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ABSTRACT

OBSERVED CLASSROOM BEHAVIORS AND
PERSONALITY TYPES OF 178 BEGINNING TEACHERS

By

Sally Ann Brickner, 0.S.F.

This study was designed to investigate the rela-
tionship between the organizational structure of self-
perceived attitudes, needs, and beliefs of beginning
teachers and direct observations of overt behaviors in
their elementary school classrooms. It was conjectured
that accurate reports of self-perceptions and unbiased
records of overt classroom behaviors would be congruent.
That is, personalities of teachers would be consistent
with the learning environments observed in their class-—

rooms. Answers to the following questions were sought:

1. What personality types can be identified by in-
vestigating the patterns of response of beginning
teachers to items regarding their attitudes toward
children and teaching, their needs and manner of

believing?
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2. What learning environments are observable in the

elementary school classrooms of these teachers?

3. To what extent are the personalities of teachers
consistent or congruent with overt behaviors ob-

served in their elementary school classrooms?

4. Do the learning environments observed in elemen-
tary school classrooms of beginning teachers
differ between male and female teachers or the

separate grade levels they teach?

Data were gathered in two phases from 178 parti-
cipants in the Elementary Intern Program of Michigan State
University. Subjects entering EIP in Fall, 1967 and
Winter, 1968 responded to three personality inventoiies:

the Minnesota Teacher Attitude Inventory., the Edwards Per-

sonal Preference Schedule, and a short form of the Rokeach

Dogmatism Scale. Approximately 1-1/2 years later, thirty-

seven trained observers recorded overt classroom behaviors
of these individuals during the final six weeks (May-June,
1969) of their teaching internship in public elementary

Schools of southern Michigan. The QObservation Schedule







Sally Ann Brickner

and Record (OScAR III) was employed as a standardized re-
cording form for each of the six observations per intern
teacher.

A random sample of eighty-eight subjects was drawn
from the population. Q-type factor analysis was employed
to identify persons who had similar score patterns on the
"MTAI, fourteen manifest needs of the EPPS (Absement was
omitted from the analysis) and the Rokeach Dogmatism
Scale. Two personality types were identified by analyzing
the factor loadings of individuals on the first rotated
solution which accounted for 92% of the total variance.
The characteristics of teachers assigned to each person-
ality type were determined by means of weighted standérd
scores. Regression coefficients for each of the sixteen
persopality variables were computed by means of unre-
stricted least squares. On the basis of the regression
coefficients the personality type of each intern in the
sample was predicted. One hundred forty-six interns were
classified as(Self—Centered; thirty-two interns were
identified as Well-Integrated.

The one hundred categories of overt classroom be-

haviors were also submitted to factor analysis (R-type)

3
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using principal components and orthogonal rotations. The
fourth rotated solution accounting for twenty-five percent
of the total variance was selected for further study.
Using the factor loadings, five learning environments
were described: Supportive, Conventional, Independent.
Enriched, and Hostile. Factor scores for each of the 178
intern teachers on each of the five learning environments
were computed.

Relationships between teacher-personality types
and learning environments identified in the factor analyses
were hypothesized. Multivariate analysis of variance was
used to test significance of differences in mean vectors
of each personality type across the five learning environ-
ments. Sex and teaching level differences were also in-
vestigated. A fiducial level of five percent for rejed-
tion of the null hypothesis was selected. Scheffe' post
hoc comparisons of mean discriminant scores completed the
investigation of significant findings for sex and teaching
levels.

The following conclusions were derived from the

investigation:
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Factor analytic techniques could be employed to

parsimoniously describe personality and classroom

observation variables.

Learning environments of Well-Integrated intern
teachers did not differ significantly from learn-

ing environments of Self-Centered intern teachers

identified in this study.

Learning environments of male intern teachers of

this sample differed significantly from those of

female intern teachers. Learning environments in

classrooms of male teachers were observed as more

Supportive, Conventional, and Enriched while those

of female intern teachers were observed as more

Independent and Hostile.

Learning environments were significantly different

among various teaching levels for this sample of

elementary intern teachers. Grades 6-8, 3-5, and

3-8 were observed to have more Enriched, Suppor-
tive, and Conventional learning.environments than

K-2 classes. Grades K-2 and Special Education

5
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classes combined were observed as more Enriched,

Hostile, and Independent learning environments

than grades 6-8 or grades 3-8. The latter teach-

ing levels showed more Supportive learning en-

vironments.
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CHAPTER I

NATURE OF THE INVEST IGATION

Theoretical Basis for the Study

Every teacher is an impact teacher.l What he
knows is important; so is what he does. But his whole
self, his personality has the real impact.2 The leérning
environment of children is touched, for good or for ill,
by "who and what" the teacher is.

How do we know what a teacher is like? Snygg and
Combs suggest that the outsider must observe the indi-
vidual and infer from that observed behavior the phenom-
enal self.3 Admittedly, such observation merely approxi-

mates the real phenomenal self which only the individual

lRaymond H. Reno, The Impact Teacher (St. Paul:
3M Education Press, 1967) 53.

2

J. W. Getzels and P. W. Jackson, "The Teacher's
Personality and Characteristics," Handbook of Research on
Lfeaching, ed. by N. L. Gage (Chicago: Rand McNally,
1963), 506.

3All perceptions of the self a person has at a
particular instant is called the phenomenal or perceived
self.






knows.4 However, observations of overt behaviors can be
supplemented with the individual's own perceptions of
himself, thus providing as complete a picture of a person
as limited humans can obtain.

Therefore two forms of observation of behavior can
be distinguished: indirect and direct. The former in-
cludes personal reflections, reactions, expressions by an
individual regarding his own attitudes, interests, beliefs,
needs, motives, and actions. The latter concerns the per-
ceptions by an outside source of the overt behavior of the
individual.5

To the extent that beliefs, attitudes, interests,
and needs of an individual are congruent with his overt
behavior we can say that the person behaves consistently.
If an individual accurately reports his perceptions of
himself and if an outsider makes unbiased observations of
overt behaviors of the same person, the indirect and di-

rect observations should be congruent or consistent,

4Donald Snygg and Arthur W. Combs, Individual Be-
havior (rev. ed.; New York: Harper & Row, Publishers,

Inc., 1959), 44.
)

5David G. Ryans, Characteristics of Teachers
(Washington, D.C.: American Council on Education, 1960),
21-22°,







This theory of congruency is applicable to
teachers in their work. If the teacher perceives himself
as having positive attitudes toward children and teaching
or sees himself as an open-minded individual, we would
expect a learning environment in his elementary school
classroom to reflect that perception. On the other hand,
the teacher who perceives himself as having negative views
of children and teaching or is more dogmatic probably

maintains a learning environment which portrays these

attitudes.

