

_schools ‘Knowledge of. su_ch cunqetns is impottant in,
planning . and deéigning staff development These expressed
_concems wxll be analysed together with demoqraphxc data to

see if certam factors influence the concerns of teachers. .

" The specific questions that’ ‘this study attem;ited to
answer are outaned in chapt‘ 111, ’l‘he Design of thef

Study. ! . ; "5

Description of -the Study

. The main purpose ‘of this study was to. determine the

o “concerns. (Hall et al., 1977) of teachers about




m1c:ocomputezs in the schooks. Other factors anestxgar_ed

were differences that might exist between\the concerns of

teacher based on factogs such Qs gen r, place of

N resxdence, accessibxlxty to mxctocomputer at’ home or in

school and date of last umvers:.ty study The’ concerns of,

four dxfferent levels of teachers -

primary, elementary.,

junior mgh and semor i ( ' fnyestigated to see if

-weze evident, /=
e populauon‘;of £his smdy vas all teachers in the
provm:Lof Newfoundland and Labrador ‘during the schnol

year 1996 87. Thuty schcx‘ols we:e tandonrly selectedv gwmq

a sample of 467 teachers.

Data were gathered for the sr.udy by means of a surve)l
whxch used a selﬁ-admxnlsLered mstcument ‘Each. teacher 'in
the'sample was_gent a questionnaire (Appendix‘ A) that
atterptedto- determine their Goncerns'and to ascertain
other information about the respbndents. The survey
instrument 'censi.sted of two sections: the first, a modified
version of the stages of Concérn Questionnaire (Hall et
al., 1977Y, and a second, whzch gathered data about the

respondents. The data collected were used to answer the

questions posed by -this 'study.

3 N
Limitations of the Study
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1987. Certain delimitations were imposed on the results:

- g (1) The sample' that waé chosen consisted of teachers
from the province of Newfoundland and Labrador
and the results can only bez generalized to that
population. < )

(2) The return of compléted queétionna{res to an
immediate superior, the principal, may/have
influenced the responses given by teachers.
Despite an attempt to overcome th’is potential

. bias by pro\;iding envelopes in which to- seal the

o completed in_sbrumenl:; some .responses may reflect
this-influence. X ) *
N - L3 '/X.ll the: teachers in-a school were administered a
’ - questi‘onnairev and were qsl?éli to complete them
individually. Th‘ere may have been soﬁg
collaboration on these with a resulting influence

on the data. : :

Outline of the 'l‘{eysis
N .

In Chapter‘ II of this rep_v;rt; review is made of the
lné:atute‘reléted to the chanqe‘ process; concentrating on
the literature related tc; educatior’xa‘l .change. One model of
educational éhgpqe - the Concerns"—aaséd Adoiation Model
(cBaM) (Hall , wallace, Jt., & Dossett, 1973)'—;’{,&11 be
described in some detail since it forms the conces;tual base

for ‘the assessment of teacher concerns as conducted in this.




* study. "

The outline of ‘the design of the study will constitute
Chapter IIT with a description of ‘the sampling procedures,
the instrumeai‘.apion, and the questions to be a.nsweted
togelther with a»desc.\—ip?ion of the analysis r.o‘ be performed
on the data to answer ea_):n question. .

In Chapter IV the results of this investigation are
described on a ‘ques:ion—‘by—question basis.

. A summary of the study and a decusswn of the results
will follow in Chapter V Thxs chapter will ‘conclude with
some recommendatlons baséd upon the (esults and the

1mp11cat10ns of the same.




