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Abstract  

 

This study describes correlations between participants’ sense of efficacy for teaching reading and certain 

teacher characteristics.   Participants were inservice teachers from seven different elementary school 

campuses in central Texas.  Teacher characteristics found to correlate with a higher sense of efficacy for 

teaching reading included five years or more teaching experience, as well as five years or more teaching 

reading.  Additionally, currently teaching reading or attending professional development within five 

years prior to the study were characteristics correlated with higher degrees of self-efficacy for teaching 

reading.  With the nation’s emphasis on students’ achievement in reading and the accountability system 

in place for teachers and schools, this study provides insight into factors related to self-efficacy toward 

teaching reading. 

 

____________________ 

 

 

Learning to read at grade level is considered a primary focus of the elementary school curriculum.  

Commonly considered a key predictor of an individual’s level of success throughout life, the ability to 

read garners considerable attention among educational theorists, researchers, and practitioners.  Given this 

attention, a multitude of instructional approaches continue to be offered as the solution to the purported 

inadequacies of literacy instruction.  As such, teacher practices and views regarding the most effective 

means of reading instruction continue to vary in classrooms (Taylor, Peterson, Pearson, & Rodriguez, 

2002). 

The National Reading Panel Report (National Institute of Child Health and Human Development, 

2000) reviewed experimental research that explored the effectiveness of various strategies in teaching 
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reading.  The Committee found direct, explicit, systematic instruction in phonics and phonemic 

awareness, were determined to be the foundation for effective reading instruction. Additionally, the 

Committee cited specific instruction for improving fluency, vocabulary, and comprehension as critical 

components of literacy practices.   

With implementation of scientifically-based practices a key element when learning to read, 

further research has shown effective teachers to be highly significant in regard to student achievement in 

reading (Taylor, Peterson, Pearson, & Rodriguez, 2002).   In fact, more effective teachers have been 

found to teach explicit skills, actively engage students in authentic reading and writing tasks, and 

encourage use of strategies more often than their less effective colleagues (Pressley, Wharton-McDonald, 

Allington, Block, Morrow, Tracey, Baker, Brooks, Cronin, Nelson, & Woo, 2001).  The ongoing 

movement to improve literacy among elementary-aged students in Texas has placed a greater degree of 

accountability upon teachers and schools than previously experienced.  Combined with a nationwide 

emphasis on reading improvement since the implementation of No Child Left Behind (2002), public 

schools are clamoring to attract and retain the best elementary reading educators available.  Within this 

context, highly effective reading teachers are in great demand.  As administrators seek to identify these 

individuals and universities seek to prepare reading teachers for the future, attempts to further define the 

elements that constitute a highly effective reading teacher remain constant.  Since research suggests the 

crucial element to successful literacy instruction is not any one specific approach or methodology 

(National Institute of Child Health and Human Development, 2000), and the effective teacher appears to 

be the key as to whether or not children learn to read at an appropriate grade level in the elementary 

school (Allington, 1977; Taylor, Peterson, Pearson, & Rodriguez, 2002; Cole, 2003), further defining the 

effective teacher is paramount.  

Among elementary teachers, certain teacher characteristics such as years of experience teaching, 

level of education, and age have been found to correlate with student achievement, classroom 
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management, and student dropout rates (Martin & Shoho, 2000; Okpala, Smith, & Jones, 2000; Fetler, 

2001; Maxwell, McWilliam, Hemmeter, Ault & Schuster, 2001).  Characteristics such as degree of ego 

development and an expressed belief of being well-qualified to teach have shown a significant 

relationship to both student achievement and students’ degree of interest and curiosity about certain 

subjects (McNergney & Satterstrom, 1984; Brunkhorst, 1992).  Additionally, a teacher’s sense of efficacy 

for teaching has been found to correlate with student achievement (Armor et al., 1976; Ashton, Webb, & 

Doda, 1983; Ashton & Webb, 1986; Ross, Hogaboam-Gray, & Hannay, 2001).  Subject-specific 

measures of a teacher’s sense of efficacy have added a degree of precision to the construct (Ritter, Boone, 

& Rubba, 2001; Milson & Mehlig, 2002, Brenowitz & Tuttle, 2003; Martin & Kulinna, 2003; Estes, 

2005).  The purpose of this study was to examine if certain teacher characteristics affect a teacher’s sense 

of efficacy for teaching reading.  