Researchers indicate that teacher personality is

related to classroom social interaction. Bowers and Soar

declare:

The analysis of classroom social interaction
can proceed best if attention is directed to the
personality characteristics of teacher and
pupils. Personality traits, or as identifiable,
personality patterns, are covariants in studying
the differential effect on pupils of varying de-
grees or qualities of classroom interaction.
Personality traits condition, modulate, promote
certain responses from pupils; they activate,
direct, formulate pupil reactions in the class-
room learning situation. They are basic to
teachers and pupils working together success-
fully in some quest for knowledge, skills,
understanding and attitudes. It seems inade-
quate to consider classroom social interaction







independent of the teacher and pupll person-
ality traits.

The present study was designed to investigate the rela-
tionship between self-perceived attitudes, needs, and

beliefs of teachers and their overt teaching behaviors.

Need for the Study

Numerous teacher-personality studies have been
reported in educational literature.7 After reviewing re-
cent reports, Getzels and Jackson summarized their find-
ings.

Despite the critical importance of the prob-
lem and a half-century of prodigious research
effort, very little is known for certain about
the nature and measurement of teacher person-
ality, or about the relation between teacher
personality and teaching effectiveness. The
regrettable fact is that many of the studies so

6 : '
Norman D. Bowers and Robert S. Soar, "The Influ-
eénce of Teacher Personality on Classroom Interaction,"
Journal of Experimental Education, XXX (June, 1962),
| 309.

7 . .
A. S. Barr, "The Measurement and Prediction: of

Teaching Efficiency: A Summary of Investigations,®
Journal of Experimental Education, XVI (June, 1948),
203-283. S. J. Domas and D. V. Tiedman, "Teacher Compe-
tence: An Annotated Bibliography," Journal of Experi-
mental Education, XIX (December, 1950), 99-218.







far have not produced significant results.
Many others have produced only pedestrian
findings. For example, it is said after the
usual inventory tabulation that good teachers
are friendly, cheerful, sympathetic, and
morally virtuous rather than cruel, depressed,
unsympathetic, and morally depraved. But when
this has been said, not very much that is
especially useful has been revealed. For what
conceivable human interaction--and teaching
implies first and foremost a human interac-
tion--is not the better if the people involved
are friendly, cheerful, sympathetic, and vir-
tuous rather than the opposite.

Distinctive features of teacher personality and of the
effective teacher remain unknown, Getzels and Jackson
concluded.

Nor does a dearth of recent classroom observation
research exist though methodology for such studies may
still be in its infancy.9 Numerous classroom observation
systems have been developed and applied to research on

teaching.10

8Getzels and Jackson, "The Teacher's Personality
and Characteristics," 574.

9Donald M. Medley and Harold E. Mitzel, "Measur-
ing Classroom Behavior by Systematic Observation," Hand-
book of Research on Teaching, ed. by N. L. Gage (Chicago:
Rand McNally, 1963), 297-325.

1oAnita Simon and E. Gil Boyer, ed., Mirrors. for
Behavior (Philadelphia: Research for Better Schools,
Inc., Classroom Interaction Newsletter, January, 1968).







Few studies combine teacher personality and sys-
tematic observation of overt teaching behaviors. Existent
reports usually focus on one dimension of teacher person-
ality such as authoritarianism, dogmatism, attitudes,
needs. But if personality means the teacher as a unique
whole or refers to the dynamic organization of attitudes,
needs, and beliefs of the teacher then the more dimensions
included in a study, the more information gained about the
teacher's personality. Furthermore, the structure of
teacher personality more than any one dimension would seem
to be related to overt teaching behaviors.ll

If common organizational structures of teacher
personality could be identified, if overt classroom be-
haviors of teachers having similar personality profilgs
were congruent with their expressed attitudes, needs, and
beliefs, then selection of candidates and prediction of

their effectiveness in teaching would be facilitated. The

constantly increasing number of applicants for teacher

llIra J. Gordon, Relationships Between Personality

Variables and Classroom Behavior of Teaching Interns
(Gainsville, Florida: University of Florida, 1964), U.S.
Department of Health, Education, and Welfare, Project
Number 1717, 8-9.







education programs, the shortage of funds for educating
teachers, the saturation of teachers on the job market

require an answer to the selection problem.

Scope and Definition of the Problem

This study investigated the relationship between
the organizational structure of self-perceived attitudes,
needs, and beliefs of beginning teachers and direct ob-
servations of overt behaviors in their elementary school

classrooms. Answers to the following guestions were

sought :

1. What personality types can be identified by in-
vestigating the patterns of response of beginning
teachers to items regarding their attitudes toward
children and teaching, their needs and manner of

believing (indirect observations)?

What learning environments are observable in the
elementary school classrooms of these teachers

(direct observations) ?







3. To what extent are the personalities of teachers

consistent or congruent with overt behaviors ob-

served in their elementary school classrooms?

Sex of the teacher and teaching level: primary, inter-

mediate, upper-elementary, or special education,; could

be relevant variables. Besides studying congruency be-
tween indirect and direct observations of teacher be-

haviors, another question was investigated:

4. Do the learning environments observed in elemen-
tary school classrooms of beginning teachers
differ between males and females or among the

separate grade levels they teach?

Basic Assumptions

Several basic assumptions must be made when theo-
rizing about the relationship between self-perceptions of

teachers and direct observations of their overt teaching

behaviors.







Teachers can acqurately report perceptions of
their attitudes ahd interests, needs, and manner

of believing.

Paper-pencil inventories can be used to validly
assess the attitudes, needs, and manner of be-

lieving of beginning teachers.

Teacher behaviors-in their ‘elémentary school

classrooms are observable.

Teacher behavior is characterized by some degree

of consistency.

Teacher behaviors are classifiable qualitatively

and quantitatively.

Relatively unbiased observations of overt be-

haviors of teachers in their elementary school
classrooms can be made if an objective form for
recording behaviors and adequately trained ob-

servers are employed.
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Summary of Procedures

The Study Sample

The sample for this study included 178 pre-service
teachers who participated in the Elementary Intern Program
(EIP) of Michigan State University during 1967-1969.

These individuals elected EIP after completing approxi-
mately two years of college. The last two years of their
teacher preparation program consisted of: (1) a pre-
intern year devoted to academic work in liberal arts,
study of methods of teaching and student teaching, and
(2) a year of internship during which each person assumed
full responsibility for instruction of pupils in a public
school affiliated with MSU-EIP. During this final year,

an intern consultant guided five or six intern teachers.

Collection of Data

During the first week of their methods courses

and prior to contact with children in elementary school
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classrooms, the 178 pre-interns (EIP enrollees for 1967-

1968) completed the following inventories:

1.