o CHAPTER II

,.‘ REVIEW.OF THE LITERATURE -
- .
There is a bélief in so;ng circles that the:
introduction and use of microcomputers in schools has the N
potential ¥o make the school of the future different from
that of the past (Anderson, 1983a; Coburn et al., 1982): it
has even been argued that the educational system as it is
presently organized will be revolutionized by this

techriology (Papert,: i?ao).‘others conclude that the very ‘\

- nature (the organizatibn and conservative natu're) of |

s‘érwols work against their being changed to any dreat |
extent (Luehrmann, 1985; Oettinger, 1969). The potential |
for progress oéfered by this. technology may go unrealized \
unless careful consideration ‘is given to the elements and J \
factors that bring about change sucessfully. ) \.
This rey‘éu -of the literature will exa.mzne the \
research on ,c"hange and the process of chanqi‘and its
implicatiors Ecr‘his study. The process of educational
change ‘will 'be_ discussed. A majér portion of this chapter
is a detailed description of one theory of educational v
change - the Concerns-Based Adoption Model’ (CBAM) (H’all et o
al., 1973), which focuses c.rn the individual as the frame.of
reference. The concludin;g"sections focus on research of

teacher concerns about microcomputer use in the schools and




'1982b) and the unit of analysis (Berman; 1981).

“ . nd :
) s By,

on the implications of this~model for this study.

Research on Change
-

o .
What is Change?
s

Change is am=ry complex concept that c [

considered from several viewpoints® It can bé,'viewd from

the macgo'analytic level of the organization or social
system as.well as from the microanalytic level of the J
individual and focus on- a’n.individuél"s change behaviour - Y
(Rogers & Shoemaker, 1971). It can also be gonsidered from

the point of view of tie scope of 'the ‘thange (Fullan,

- Change has been view\eq as a modification. to the social
system in which’the'changevoccﬁrred (Rogers & Shoemaker,
1971). Rogers and Shoemaker (1971) view all change as a
"social change™ (p. 7) and define it as "the process by

which altération occurs in the structure and functioning of

. ~ E
a social system" (p. 7). The structure consists of the .

uses of both indiﬁiduéls and groups and the functioning
s the actual behaviour.of the individual in his/her
ibdividual or group status (Rogers & Shoemaker, 1971).

i Havelock (1973) also placed value on the modification
in the social system. He described change as "any
significant alteration of the status quo, but usually ...
this will mean an alteration which is intended to benefit

% i &
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the people invofved’ (p. 4). This presupposes that all

change wiil be bené%gcal ta“ the individuals or gruupﬁ ' Ci

experienc’ing 1:. ‘f )
Changg'can al.:o be vxewe

& -
Erom the individual

perspective a§ well as the soq.\a). system 1eve1‘(~§ogers &
shoemaker, 1971) 7R ,n (1983) described chanqe from the
individual point of ° view as "a process whereby l‘ndlvmhls

alter their ways of thinking and doing. ‘It /15 a process in

developmg new skills and above all in finding mea

sausfactxon m‘ new ways 3 doing t:hmgs“ (p 10).,,‘ .

‘Fullan, (1952&), in d:.scussing the purpose of B

Ed 5

p:oqrams or practi s .with better ones" (p. 2} 2

The foregoing illustrates that change is vféry complex_‘

.and can be viewed from otganfkat‘;onal perspectives or

individual perspectives. In, spite of differences in
perspetctive, it.is generally agreed that change is a
process and nof an eVent (Fullan & Park, 1981; Hall &

g oo i o,

Loucks, 1977).

It is generally agreed that the process of chanq’vé
takes place in a series of stages or p}lases (Fullan, 1982b;

Rogers & Shoemaker, 1971), va_l\:h‘ough there is varying

. oplnion as tq the number of phases and the label that

o
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should be given to each. : .
D _R_ogers'and Shoemaker (1971) viewed the change process. .

’r.

as consisting of three sequential stages: invention,

i
fiiffusion and consequences. They define these three stages

as:
. 1

Invention is the process by which new ideas are
created and developed. Diffusion is the process gby
which new ideas are communicated to the members of a
social system. Consequences are the changes that occur
- within a social system as a result of the adoption or
‘reéjection of .the mnovanon. (p. 7)

This pzocess is ccns.xdered to bewdependent upon

’
»ytomﬁumca on be;ween the 1nd1v1duals in the social system

com un ca(:mn ‘is gssen ‘1 for Eoc;é\ change”

: (Rogers & Shoemaker, 1971, p. 6). ! : '

Hall (1981) proposed a four phase model of the cha‘nqe
process that included: development, dissémination, )

4-imp1ementation and insvt.itutionaljzation. During the first
_phase the innovation is being qeveloped c;r created. Hall
(1981) differentiates between diffusion and dissemlpation .
with diffus‘mn béing the naéuxal spread of the innovation:
throuq}r’the social system while dissemination 1nvo‘lves .