Theoretical Framework 

A potential key to identifying the highly effective reading teacher may lie within the theoretical 

construct of self-efficacy.  As opposed to self-esteem, self-efficacy describes one’s perceptions of 

capability.  Self-efficacy impacts “human functioning because it affects behavior not only directly, but by 

its impact on other key determinants, such as goals and aspirations, outcome expectations, affective 

proclivities, and perception of impediments and opportunities in the social environment” (Bandura, 1997, 

p. 2).  

Noting efficaciousness specifically for teaching began with the publication of a RAND study 

examined the success of various reading programs in California (Armor et al, 1976).  Since that time, 

numerous instruments designed to measure a teacher’s sense of efficacy for teaching have been 

developed.  Two threads of research are the backbone for these instruments.  Several instruments have 

been grounded in Rotter’s (1960, 1966) theories of social learning and generalized expectancies of 
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reinforcement, while others have been designed based on the more integrative approach of Bandura’s 

(1977, 1982, 1986) social cognitive theory.   

Gibson and Dembo (1984) applied Bandura’s theory to the construct of teacher efficacy and 

developed the Teacher Efficacy Scale (TES).  Among numerous studies utilizing the TES, the research 

explored whether “high- and low-efficacy teachers exhibited] differential patterns of teacher behaviors in 

the classroom related to academic focus, feedback, and persistence in failure situations” (p.  576).   

Findings indicated low-efficacy teachers spent less time devoted to academic tasks, had differences in 

student grouping, seemed less flexible in regard to interruptions of the routine, and were more critical of 

students’ wrong responses than their high-efficacy colleagues.   

As teacher efficacy research has progressed, instruments have become more subject-specific to 

address assertions that context-specific efficacy measures are more appropriate, particularly in regard to 

occupations which require multi-contextual tasks, such as teaching (Bandura, 1997; Smith & Fouad, 

1999; Pajares, 2003).  Instruments to measure a teacher’s efficacy for teaching specific subjects, such as 

computer science, science, character education, and reading (Ritter, Boone, & Rubba, 2001; Milson & 

Mehlig, 2002; Estes, 2005) have proven effective in adding precision to the construct of teacher efficacy.   

The purpose of this study was to examine if certain teacher characteristics affect a teacher’s sense 

of efficacy for teaching reading.  Characteristics explored included the total number of years a teacher has 

taught, the total number of years a teacher has taught reading, a teacher’s level of education, certificate 

specialization, and participation in professional development designed to improve reading instruction.  

  Method 

Participants 

Seven public elementary schools in central Texas were selected to participate in this study.  These 

schools were located in urban, rural, and suburban areas and included schools that had varied 
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performance on state-mandated standardized tests.  Additionally, the schools participating in this study 

had diversity in ethnicity, economically disadvantaged, and limited English proficiency among students. 

Teachers (N=142) from selected campuses who participated in the study taught students from Early 

Education (EE) through fifth grade.  

Instruments 

According to Bandura (2001, p. 1), “the efficacy belief system is not a global trait, but a 

differentiated set of beliefs linked to distinct realms of functioning.”  Global measures have limited 

predictive value, therefore the Efficacy Scale for Teachers of Reading (EST-R) was designed to measure 

a teacher’s beliefs about his/her ability to teach reading and to effect reading achievement outcomes for 

his/her students (Estes, 2005).  In addition to the EST-R, the final questionnaire used in the study 

included a variety of demographic questions/prompts.  These descriptive statistics were included to 

identify certain teacher characteristics for analysis.  Gender, ethnicity, age range, and current level of 

education were included in the questionnaire, and participants were asked to report their current teaching 

assignment, which included grade level taught, whether they taught a self-contained or regular education 

class, and whether or not they taught reading.  Participants were asked to report if they had attended 

professional development related to reading improvement within the last five years.  Certification(s) held, 

the state where issued, level, and specialization were a part of the questionnaire.  Finally, years of 

teaching experience altogether, years taught in their current assignment, and total years of experience 

teaching reading were a part of the questionnaire. 