Teacher Education Inventory--an instrument de-

vised to collect specific demographic data on

students enrolled in the Elementary Intern Pro-

gram.

Minnesota Teacher Attitude Inventory (MTAI)--a

personality measure designed to predict the type

of social climate the teacher will maintain in

the classroom.

Dogmatism Scale--a short form of the instrument

developed by Milton Rokeach to measure the open-

closedness of cognitive belief systems.

Edwards Personal Preference Schedule (EPPS)--an

ipsative scale which purports to measure fifteen

manifest needs of the respondent, and his consis-

tency in responding to the items.

12Descriptions of the personality inventories and

the classroom observation form are included in Chapter

ITI.
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Thirty-seven intern consultants were trained in

the use of the Observation Schedule and Record (OScAR

III)13 by means of filmed episodes of classroom behaviors.
The intern consultants observed and recorded their intern
teachers' overt classroom teaching behaviors in six sep-

arate observation periods during May and early June, 1969.

One thousand sixty-eight observations (6 x 178) on one

hundred variables were recorded.

Both the personality and the classroom observation

data were coded and keypunched on computer cards in pre-

paration for analysis on the CDC 3600 computer at Michigan

State University.

Analysis of Data

Two major questions of this study focused on
(1) types of teacher personality and (2) kinds of learning

environments found in elementary school classrooms of

13Medley and Mitzel, "Measuring Classroom Behavior

by Systematic Observation," 278-286... A sample of the
OScAR III recording form and a description of categories

is included in Appendix C.
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these teachers. Factor analysis was employed to investi-

gate these questions.
To explore personality types among the intern

teachers, Q-type factor analysis was used. Due to limi-

tations in the size of the intercorrelation matrix which
could be used in the computer program, eighty-eight intern

teachers were randomly selected from the total sample.

Fourteen EPPS scores, the MI'AI score, and the dogmatism

score for each of the eighty-eight subjects were factor
analyzed to determine which individuals had similar re-
sponse patterns on the paper-pencil personality measures.
The first rotation yielded two personality types which
accounted for ninety-two percent of the total variance.
The characteristics of teachers assigned to each person-
ality type were determined by means of weighted standard-

ized scores. Regression coefficients for each of the

sixteen variables included in the factor analysis were

computed by means of unrestricted least squares. On the

basis of the regression coefficients the personality type

of each intern in the sample was predicted. One hundred

forty-six interns were classified in the first personality

type: thirty-two interns were grouped in the second type.
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The one hundred categories of overt classroom

behaviors from the Observation Schedule and Record (OScAR

III) were also submitted to factor analysis (R-type) using

principal components and orthogonal rotations. The fourth

rotated solution was selected for further study. Using

the factor loadings for each factor in this rotation, five

learning environments were described: Supportive, Conven-

tional, Independent, Enriched, and Hostile. Factor scores

for each of the 178 intern teachers on each of the five

learning environments were computed.

Factor analysis thus provided a parsimonious de-

scription of the data:

1. Two distinct teacher-personality types were iden-
tified by analyzing the response patterns of

eighty-eight pre-interns on sixteen personality

variables.

2. Five learning environments were described using
the fourth rotated factor solution of overt

classroom behaviors of the intern teachers.

Relationships between teacher-personality types

and learning environments identified in the factor
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analyses were hypothesized. Multivariate analysis of var-

iance was employed to test significance of differences in

mean vectors of each personality type across the five

classroom learning environments. Sex and teaching level

differences were also investigated. A fiducial level of

five percent for rejection of the null hypothesis was

selected. Post hoc comparisons of discriminant scores

completed the investigation of the data.

Definition of Terms

Those terms related to the problem in general will

be explicated first of all. Then the particular variables

associated with self-perceptions of the interns and direct
observations of their overt teaching behaviors will be
defined. Finally, an explanation of specific terms re-
lated to'the Elementary Intern Program of Michigaﬁ State

University will be presented.

Self-perception.--Personal reflection, reaction,

Oor expression of an individual regarding his attitudes,

interests, beliefs, needs, motives, actions.
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Direct cbservation.-—Perception by an outside
source of the overt behavior of an individual.

Teacher behavior.--The behavior, or activities of
persons as they go about doing whatever is required of
teachers, particularly those activities which are con-
cerned with the guidance or direction of the learning of
others.

Attitude.--Disposition of mind with regard to a
fact or state; a feeling or emotion toward a fact or
state.

Personalitz.——Totality of an individual's behav-
ioral and emotional tendencies unique to himself; the
organization of the individual's distinguishing character
traits, attitudes, needs, or habits.

Dogmatism.--Degree of openness or closedness in a
person's systems of belief and disbelief.

Need.--Condition of want, desire for fulfillment
when some lack prevails.

Internship (in teacher education).--A professional

Preparation program for teacher candidates in which

14Milton Rokeach, The Open and Closed Mind (New
York: Basic Books, Inc., 1960), 6.
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interns are contracted by local school boards, assigned a
carefully planned teaching load for a school year, and
supervised by a highly competent teacher released from
teaching to devote full time to the supervision of intern
teachers.l5

Elementary Intern Program (EIP).--A cooperative
endeavor of personnel in public school districts, com-
munity colleges, and Michigan State University which pro-
vides academic, professional, and practical preparation
of elementary teachers in a four-year program designed to
integrate theory and practice in teaching.

EIP Centers.--Ten geographic locations in southern

Michigan (Alpena, Battle Creek, Bay City-Saginaw, Detroit,
Grand Rapids, Lansing, Livonia, Macomb, Pontiac, and Port
Huron) each with a staff consisting of a center director
and intern consultants who maintain relations with the
Cooperating school districts.

Cooperating School Districts.--Fifty-one public

school districts associated with various EIP centers and

15Internshigs in Teacher Education (Washington,

D.C.: The Association for Student Teaching, 47th Year-
book, 1969), xi.
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contracting intern teachers and consultants for the school
year.

Intern.--Full-time teacher having complete respon-
sibility for learning in a particular subject area and/or
at a specific grhde level, salaried by the school board
of the cooperating school district, and supervised by an
intern consultant.

Intern Consultant.--Clinical supervisor selected

for competency in teaching and supervisory work salaried
by the school board of the cooperating school district to
aid five or six intern teachers.

Center Director.--Michigan State University

faculty member and coordinator of the EIP program at one

of ten locations in Michigan.