) dehberate abtempts to enhance the spread of the

innovation. In contrastlkoge:s and Shoemaker (1971) viewed

diffusion as includ‘ing'bi‘:ith. 'thevna;urval and planned spread

of the innovation. However, for both, the

dxffusionldissemmatlon phase includes the decxsxon to

’adopt the innovation. Hall (1981) consxdered the pmcess bf
change to be.one during which the individual experiences

change. |
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‘ Many resedrchers of change (Berman, 1981; Berman & —
McLaughlin, 1974; Loucks-Horsley & Cox, 1;64; Zaltman,
. Duncan, & Holhek/ﬁﬂ) adhere to three s:agei as. suggested
by Rogers and Shoemaker (1971), but they conceptualize
/.these in a slightly different fashion. These phases or
"subprocesses" (Berman: }931, P. 264) are generally
“labelled as : initation/adoptich, implemen;;tion and

institutionalization/con

uation (Loucks-Horsley & Cox,

1984). Most of the early esearcﬁ on educational change
= 2 &

#
focused on the initation phas‘e while the mbs:,recent .

research has- concentrated on the 1mp1emen:at1pn “of change,"

e
with reseg_}h of connnuatxon J\.lst beqinning to appear 1n‘

the literature (Loucks Horsley & cox, 1984) .

The first phase, mxtxatwn, ccns1 ts of"'d:hg p:ogess

whxch leads up to and mcludes the dec;smn to‘”ado‘pt or
proceed w1th a ct@nge' (Fullan, 1982b, p 39) This #
conceptualization varies {rom that of Rogers and Shoemakez

(1971) in that they included th_a dec1sion to adopt in the

¢ second phase. Fullan (1982b) déscribes Adoption as the
"decision to proceed (or the pmcéss 1ead'1fn;; up to and:
including the decision) with a change ;:hat affects more
than one person" (p. 41). Once the decision has been made
to proceed with change, Vefforts are made to ‘put this
proposed change into.use, . . ]

The implementation phése in qlves"the process of

butting into p:aétice (or faili to do so) an idea,

_program or set of actiyities new to the people attempting




or expected to changef (Ful}an, 1982a, p. 5).

Implementation is a.very ."c‘omPIEX, dilemma-ridden, A\l
technical, sociopolitical process"™ (Fullan, 1983, p. 1). -
Imglementation in schools: is multidimensional with at least
three kinds of change at stake: 'possiq}e use of new or

revised ma't’erials; possible uses.of new teaching approaches

(e.g., teaching stategies); and the pagsib‘le incorporation

oE’ew ox‘r revised beliefs (e.g., philosophical assumption—s
. and beliefs underlying the particular approach)" (Fullan &
’ Park, 1:931, p. .6). Even if the change is successfully put

into use, it may or may not be continued.

The third phase, mstz.tutwnahzation, refers to
“whether the change gets built .in as an ongomg part of the
system or disappears by way of a decision to dxsca:d lsz
’through attntxon" {Fullan, 1982b, P. 39). The hmxted -
research on this coé\ponent (Loucks-Horsley & CoX, 1984) has
*resulted in the lack of a thorough understanding of the
complexity pf//the changg pro‘cess. Fullan ('-19sz) viewed'
this pha's: as consis.ting of anothe; "adoption decision,
which may be negative, and even if’positive'may not‘its‘elf
get implementéd® (p. 76). If the decision to contique is i
positive, Ehe school may‘_have achieved change - this
achievemefft is quite difficult, but not impossifle.