Data Collection and Data Analysis  

The EST-R and demographic questionnaire were distributed by the researcher at campus-level 

faculty meetings.  Current teachers in attendance at the faculty meeting were provided an opportunity to 

participate in the study.  Other faculty meeting attendees, such as counselors, teacher’s aides, and 

administrators, did not participate in the study.  Participation was voluntary, and volunteers completed 
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and returned the survey at the faculty meeting.  The researcher collected all surveys before leaving the 

campuses.  Teachers who did not attend the faculty meetings were not contacted. 

Surveys collected were organized by participating campuses.  Data were then coded numerically 

using an ordinal scale for each response.  Responses to negatively stated prompts on the EST-R were 

coded inversely to provide consistency in scoring.  Data analysis began with descriptive statistics to 

accurately reflect the sample.  Analysis of variance (ANOVA) was used to examine the significance of 

teacher characteristics in relation to teacher efficacy scores.  Higher EST-R scores indicated greater self-

efficacy, meaning teachers strongly believed they were effective teachers of reading.  A lower EST-R 

score indicated a teacher did not believe as strongly they were effective at teaching reading.  For example, 

a teacher with an EST-R score of 70 held a stronger belief in his/her ability to teach reading than one who 

scored a 55.  Therefore, researchers analyzed data to determine if certain teacher characteristics may 

attribute to higher self-efficacy scores. 

Results 

With a range of EST-R scores between 19 and 95, the participants sampled had a mean EST-R 

score of 70.429577.  Upon collection and analysis of the data, it became apparent certain teacher 

characteristics included in the survey, but not specifically included in the research questions, had no 

influence on a teacher’s sense of efficacy for teaching reading.  These characteristics included age, 

gender, ethnicity, current grade-level taught, whether one taught in a self-contained, regular education 

classroom, and whether one held certification from the State Board of Educator Certification in Texas as 

opposed to certification from another state.  Findings related to further exploration of teacher 

characteristics is described in the following section. 
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Total Years of Teaching Experience 

Initial analysis of data collected from the EST-R and demographic survey indicated the number of 

years a teacher has taught altogether did not have a significant effect on a teacher’s sense of efficacy for 

teaching reading.  However, further analysis of data by dividing participant’s responses into two subsets 

representing those who had taught less than five years and those who had five years or more teaching 

experience was highly significant (see Table 1).  Those with four years or less teaching experience (n=37) 

had a mean EST-R score of 68.0270, while those who had five years or more experience teaching (n= 

105) had a mean EST-R score of 71.2952 (see Table 2). 

Table 1  

Analysis of Variance with Subsets Representing Those Who Had Taught Less than Five Years as 

Compared to Those Who Had Five Years or More Teaching Experience  

 
 

DF Sum of Squares Mean Square F Ratio Prob > F 

1 292.2287 292.220 5.7926 0.0174 

140 7062.8206 50.449   

141 7355.0493    

 

Table  2 

 

Mean EST-R Score of Those Who Had Taught Less than Five Years as Compared to Those Who Had 

Five Years or More Teaching Experience 

 

Years of Experience Participants (n=132) Mean EST-R Score 

Less than Five Years  37 68.0270 

Five Years or More 105 71.2952 
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Years of Experience Teaching Reading 

With regard to years of experience teaching reading, the highest mean EST-R score was among 

respondents who had more than twenty years of experience teaching reading.  Initial analysis of the data 

from the EST-R and demographic survey indicate the total number of years a teacher has taught reading 

does not significantly affect a teacher’s sense of efficacy for teaching reading.  Approaching statistical 

significance, the findings reflect a pattern of increasing efficacy beliefs as years of experience teaching 

reading increase with some exceptions. 