Organization of the Report

This study will be reported in the five succeed-
ing chapters. Literature pertaining to attiFudes, needs,
and beliefs of teachers and direct observations of overt
Salient char-

teaching behaviors will be reviewed first.

acteristics of the study sample, instrumentation, and
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procedures will be presented in Chapter III. Analysis of
data will be discussed in two chapters: the results of
factor analyses of personality and classroom observation
data (Chapter IV); and the findings of multivariate
analysis of variance (Chapter V). The final chapter of

the thesis summarizes the investigation, enumerates con-

clusions, and discusses limitations and educational im-

plications of the study.
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CHAPTER II

REVIEW OF RELATED RESEARCH

Introduction

Two major topics are discussed in this chapter.
Under personality theory, the attitudes, needs, and
beliefs of teachers are reviewed. Since congruency
between felt attitudes, needs, and beliefs of teachers
and their overt behaviors in the classroom is the focus
of this research, effort was made to report research
studies incorporating direct observations of overt
teaching behaviors with assessment of personality fac-
tors. In the second section of this chapter, the
method of direct observation of overt classroom be-
haviors is discussed. The problems associated with
classroom observation research are studied and relevant

research is reviewed.

20
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Personality Theory

Theorists view personality in two ways. Their
vantage may be the individual in his life space or the
individual among many individuals. The first probes in-
dividual differences, is ideographic. The sécond seeks
general principles, is nomothetic.l Actually, the views
are complementary rather than contradictory.

The focus of this research is the individual in
the group, the teacher among his colleagues. The atti-
tudes, needs, and beliefs of a teacher integrate within
his personality structure. He is unique. But his inte-
grated personality tends to be more like some teachers'
and less like others. In short, there are typical ele-
ments in the personality structures of many individuals.
Topologies, then, may be found in a group of teachers.

Though the elements of personality are interre-
lated, each factor investigated in this study will be
considered individually. Attitudes, needs, and manner
of believing will be discussed and representative re-

Search presented.

lRobert"M. Allen, Variables in Personality Theory
and Personality Testing (Springfig&%d, Illinois: Charles
C. Thomas Publisher, 1965), 4-10.
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Attitudes

Like personality, the concept of attitude has
varied definitions. In this study, attitude will mean
a "tendency or disposition to evaluate an object or the
symbol of that object in a certain way."2 In other words,
an attitude indicates what a person's habitual mode of
behavior will be. Valuation of objects ranges on a
favorable-unfavorable continuum; that is, attitudes are
termed favorable-unfavorable.
A teacher possesses attitudes toward any thing
or person connected with his profession. If his attitudes
are positive or favorable, the teacher
. . . should be able to maintain a state of
harmonious relations with his pupils charac-
terized by mutual affection and sympathetic
understanding. The pupils should like the

teacher and enjoy school work. The teacher
should like the children and enjoy teaching.3

2D. Katz and E. Stotland, "A Preliminary Statement

to a Theory of Attitude Structure and Change," in S. Koch,
ed., Psychology: A Study of a Science, Vol. III, 1959,
428. Quoted in Chester A. Insko, Theories: of Attitude
Change (New York: Meredith Publishing Co., 1967), 2.

3
Walter W. Cook, Carroll H. Leeds, and Robert
Callis, "Predicting Teacher-Pupil Relations," The Evalua-

tion of Student Teaching (Washington, D.C.: The Associa-
tion for Student Teaching 28th Yearbook, 1949), 67.
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On the other hand, a teacher with generally unfavorable
attitudes toward children may dominate the classroom en-
vironment. If he is successful, a tense or fearful atmo-
sphere may prevail in a situation which appears orderly.
If he is unsuccessful, his nervousness and frustration
may result in chaotic classroom conditions.

The Minnesota Teacher Attitude Inventory was de-
veloped to assess those attitudes of a teacher which
predict how well he will relate interpersonally with
children and how satisfied he will be with the teaching
profession.4 Since its inception, many researchers have
utilized the MI'AI either in studies of the measuring de-
vice itself or as a predictive instrument. Description
of the inventory and discussion of reliability, validity,
and other pertinent characteristics of the test can be
found in Chapter III. Attention will now be directed
toward reported research on attitudes of the teacher as
related to classroom behaviors.

Medley and Mitzel probed factors which might

account for differences in (1) effectiveness of beginning

4Walter W. Cook, Carroll H. Leeds, and Robert
Callis, Minnesota Teacher Attitude Inventory Manual (New
York: The Psychological Corporation, 1951), 2. .
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teachers, and (2) persistence in teaching as a career
among teacher education graduates. The MIAI was one of
several tests administered to 343 education students.
Forty-nine beginning teachers (of whom only three were
male) were selected for further study on the effective-
ness of their teaching. These individuals taught in
nineteen public elementary schools in New York City.

The Observation Schedule and Record (OScAR 2a) was used

by six observers to record overt classroom behaviors.
Twelve observations were made for each teacher. Attempts
to relate observation results with predictor data gathered
when the teachers were in college met with little success.
The three factor scales (Emotional Climate, Verbal Em-
phasis, and Social Structure) seemed to account for some
of the differences in teacher-pupil rapport and princi-
pals' ratings, but not for differences in pupils' achieve-
ment.5

A questionnaire was sent to the 343 individuals

three years after their student teaching experience.

Those who persisted in teaching were found to be

5Medley and Mitzel, "Measuring Classroom Behavior
by Systematic Observation," 278-282.
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relatively older, prepared for elementary rather than
secondary teaching, and "satisfied" with student teaching
as they had experienced it. A significant decrease in
average MI'AI score occurred over the three-year period.
Two factors seemed to be associated with the decline: a
shift from more extreme to less extreme opinions, and an
increase in emphasis on the importance of limits to pupil
behavior and maintenance of high academic standards.6

The Minnesota Teacher Attitude Inventory was one

of several predictive measures used by Seibel when study-
ing one hundred graduate students enrolled in a one-year
Masters in Education Program. Seibel questioned the pos-
sibility of predicting the classroom behaviors of these
individuals during their student teaching experience.

The subjects were observed by the regular classroom
teachers and their college supervisors. Following the
observations, ratings of eight specific classroom be-
haviors were made on a Likert-type scale on which values

could vary from 1 (does not exhibit) to 7 (seizes every

6Donald M. Medley, Harold E. Mitzel, and W.
Rabinowitz, "Longitudinal Studies of a Group of Teacher
Education Graduates," Journal of Teacher Education, X
(March, 1959), 117-119.
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opportunity to exhibit). A cannonical correlation of .59
was obtained between the predictor and criterion vari-
ables. Seibel indicated.that teacher behaviors charac-
terized by seriousness, compliance with pupil requests,
high emotional support and affectionate physical contact,
allowing pupils to do things for themselves, soliciting
suggestions, and some immobility combined to provide max-
imum predictability. Giving rewards contributed little.