In discussion of the' change ptcceg;, Fullanv(wazb)
has added a fourth phase to the process of change - - -
foutcome}‘(p. 39), which ;5 described as l;ebnq "thought of

generally ‘as the degzée of school improvément in rglatiqn . |
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to given cr‘itega" (p. 40). This concept: is similar to

Rogers and Shoemaker's (1971) "Consequences" phase but

rather ‘than being thought of as a phase, it should be

—

considered as a means of evaluating the degree to which the

attempt at change has been successful.

+ The change process in education is a very complex one

<
with many variables and factors affecting the ultimate

success of the effort (Berman, 1981). After reviewing the

literature on change, Fullan (1982b) outlined ten factars

associated with .and influencing inita_tion of change in

schools:

3

P

9.
10.

oo o
Exifténce and quality oE innovations
Acceéss’ 'to information N
Advocacy from central administrators
Teacher pressure/support

Consultants and change agents
Community pn@‘ssure/support/apathy/opposxtxon
Availability of federal or other funds

New central legislation or policy
(federal/state/provincial)

Problem-solving incentives for adoption
Bureaucratie xncentlves for adoption (p. 42)

In addxnon. Fullan (1982b) identified fifteen factors

affecting implementation. He categorized these into four

groups:

A.

N
. 0 . :
Characteristics of the Change

Need and relevance of the change .
Clarity .

Complexity .

Quality and practicality of programs (matenals
etc.) .

Characteristics at the school District L‘/el

The history of innovation attempts

The adoption process :
Central administrative support and involvement
Staff development(in-service) and participation
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9. Time-line and information system (evaluation)
Board and community characteristicg

p— C. Characteristics at the School Level
11. The principal
12, Teacher-teacher relations
Teacher characteristics and onenhatxons
. D. Characteristics External to the .Local System

14, ‘'Role of government =
15. External assistance (p 56) »

This process is complex, and, 1,n an attempt to
understand it, certain researchers have concentratéd on
i only one of the three phases in their research or have

examined the change process from different un1ts of

analysis or wn:h a Ment objec\:xves 1n mmd (Berman,
1981).° v, o g "

One unit of analysis.of the change procéss is from the ~
viewpoint of the individual a? he/she undergoes the

learning of new skills and beliefs:.associated with the f

c}xange. The individual in the change process has been the

foqus of re7‘rch since "educational change depends on what o
teache do and thxnk = {Ely aS*slm‘Ple and complex as Lhat"

‘(Fullan, 19828, . 107). "It goes‘wWithout saying that the

process of change in schools cannot be studied in'a

- meaningful way without attending to the role of teachers”
P

(Rutherford, 1986, p. 1). e T,
In examining change from any perspective, the
\Jsearchez should be aware .of the complexity of educational
change and the many factors an.d influa;qces that_determine

. whether individual teachers change their behaviour and
- - . & .
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beﬂlefs‘ Fhilan (1982b) stated, "it is individuals who have

to develop new meanmq, and these individuals are
insignificant parts of.a gigantic, loosely ozgamzed,
complex, messy social system which contains myriad
different subjective worlds" (p. 79). Hall (1986) statéd,
"it must not be forgotten that r.eax‘hers are part of an
organization that includes fellow teachers and other actors
who make a signiFicant difference in the potential and tfie
accomplxshments that each and all can achieve" (p. l1). i "
while being. cognxzant that change is a dynamlc and
complex process‘, thxs review will now focus on the pomt of
view of the teacher in-the change p:ocess. One model -of

change that views change from the individual perspective is

" the Concerns-Based Adoption Modi,l (cBAM) (Hall et al.,

1973).
J N

Development of Concerns-Based Adoption Model

The Concerns-Baséd Adoption Model(CBAM) -(Ha’l’l et al.,
1973) is a model.of change that was developed to describe
the changes individuals undergo as they-adopt new programs
and h‘ow these people c:n be helped to make these changes in
an effe‘ctive, efficient a‘nd humanistic manner (Loucks,
1983). This model w!l develope §uring the early 1970s by
researchers at the Rese.;réh and Development -Center for
feacher, Education a? the Un_iversity of Téxas- at Austin, The