Again, when the data was divided into two subsets reflecting those who had less than five years 

of experience teaching reading and those who had taught reading for more than five years, mean EST-R 

scores were notably different.  Respondents with five years or more have a higher mean EST-R score, 

71.6701, than those who have less than five years’ experience teaching reading with a mean EST-R score 

of 68.6389. 

 

Table  3 

 

Mean EST-R Score of Those Who Had Taught Reading for Less than Five Years as Compared to Those 

Who Had Five Years or More Reading Teaching Experience 

 

Years of Experience Participants (n=132) Mean EST-R Score 

Less than Five Years  36 68.6389 

Five Years or More 97 71.6701 

 

Additional analysis of the data when participant responses were divided into two subsets 

reflecting those who had less than five years of experience teaching reading and those who had taught 

reading for five years or longer does show a high degree of statistical significance (see Table 4). 
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Table 4  

 

Analysis of Variance with Subsets Representing Those Who Had Taught Reading for Less than Five 

Years as Compared to Those Who Had Five Years or More Reading Teaching Experience 

 

DF Sum of Squares Mean Square F Ratio Prob > F 

1 241.2436 241.244 4.8832 0.0289 

131 6471.7489 49.403   

132 6712.9925    

 

Professional Development Designed to Improve Reading Instruction 

The data collected showed attendance within the last five years at professional development 

specifically related to improving reading instruction had a significant effect on a teacher’s sense of 

efficacy for teaching reading (see Table 5).  One-hundred eight teachers reported attending such 

professional development and had a mean EST-R score of 71.5093.  The 31 teachers who had not 

attended such professional development had a significantly lower mean EST-R score at 63.9355 (see 

Table 6).  

 

Table 5  

 

EST-R Score by Attendance within the Last Five Years at Professional Development Specifically 

Related to Improving Reading Instruction 

 

Professional Development Attendance Participants (n=139) Mean EST-R Score 

Yes 108 71.5093 

No 31 66.9355 
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Table 6  

 

Analysis of Variance for EST-R Score by Attendance within the Last Five Years at Professional 

Development Specifically Related to Improving Reading Instruction 

 

DF Sum of Squares Mean Square F Ratio Prob > F 

1 241.2436 241.244 4.8832 0.0289 

137 6471.7489 49.403   

138 6712.9925    

 

Other Findings 

Some demographic data collected that were not specifically included in the research questions 

were found to correlate with a teacher’s sense of efficacy for teaching reading.  The number of years 

taught in one’s current teaching assignment and whether or not one taught reading in his/her current 

teaching assignment were found to have a significant effect on a teacher’s degree of efficacy for teaching 

reading.  There is a clear delineation of EST-R group means showing increasing efficacy for teaching 

reading the longer participants reported teaching in their current assignment.  The group EST-R mean was 

higher than the overall mean EST-R score beginning with those participants who reported five or more 

years of experience teaching in their current assignment.  Those participants who reported teaching in 

their current assignment for longer than ten years reported the highest group EST-R mean at 74.9583, 

considerably higher than the overall mean EST-R score of 70.429577 (see Table 7).  Those teachers who 

reported teaching longer in their current assignment had a significantly higher EST-R score than their 

colleagues who reported fewer years in the same assignment (see Table 8). 
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Table 7 

 

EST-R Score by How Many Years Taught in Current Assignment 

 

Years Taught in Current Assignment Participants (n=141) Mean EST-R Score 

First year 33 68.484 

One year 

Two-four years 

Five-Nine years 

Ten years 

More than ten years 

7 

48 

25 

4 

24 

68.2857 

69.1667 

71.4800 

70.7500 

74.9583 

 
 
Table 8 

 

Analysis of Variance for EST-R Score by Years Taught in Current Assignment 

 

DF Sum of Squares Mean Square F Ratio Prob > F 

6 766.5098 241.244 2.6138 0.0198 

135 6598.2860 48.876   

141 7364.7958    

 