A teacher exhibiting these behaviors tended to have many
previous leadership activities with children, a high score

on the Minnesota Teacher Attitude Inventory, and a low

score on the Paranoia Scale. He also viewed many pupil
misbehaviors as serious. Evidence of a substantial rela-
tionship between antecedent variables and the classroom
behaviors of student teachers existed, Seibel concluded.7

Ragsdale explored the relationship of change in
student teachers' attitudes toward children's behavior
and teacher-pupil relations with change in student

teachers' classroom behavior during a ten-week period of

7D. W. Seibel, "Predicting the Classroom Behavior

of Teachers," Journal of Experimental Education, XXXVI
(Fall, 1967), 26-32.
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student teaching. The MI'AI, California F-Scale, and

Ryans' Teacher Characteristics Schedule were administered

to forty-nine elementary education student teachers at
Anderson College, Indiana, before and after student

teaching. Two trained observers used Flanders' Interac-

tion Analysis and Ryans' Teacher Characteristics Classrgom
Record (Patterns Xo' Yo' and Zo) to record eight observa-
tions of the student teachers. No significant change in
student teachers' attitudes concerning éhildren and teach-
ing as expressed on the predictive measures was found. A
significant positive change occurred in the student
teachers' classroom behaviors as measured on the Class-

room Observation Record; no significant change was indi-

cated by the Interaction Analysis data. Student teachers

spent less time talking, and learned to ask questions
eliciting creative responses and ideas from the pupils,
observed Ragsdale. These findings indicate that classroom
behavior may change significantly without a corresponding
change in expressed attitudes when the same aspects of

the teaching process are being measured.

8Elva Mae Ragsdale, "Attitude Changes of Elemen-
tary Student Teachers and the Changes in Their Classroom
Behavior During Student Teaching" (unpublished Ed.D. dis-
sertation, Ball State University, 1967), Dissertation
Abstracts, XXVIII (August, 1967), 521-522 A.
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Bridgman sought to identify characteristics which
distinguish teachers as a group and which differentiate
between effective and ineffective teaching among the
teachers of New Hanover County, North Carolina. Personal
and professional characteristics, attitudes, values, and
creativeness were assessed. Classroom performance was

measured using Ryans' Classroom Observation Record on

selected teachers during the 1964-1965 school year.
Product moment correlations, t-tests, and analysis of
variance were used to analyze the data. Findings relevant

to attitudes and classroom performance were:

1. Elementary teachers had more positive attitudes
than their colleagues; females had more positive

attitudes than males.

2. Teachers with positive attitudes were more crea-
tive, permissive, and social, gave higher grades,
were more active professionally, and were rated

higher on performance.

3. Teachers with high performance ratings had

higher positive attitudes, were less



b
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authoritarian, more creative, and had lower eco-

. 9
nomic values.

To discover relationships between attitudes and
certain teaching behaviors, Friedman studied a sample of
twelve beginning teachers, the twelve cooperating teachers
with whom they served their internship, eight laboratory
school teachers with whom they worked, and the two univer-
sity teachers by whom they were instructed. The MIAI was
used to assess teacher attitudes. Four two-hour observa-
tions were recorded by a trained observer on a specially
devised Observation Checklist to describe teacher behavior.
The university teachers and participating laboratory
school teachers were found to have more positive attitudes
toward children than beginning or cooperating teachers.
The observed behaviors of the former groups were less
controlling, and encouraged greater independence and as-

sumption of responsibility by the learners than did

9John Northan Bridgman, "Selected Teacher Charac-
teristics and Their Relationships with Certain Behavior
Patterns and Teaching Effectiveness" (unpublished EJ4.D.
dissertation, The University of North Carolina at Chapel
Hill, 1967), Dissertation Abstracts, XXVIII (March, 1968),
3524 A,
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behaviors of the other two groups. Significant differ-
ences between behaviors of beginning and participating
teachers, between beginning and university teachers were
found when overall results were considered. No such sig-
nificant differences occurred between beginning and co-
operating teachers.lo

Furr studied the effects of feedback from obser-
vations on the verbal and nonverbal behavior of thirty-
six female student teachers in the elementary school. A
parallel part of his study explored the relationship be-
tween scores on the MIAI administered before and after
student teaching. No significant difference was found
between the experimental and control groups as a result
of feedback from observations of (1) indirect and direct
verbal behavior, or (2) encouraging and inhibiting non-
verbal behavior. A positive correlation was found between
direct verbal and inhibiting nonverbal classroom behavior.

A negative shift in expressed attitudes toward children

1OL. R. Friedman, "An Investigation of Certain
Teaching Behaviors of and Influences Upon New Elementary
Teachers" (unpublished Ed.D. dissertation, The University
of Florida, 1967), 149 pages, Dissertation Abstracts,
XXIX (July, 1968), 165 A.
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and teaching occurred in both groups, with a significantly
greater negative shift shown by the experimental group.
Furr concluded that instruction in the nature and use of
category‘systems for recording classroom behaviors prob-
ably was not sufficient in itself to bring about signifi-
cant change in verbal and nonverbal classroom behavior of
elementary school student teachers.

Research was conducted by Bowers and Soar with
fifty-four volunteers from two elemehtary school systems

in Tennessee. The experimenters examined differential

effects of laboratory and human relations training on
teachers. Four attitude and personality inventories were
completed by the subjects preceding and following labora-
tory and human relations training of teachers in the ex-
perimental group. Overt classroom behaviors of these

teachers were recorded on Medley and Mitzel's Revised

Observation Schedule and Record.12

llOneta Roberts Furr, "Effects of Observational

Feedback on Verbal and Nonverbal Classroom Behavior of
Student Teachers" (unpublished Ed.D. dissertation, North
Texas State University, 1968), Dissertation Abstracts,
XXIX (April, 1969), 3495 A.

2Norman D. Bowers and Robert S. Soar, Studies of
Human Relations in the Teaching Learning Process: V:
' Final Report: Training for Classroom Teachers (Nashville,
Tennessee: Vanderbilt University, 1961), 210 pages.
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In an early phase of the study, Rippy investigated
the relationships between overt classroom behaviors and
teacher attitude and personality characteristics. Anal-
ysis of variance around the regression line and Pearson
product moment correlations were used to test differences.
Six departures from linearity and nineteen correlations
significantly different from zero were observed. His
study demonstrated the value of observing specific be-
havipors in the classroom. The psychopathic deviate,
schizophrenia, and hysteria, psychastnia and hypochondri-

asis scales of the Minnesota Multiphasic Personality In-

ventory, the MTAI, and Bowers Teacher Opinion Inventory

were significantly related to identifiable aspects of
classroom behaviors. The first four scales had the most
predictive power, however. The way in which the teacher
described herself was reflected more generally in measures
of pupil behavior than in measures of both teacher and

pupil classroom behavior.l

13Mark Leo Rippy, Jr., "Certain Relationships Be-

tween Classroom Behavior and Personality Characteristics
of Selected Elementary Teachers" (unpublished Ed.D. dis-
sertation, George Peabody College for Teachers, 1960),
240 pages.
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A coherent picture of personality resources basic
to skillful teacher-pupil interpersonal relationships was
outlined by Bowers and Soar on the basis of their human
relations study:

. « . Skillful interaction with pupils requires
on the part of the teacher responsibility, and
depth of affective relationship; it requires
that she be well enough adjusted that much of
her energy is not drained off in dealing with
her own intrapersonal tensions; and she must be
able to perceive herself and others clearly and
represent herself honestly in communication
with others. A teacher must, in short, care;
must not have this concern blocked by her own
intrapersonal tensions; and must be relatively
free of distorting mechanisms, and able to
enter honestly into relations with others.
Perhaps what this reduces to is that a teacher
must be able to use her "self" openly, clearly
and honestly in her interactions with pupils.l4

How do we identify such an individual prior to
entry into the profession? This question was analyzed in
much of the research previously cited. Wilk and his col-
leagues were also concerned with this problem. In a care-
fully designed study, they explored the relationshipvbe—
tween a student teacher's needs for integration and domi-

nance, attitudes, and other personality variables and

4Bowers and Soar, "The Influence of Teacher Per-
sonality on Classroom Interaction," Journal of Experimen-
tal Education, XXX (June, 1962), 311.

R L
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ratings of their classroom behaviors made by supervisors

and trained observers. The Miller Analogies Test, the

Cooperative Reading Test, the MMPI, MIAI, and Bowers

Teacher Opinion Inventory comprised the psychological

measures administered prior to admission. Counselors'
judgments were also used as a basis for admission to the
teacher education program. |
Thirty-eight female student teachers, selected
from 167 individuals who participated in the interviews,
were randomly assigned to public elementary schools in
four geographic regions in a midwestern city. Each of
five trained observers visited each student teacher once
a semester. Two semesters of student teaching were.re—
quired, one in lower and one in upper elementary teaching.
Ten observation reports for each student teacher were
collected during the two semesters of the study. Two
methods of systematic observation employed were the Ob-

servétion Schedule and Record (0OScAR III) and the Minne-

sota System of Interaction Analysis. The OScAR items

were grouped into eight scales: Teacher-Class Activities,
Teacher-Individual Activities, Pupil Disruptive Behavior,

Pupil-Class Activities, Pupil-Individual Activities,






35

Teacher-Grouping Activities, and Teacher and Pupil Use of
Materials. The researchers hypothesized that a teacher's
need for integrating behavior was related to indirect
verbalizations and her need for dominance was related to
direct verbalizations. Intgraction analysis was used to
assess indirect and direct teacher talk. The major find-
ings related to the current investigation were:

1. Teachers were more often observed giving
positive attention and encouragement to
individual pupils during their upper ele-
mentary teaching than when in lower ele-
mentary teaching.

2., At the upper level, teachers more often
used direct questions or answered a
pupil's question rather than ignoring it.

3. As student teachers gained experience,
they took more active roles in directing
the class, and students became more pas-
sive participants.

4. The variety of activities in which pupils
led the class was greater when student
teachers taught in the lower grades rather
than upper grades.

5. Student teachers and pupils made more use
of a variety of materials when teaching in
lower grades rather than upper grades.

6. Student teachers who preferred upper grade
levels had significantly better Classroom
Emotional Climate scores when they taught
in the upper grades. Those who preferred
the lower grades showed no change in
scores at the different levels.
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7. Student teachers preferring the lower
grades had a higher mean Classroom Verbal
Emphasis score than those preferring
upper grades. All student teachers, re-
gardless of preference, had higher Verbal
Emphasis scores when they were in the
upper grades.

8. Significantly less disruptive pupil be-
havior occurred in classrooms where the
level and variety of pupil-class activ-
ities were high, and where the student
teachers' work with the individuals was
observed to be interested, helpful and
supportive.

9. Student teachers' need for integration and
security could be predicted from MIAI
scores and sophomore honor point ratio.
Students who had greater command of the
subject matter and who had certain atti-
tudinal dispositions allowed students to
respond freely. They could accept pupil
feeling, could support, praise, and en-
courage pupils.

This research again supported the supposition that person-
ality factors relate to the behaviors of elementary

. . 1
teachers in their classroom.

15Roger E. Wilk, William H. Edson, Don Davies,
and Naomi Chase, A Study of the Relationship Between Ob-
served Classroom Behaviors of Elementary Student Teachers,
Predictors of These Behaviors, and Ratings by Supervisors
(Minneapolis, Minnesota: University of Minnesota, 1962),
78 pages plus appendices.
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Needs

Murray heightened interest in the construct of

needs in his major work, Explorations in Personality.16

He defined a need as:

. . . a construct which stands for a force
in the brain region, which organizes . .
action so as to transform in a certain di-
rection an existing, unsatisfying situation

.

Several principles basic to Murray's personality theory

are incorporated in this definition. The brain unifies

man's personality since "need" centers in the brain re-
"need," whether a force or an emotional

gion. This
charge, moves a man in a defined direction to reduce his
dissatisfaction, whether internally or externally created.
When man generates his own tension, he expresses his need
for positive thrust, excitement, or movement. By reducing
his tension, man exéresses his need for homeostasis.

Murray established a taxonomy of needs that moti-

vate man. For example, abasement or achievement, play or

sex, exhibition or autonomy might be the forces moving man

16Henry A. Murray, Explorations in Personality
(New York: Oxford, 1938).

17 1bid., 123.
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to behave in a particular manner. Needs were classified

into five types: primary and secondary, pfoactive and re-

active, overt and covert, focal and diffuse, effect and

modal.

Primary and secondary hneeds:

This distinction refers to states of develop-
ment rather than degree of importance. Pri-
mary needs develop prior to the secondary
needs. Primary needs are of a biological or
organic nature while secondary needs are psy-
chogenic. Achievement and affiliation are

examples.

Proactive and reactive needs:

Proactive need originates within the person,
while reactive need originates in man's en-
vironment. In the latter condition, man
reacts to a stimulus. Proactive-reactive
needs are bound together in a cause-effect

relationship.

Overt and Covert Needs:

This distinction refers to needs which can

be openly expressed (overt) as opposed to
those which must be hidden (covert). Society
may sanction achievement but censure aggres-

sion, for instance.

Focal and diffuse needs:

A focal need centers on one particular object
or person for satisfaction. Diffuse need,
such as man's need to avoid pain, covers a

wide range of objects.

18Ibid., 152-226.
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Effect and modal needs:

A need which has a direct or specific goal is
termed an effect need. But the process by

which we achieve the effect may equal or ex-
ceed the importance of achieving that effect.