model had its roots in the work of Franci“s Fuller, a



psychologist at-the University df Texas at Austin, who
studied the concerns of preservice teachers (Hall et alf,
1973). The model is based on the premise that .in order’ for
an innovation to be guccessfully adopted in education, it
must be accepted by 1nd1v1duals, particularly by teechers
“(Hall. & George, 1979). %

o %
Teacher Concerns Model . IR R

L~ Fuller (1969) »Qtudied the concerns-of novice tefchtrs

and educatmn majors durlnq the 19605. As a result of this. '

zesearch and g\review of the lxteratuze, she proposed that
,t:he concerns -of pce -service teachers fall on\ a.self-other
_-contmuum from concerns ébout self to concerns about the
ifpact of thel.r teaghing on pup}ls (Fulier, A1969[“

A three 'phasg model was o‘r‘iginélly‘ conceived. It was‘
based upon data ‘Eollected fro‘m s‘tude—nt teache'ts‘during_
counselling seminars and in a series'of written concerns
stdtements, and upon the results of studies conducted by
‘-other_. researchers addre's.sinq the concerns of both ;
preserviqe and, exper“ie‘mzed t;’eacb_ers (Fuller, 1969). VFullie
identified th‘e thr'e_b phases in a developmental '
concepéualization of ste t concerns as "a pre- teaching\
‘phase, an early teaching phase and a 1ar_e teaching phase”
(Fullet, 1969 p. 218). X ¢

Dunng the-"Pre—teach)ng phase: Non- Cancern" (Fuller,

1969, p. 218), the beginning teachprs have not yet

r



28

experienced teéahiﬁg on'a large scale basis and as’a result
can not use first hand experience with which to relate
concerns. The concerns expressed by these students are

probably typical‘o'f students of this-age and indicate a

lack of conceim with the specific eléments of teaching &

(Fuller, 1969'). . R

The sécond phase, the "Early Teaching Phase; Concern
with self" (Fuller, 1969’, p.220),’ dea‘ls with the concerns
of individuals :elar.xve to themselves as teachers. The '
concerns ei ressed in the data compiled by Fuller showed
‘evidence of both covert and Over@foncerns related. to

stg_denz; teachers’ first experienvces w‘ith’teaching. Student

‘teachers were concerned\a\}cut questions.such as: " Where do

T stand?"; and "How adequate (Fuller, 1969, p. 220).

. Principal concerns are related to. cla\S\N\trol, content

adequﬂcy and supervisor evaluatxonf(l-‘une:, 1@&5\t .

In the last phase, "Late Concerns: Concerns w

. Pupxls (Fuller, 1969, p. 221)., teacher concerns focused on

pupu gain and self evaluatmn as oppcsed to personal .
concerns and evaluation by others. These concerns xncluded~

concern abdut ab;lzty to. understand pupus‘ g

capacities; to specify ob]ectives for the to assess
their gain, to pal/txal out one’s own contfibutiop to
pupils *dxfferencés and gainiyand to evaluate oneself

in terms. of pupil gaxn. (Fuller, 'p. 221)

During this phase the concerns expressed are .more "mature"
reflecting those oE experienced supe:ior teachers (Fuller

1969)4
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conjecture since the data were colledted almost exclusively
from students who exhibited few of these types of concerns
(Fuller, 1969). Later work (Fuller, 1970) confirmed the
existence of these concerns in experienced teachers.

.

Further .analysis of the data collected from student
teachers (Fuller, 1970) resulted in the proposing of seven '
v 3
types of concerns associated with the three phases. These
seven were: o %
Phase I: Concerns about Self: Non-teaching Concerns
Phase IT: Concerns about Self as&acher ‘
Concerns about Role
3 Concerns about Adequacy
J concerns about Being kaed or’ lemg
Phase III: Concerns about Pupils
Concerns about Teaching
Concerns about Pupil Needs

Concerns about Educational Improvement
(Fuller et al.,; 1974, p. 6-7)

These concerns were cons1deted to be hxerarchxal in nature
with "Non-teaching Concerns” hemg least "mature” and s T
"conce:ns about Edu'cational Improvement" being most ’
"mature". '

\\Factor analysis of these seven concerns in’dicate}that

unrelated concerns, to concerns about self telat ve r.o -
teach:mg, to concerns about -the teaching task, to concerns

about im act’' on. pupils (Hall, 983)
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Fuller's contribution to concerns theory amounted to
more than just a’ proposal of a developmental sequence of

concerns (Hall, 1985). In addition, her work dealt with the

dynamics of the arousal and resolution of these concerns.