Further, those teachers who reported teaching reading in their current assignment had a group 

mean EST-R score of 71.0775 as compared to their colleagues who did not currently teach reading with a 

significantly lower group mean EST-R score of 64.0000 (see Table 9).  Whether or not a teacher was 

currently teaching reading was highly significant in regard to a teacher’s sense of efficacy for teaching 

reading (see Table 10). 
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Table 9 

 

Mean EST-R Score and Whether a Teacher is Currently Teaching Reading 

 

Currently Teaching Reading Participants (n=141) Mean EST-R Score 

Yes 129 71.0775 

No 13 64.0000 

 

 

 

Table 10  

 

Analysis of Variance EST-R Score and Whether a Teacher is Currently Teaching Reading 

 

DF Sum of Squares Mean Square F Ratio Prob > F 

1 591.5719 591.571 12.2275 0.00006 

140 6773.2248 48.380   

141 7364.7958    

 

Discussion 

Findings from descriptive data indicated certain teacher characteristics relate to a higher sense of 

efficacy for teaching reading.  The number of years of teaching experience was found to be significant in 

the present study.  Those teachers who had taught five or more years had a higher degree of efficacy for 

teaching reading than those teachers who had taught less than five years.  Additionally, those teachers 

who had five or more years of experience teaching reading had a significantly higher degree of efficacy 

for teaching reading than those teachers who had less than five years of experience.  Of particular interest 

is the recurring theme of five years of experience.  Demonstrated in both years of total teaching 

experience and years of reading teaching experience, this time period appears to hold special importance.  

In a climate where numbers of teachers become disillusioned with the difficulty of teaching, as well as 
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high-stakes assessments, and choose other paths early in their careers, particular attention to this data 

should be given.  

To date, the educational system in Texas has done little to retain teachers.  Salaries in the state are 

on a leveled system which neither rewards teachers for meritorious job performance nor recognizes the 

value of the job in itself (Texas Education Agency, n.d.).  Teachers can often make more money in other 

fields, and with few intrinsic rewards in the difficult early years of teaching, many potential master 

teachers leave education.  Research (Stanulis, Fallona, & Pearson, 2002; Pomson, 2005; Wolfe, 2004) 

indicates, as a result of the nature of public school teaching, many teachers feel isolated and therefore, 

may never have the experiences necessary to reach a high degree of efficaciousness for teaching because 

they leave the profession. 

Further, since experience significantly impacts a teacher’s sense of efficacy for teaching reading, 

preservice experience becomes paramount.  Field-based teacher preparation programs provide preservice 

teachers with valuable classroom experience that translates into greater effectiveness once certified and in 

the profession.  Such preparation programs may increase the likelihood teachers will enter the field with 

higher degrees of efficaciousness for teaching and therefore, may be more likely to remain in the 

profession.  

The data in the present study indicate teachers who are currently teaching reading have a higher 

degree of efficaciousness for teaching reading than their colleagues who are not teaching reading at this 

time.  With high-stakes assessment, schools are creatively using personnel in an attempt to meet the needs 

of students at risk of failure.  Some strategies include using elective teachers to teach reading to small 

groups of at-risk students.  Typically, elective teachers include those trained to teach physical education, 

music, computer, art and/or other non-core content areas.  Given the present findings, those teachers may 

have a lower degree of efficacy for teaching reading.  Therefore, they are less likely to persist to achieve 

desired results.  Better staffing choices for these situations should be explored.  
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Finally, the present study indicates teachers who remain in the same assignment for longer 

periods of time have a higher degree of efficacy for teaching reading than their colleagues who have 

taught for fewer years in the same assignment.  Traditionally, teachers have been encouraged to change 

grade levels or subject matter in order to prevent burn-out.  However, this study reflects such choices may 

impede a teacher’s overall effectiveness.  Conventional wisdom holds the longer one practices a task, the 

better one becomes at that task.  In hindsight, it seems obvious educational professionals would assume 

this holds true for teachers. Alternate methods to decrease a teacher’s sense of burn-out should be 

explored.   Further, teachers who become grade-level or subject matter specialists through years of 

experience and effort toward innovative productivity should be rewarded. 
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