This is termed a modal need.l9
In this study, the secondary or psychogenic needs

of beginning teachers are examined. As a background,

major studies which identify specific needs of teachers

will be reviewed first. Then several reports on the re-

lationships between needs of beginning teachers and overt

classroom behaviors will be summarized. Many of the

studies reported utilize the Edwards Personal Preference

Schedule.20 The fifteen needs which this instrument pur-

ports to measure relate directly to Murray's need theory.

Jackson and Guba examined the manifest needs of

366 public school teachers in a Midwestern city. The

sample of teachers included 118 males (91 secondary and

27 elementary) and 218 females (52 secondary and 196

'19Ledford J. Bischof, Interpreting Personality
Theories (New York: Harper and Row, Publishers, 1964),

140-177.

20A. L. Edwards, Edward Personal Preference Sched-
ule: Manual (Rev. ed.; New York: The Psychological Cor-
poration, 1959). A description of the fifteen needs mea-
sured on this inventory is contained in Appendix A.
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Edwards Personal Preference Schedule was

elementary) .

administered to the subjects and the scores compared to
the college norm groups on whom the test was standardized.
Teachers showed significantly greater need for deference
and lower need for heterosexuality than did the liberal

arts norm group. Male secondary teachers and female

teachers expressed significantly greater need for order

and endurance, and significantly less need for exhibi-

tion.21 "These five needs," concluded the researchers,

"appear to be more or less typical of teachers in general,

at least insofar as the teacher occupational group may be

different from liberal arts students,"22

The same sample of teachers was divided into

groups on the basis of teaching experience (0-3 years,

4-9 years, and 10 or more years) and sex. The needs of

novice, intermediate, and veteran teachers were rank-

ordered for each subject. Male and female veteran

teachers had markedly similar profiles; the rank order

correlation was .70. Deference and order ranked highest,

21Philip W. Jackson and Egon G. Guba, "The Need
Structure of In-Service Teachers: An Occupational Anal-
ysis," School Review, LXV (June, 1957), 176-192.

22

Ibid., 178.
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and heterosexuality the lowest for this level of teaching

experience. Male and female novice teachers had quite

dissimilar need structures (rho = .19). Young female

teachers resembled older female teachers (rho = .71) more

closely than young male teachers' need patterns resembled

23
their older male counterparts (rho = .32).

Sheldon and others hypothesized that individuals
scoring high on a number of "warm teacher scales" ought

to have need structures different from teachers scoring

very low on several of the same scales. The EPPS was one

of several tests administered to twenty students (ten

having very high scores and ten very low scores on the

"warm teacher" tests). Among the six needs which were

examined, "potentially good teachers" had significantly

higher scores on affiliation and dominance and signifi-

cantly lower scores on aggression, succorance, and ahase-

24

ment. Thus the hypothesis of their study was confirmed.

Need structures of student teachers who preferred

lower elementary school classes were compared to the need

2
3Ibid,, 184.
24
M. S. Sheldon, J. M, Coale, and R. Copple, "Cur-

rent vValidity of the 'Warm Teacher Scales,'" Journal of
Educational Psychology, L (February, 1959), 37-40.
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structures of persons preferring upper elementary classes.

Southworth found that abasement, affiliation, succorance,

and nurturance were expressed as higher manifest needs of

students who preferred the lower grades. Achievement,

aggression, and exhibition were greater needs of students

preferring later elementary classes.

Anderson was interested in comparing the need pro-

files of teachers in schools identified as having open

organizational climates compared to schools with closed

organizational climates. Eight elementary schools in a

large southern school district were used in the study.

School climate was determined by administering Halpin and

Croft's Organizational Climate Description Questionnaire

to the faculty members. Seventy-one teachers taught in

schools having open organizational climates, and fifty-
five teachers taught in schools having closed climates.

No significant differences in need profiles were observed.
Analysis of extreme cases did not reverse the finding.

When each need was examined by means of t-tests, teachers

5Horton C. Southworth, "A Study of Certain Per-
sonality and Value Differences in Teacher Education Majors
Preferring Early and Later Elementary Teaching Levels"
(unpublished Ed.D. dissertation, Michigan State Univer-

sity, 1962).
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in open organizational climates were found to have signif-
icantly less need for intraception and abasement than
faculty members in closed organizational climates.

The manifest needs of student teachers were com-
pared to their rapport with pupils during student teach-
Ninety-one student teachers completed the EPPS prior

ing.
The Pupil Reaction

to their student teaching experience.

Inventory, a questionnaire designed to indicate teacher-
pupil rapport, was administered to their pupils following

student teaching. Medley found no significant relation-

ship between manifest needs of student teachers and pupil-

teacher rapport. He then studied the twenty-five indi-

viduals who scored less than eleven points on the consis-

tency scale of the EPPS. He hypothesized that these

teachers were being honest and expressing their true

needs, while the other sixty-six student teachers knew

how to fake on personality tests. A correlation of .76

between the needs of "inconsistent" respondents and

26Donald Anderson, "A Comparison of Edwards Per-

sonal Preference Schedule Patterns of Elementary School
Teachers in Open and Closed Organizational Climates" (un-
published Ed.D. dissertation, Auburn University, 1966),
104 pages. Also see, Donald D. Anderson, "Personality
Attributes of Teachers in Organizational Climates," Jour-
hal of Educational Research, LXII (July, 1969), 441-443.
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pupil-teacher rapport was found. Intraception, achieve-
ment, aggression, and abasement correlated positively with
teacher-pupil rapport and heterosexuality correlated nega-
tively. Beta coefficients for the first four needs were
significant at the .0l level and for heterosexuality at
the .05 level. Here, concluded Medley, is a picture of
the successful teacher as she perceives herself.27

Using sociometric nominations of beginning educa-
tion students at North Texas State University, Clary sep-
arated ninety student teachers into three groups of indi-
viduals exhibiting aggressive, submissive, or normal be-
havior patterns. Scores on the Edwards were then obtained
for these ninety student teachers. Criterion profiles of
need patterns for each group were developed on the basis
of mean scores on the fifteen scales of EPPS. Finally,
the twenty student teachers whose needs profiles most
closely corresponded to the criterion profiles were rated
by their college supervisor and supervising teacher as
aggressive, submissive, or normal. Individuals identified

as aggressive had a significantly greater need for

27Donald M. Medley, "Teacher Personality and
Teacher Pupil Rapport," Journal of Teacher Education, XII
(June, 1961), 152-156.
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deference than did submissive or normal student teachers.
Subjects in this study did not differ significantly from
the norm group of the EPPS. No significant relationship
between needs profiles of student teachers and ratings of
their classroom behaviors was observed,28

Four dimensions of teacher behavior were studied

by Travers and his associates:

1. Achievement: degree of emphasis on aca-
demic activities and the importance of
excellence;

2., Affiliation: degree of interaction with
students and emphasis on warm personal
relationships;

3. Control: degree to which the moment-to-
moment behavior of students is controlled
by the teacher;

4. Recognition: degree to which the teacher
is the center of attention.??

These dimensions of behavior were assessed by two methods:
a sampling of one hundred verbal statements of the teacher,

and observer ratings of thirty-five variables on a

28Eldon Gandy Clary, "Predicting Student Teaching
Behavior From Needs Profiles by Comparison with Sociomet-
rically Defined Groups" (unpublished Ed.D. dissertation,
North Texas State University, 1968), 94 pages, Disserta-
tion Abstracts, XXIX (April, 1969), 3488-3489 A.