Arousal and Resolution of Concerns

'Fuller theorized that cm;merns are arranged on a
continuum from least mature concerns (Code 0) to most
mature (Code 6) and'tr_mt "progress from'less mature to most
mature conéezna seems to occur through concezn-rélated
content"” (Fuller, 1970, p. 11). There was more to the
dynamics of concerns th.an one concern being intense at one
time and annl:.her intense at another time. Least mature

concerns must be dealt with (resolved) before more mature

——congerr

concerns are aroused and resolved. If concerns do not
exist, then they need .r.c be aroused. If concerns already -
exist, then'they need to be resolved before more ma‘ture
ones can_emerge. The successive arousal-and resolution of
concerns are the stgps of a learning staircase (Fuller.,
1970). i

Fuli’er proposed that concerns .become more mature
"through a process involving assessment, arousdl, awareness

and resolution of concerns” (Fuller, 1970, p. 32). concerns

seem to be aroused through affective experiences while

resolution appears to be achieved through "more cognitive

eprriences: acquisition of knowledge, practice,
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evaluation, synthesis" (Ejullgr, p.:11). As a result ofthe
successive arousal and resolution of concefns, teachets
move to mature concerns. The concern that is most i}\tense £,
would therefore determine the affective and/or cognitive
experiences necéssary to arouse or resolve that concern. An
?ttempt to échxeve mature concerns represented the basis of
Fuller's teacher education progfam (Fuller, 1970).

Concurrentlyewith Fuller's work on teacher concerns,
other rgsearchers at the same universit} were .assisting
educators t;ov'bring about the adoption of innovations. In
discussing %he results of the;e seemingly' unrelated -
research activities, sut?ﬁéing sin{ilarit‘xes became
apparent [(Hall & George,.'1979): ’
Early CBAM Research

Duriné the early 197057 researchers at the University
of Texas at Austin were involved with assisting teachers

and coflege professors to implement vario; innovations

Hese' 1individuals
experienced certain féelings and apprehens'16ns about the = — ‘_‘/

1nnovatwn as they went through the process of 1mplementmq

(Hall & George, 1979). They observed that.

it in r.hJi: partxcu]ar setting (Hall et al., 1973). These

concerns appeared to be quite similar to those cbserved by
Fuller (1969) in her study of student teachers (Hall &
Loucks, 1978). S

‘
- Subsequently, the researchers began to collect



‘qualitative data to document the innovation 'adoption
process (Hall & George, 1979."Hall et al., 1973). Using the

= reseateh of Fuller, the literature on change, the data

they collected on innovation implementati'on, and their

fi %:l expeg&ence, the researchers conceptualxzed a model

" desctibing the change process (Hall & George). It

concentrat?diibn the s#xperiences of individuals as they go

through the "zxrocess.g,:é:f adopting an innovation.

Desc;i,{:t;on_ of Concerns-Based Adoption Model
This model has undergone some fine tuning since its
original proposal in 1973 (Hall et al., 1973). This section
will examine the model, outlini'ng' the assumptions on which

it is based and the .two éomponenr.s which“form its

framework.

Assumptions of the Model

The model as postulated is based on certain underlying

‘assumptions that set the pers?ective from which change-in
& v :

schools and colleges is vieweﬂ It was developed m

- response to the lack of successful change ifi’ et%u«;atmnal

1nst1tutxons resulting from previously conc)eived models of
' i

change. The developers viewed these unsuccessful efforts as‘

- resulting from the lack of consideration of the individual

in'the adoption process (Hall et al., 1973). This model




¢ v}.ewed the adoption process in a diffééént fashion from

those p:oposed. by other change researcnfers of the day
* (Rogers &!Shbemaker, 1971). Adopcinn»was considered to be
more than the decision to use the innovation. Adoption
involved "the multitude of activitie‘s, decisions, and .
evaluations that encompass tne broad effort to successfully
integrate an dnnovation into the functional structure of a
formal organization such as schools‘,, collegeg and industry'A
(lHall et al., 1973, p. 5). This concept of adoption appears
to include the three ph:ases (iﬁitatinn, impleme‘ntation ‘and

’ . continuation) of the change process as reviewed prevmusly.

- The developers (Hall et al., 1973) considered this '

’ model tobe eclectic-in-that it included ideas from the )

th:ee schools of thought in change literature: (Ha\:elock, #

1971), the Research, Developmegt and Diffusion perspective;

the Social intetact@on perspective; the Problem-Solvet

perspeétive. The aésumptions of this model are most closely

related to the R, b & D perspective in that it assumes a

specific innovation will be adopted i‘n the process of

trial, installation and integration ofsthe product or .
- iom

process (Hall et al., 1973). This model also places

emphasis on the adopter's collaboration with an external
chanée ©or resource agency, and on the development of t
problem-solvifig ability of the user a; the adoppi/‘pr;cess
progresses (Hall et al., 1973). # . !

This model assumes the existence of two primary

. syséems: the user system and the resource system and the



establishnient of a temporary third system - the
collaborative system. The user system consists of the
adolptets of tbe innovation while the resource system
consists of th'é agency or institutions that has the
capability to assist the users with the adoption of the
innovation. The collaboration system_ is established to
facilitate the adoption process with the other two systems

assisting each other .in the analysis of needs, an

identification of concerns and an analysis of the

innovation.. Following the completion of these'analyses,

interve_ntions are designed to alleviate negds, resolve B

co‘ncetns and facilitate the adoﬁiion process (l-fall et al.,

1973)

An interventfon is "any action, event or set:of
actions or events\that influences use of an innovation"
(Hord & Huling-Austin, 1986, p. 100). These actions are
taken dutir;g the engaging of the second component of the
cém - the prescriptive‘ con;ponent.

se\'re:ai assumptions of this model have been expressed
iﬁ short point form. (See Appendix B\ fo} a more detaileg
description) These assumpti:'ons are:

1. In educational institutions change is a process,
not an event, (Hall & Loucks, 1978, p. 37) .

2. vThe individual must be the primary targei: of
interventions designed to facilitate change in
the classroom. (Hall & Loucks, 19%8, p. 38)

3 Change is a highly personal experience. (Hall &
Loucks, 1978, p. 38). N
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~ 4. There are identifiable stages and 1e‘els of the 5
change process as:experienced by individuals. N
(Hall, 1978, p. 4). ’

S. S:aff development can be best facilitated Eor the
‘individual by use of a client-centered
diagnostic/prescriptive #odel. (Hall & Loucks,
1978, p. 38) .

. 6. The change facilitator needs to work in an
adaptive/systematic way. (Hall, 1978, p. 4)

U, Full description of the innovation in operation
is’'a key variable. (Hall, 1978, p. 4)

These assumptions form a base from which to understand the

framework of the Concerns-Based Adoption Model.

Ccomponents of the Model

ot E 5
“The CBAM cons;sts of two pnnclpal Components~ a

c component and a prescnptxve“ component (Lnucks,
1983)_. The diagnostic component can provide a picture of
.individuals within an organization before,‘ duriné or after
implementation. Most of the research to this'point haé .
focused on this component. The prescriptive component
suggests action-as a response to a given d).aqnosxs
(Loucks) G A ]

Diagnostic -Component of the Concerns-Based Adoption Modél

- |
This component of the CBAM is involved with the

, diagnosing of individual's concerns, use of an ipnovation .

and how the .innovation is beind adapted by the individual.

Three dimensions have been identified to pinpoint the



indh%dual's position