9Norman E. Wallen, Robert M. W. Travers, Ian E.
Reid, and Kenneth H. Wodtke, "Relationships Between
Teacher Needs and Teacher Behavior in the Classroom, "

Journal of Educational Psychology, LIV (February, 1963),
23,
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seven-point scale. Two samples of elementary school
teachers (seventy-seven from an urban setting and forty-
one from a rural setting) responded to a questionnaire
and were observed in their classrooms. The questionnaire
was scored on the four dimensions already mentioned, and
the results compared to data from the observed behaviors.
Control and Affiliation were positively related on all
measures of teacher behavior. A significant negative
correlation was found between the same needs as viewed

by the observers. The Control need as measured on the
questionnaire correlated positively with the controlling
behavior of the teacher. Such behavior was related to
lack of warmth and, to a lesser degree, lack of confidence
on the part of the teacher. The authors concluded that
the best predictive measure of performance is some type
of instrument in which the teacher can answer straight

and simple questions about his typical behaviors.30

30Robert M. W. Travers, Norman E. Wallen, Ian E.
Reid, Kenneth H. Wodtke, Measured Needs of Teachers and
Their Behavior in the Classroom (Salt Lake City: Univer-

sity of Utah, 1961, Final Report to U.S. Department of
Health, Education and Welfare, Office of Education Con-
tract No. 444 [8029]).
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Gordon hypothesized that the need structure of a
teacher is directly related to overt teaching behaviors,
that the need structure is more important than any single
need. She studied a sample of fifty elementary, twenty-
three junior high, and twenty-nine senior high student
teachers of the University of Florida. Randomization was

not employed in the selection process. The Edwards Per-

sonal Preference Schedule, Thurstone Temperament Schedule,

and two case studies were administered to the subjects.
The Emotional Climate Scale of OScAR 2a was used in re-
cording classroom behaviors. Three subscales included
manifest teacher hostility, supportive teacher behavior,
and disorderly pupil behavior. Means and standard devia-
tions of the scores were computed, all variables were
intercorrelated, and then submitted to varimax rotations.
Three common factors (Leadership, Nurturant Affiliation,
and Emotional Climate) were obtained for males, and
secondary and elementary females. Dominance had a high
loading for males aﬁd for secondary females; females in
general had impulsive tendencies. Male subjects exhibited
less need to relate to people in an emotionally supporﬁive

and helpful way. Elementary teachers engaged in more
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supportive behaviors than secondary teachers. Surpris-
ingly, elementary female teachers manifested more hos-
tility than female secondary teachers. Gordon concluded
that factor analytic procedures rather than a variable-by-
variable approach to the measurement of teacher person-
ality seems to offer some support to the concept of dif-
ferential personality organization. However, sex and
teaching level should be analyzed separately.Bl The ob-
servation schedule (OScAR) proved useful since observers
could be adequately trained without undue effort.32 How-
ever, Emotional Climate seemed to be too broad a construct

when comparing overt behaviors to personality character-

istics; subscales indicated differences more clearly.

Beliefs

Just as Murray theorized that an individual pos-
sesses a system of needs, Rokeach theorized that a person

has a unique system of beliefs.

31Ira J. Gordon, Relationships Between Personality

Variables and Classroom Behavior of Teaching Interns
(Gainsville, Florida: University of Florida, 1964), U.s.
Department of Health, Education, and Welfare, Project
Number 1717, 127.

321bid., 131.
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The belief system is conceived to represent all

the beliefs, sets, expectancies, or hypotheses,

conscious and unconscious, that a person at a

given time accepts as true of the world he

lives in. The disbelief system is composed of

a series of subsystems rather than merely a

single one, and contains all the disbeliefs,

sets, expectancies, conscious and unconscious,

that to one degree or another, a person at a

given time rejects as false.
For example, positively affirming belief in democracy as
the best form of government for our country implies negat-
ing monarchy, oligarchy, and all other types as our form
of government.

Specific to the individual is his belief-disbelief
system. On the other hand, the open-closedness of belief-
disbelief systems is restricted to neither individuals
nor beliefs: political, economical, philosophical, reli-
gious, ethnic, or scientific. Individuals having dissim-
ilar belief-disbelief systems sometimes act or react sim-
ilarly. This phenomenon led Rokeach to say that ". . .

it is not so much what you believe that counts, but how

you believe."34

33Milton Rokeach, The Open and Closed Mind (New
York: Basic Books, 1960), 33.

3

4Ipid., 6.
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A person having a more open belief system eval-
uvates and acts on information on its own merits, in accord
with the structural requirements of the situation. He is
governed more by his inner self-actualizing forces and
less by irrational inner forces. Conversely, a person
with a more closed belief system has greater difficulty
distinguishing between substantive information (pertaining
to the situation) and nonsubstantive or irrelevant infor-
rnation.35

Rokeach designates the relatively closed belief
system as more dogmatic. He defines dogmatism as:

(a) a relatively closed cognitive organization
of beliefs and disbeliefs about reality, (b)
organized around a central set of beliefs
about absolute authority which, in turn, (c)
provide a framework for patterns of intoler-
ance and qualified tolerance toward others.36
Three sets of variables are subsumed under the construct

of dogmatism: closed cognitive systems, general authori-

idors g 37
tarianism, and general intolerance.

3SIbid., 54-70.

36Milton Rokeach, "The Nature and Meaning of Dog-
matism," Psychological Review, LXI (May, 1954), 194.

37Milton Rokeach, "Political and Religious Dogma-
tism: An Alternative to the Authoritarian Personality,"
Psychological Monographs: General and Applied, LXX
(Number 18, Whole Number 425, 1956), 4.




teaching
having cl
haviors ¢
the same
would ter
tion; dec
fected; i
fected by

R
thinking
ichievene
tlpal's y
porteq

3
g in Re
tudeg ang

(Septembe
Clagg, Va




51

Can this cognitive belief theory be applied to
teaching? It would appear that behaviors of teachers
having closed systems of belief would differ from be-
haviors of teachers having open systems of belief, given
the same classroom situation. A more dogmatic teacher
would tend to confuse relevant and irrelevant informa-
tion; decisions about subsequent action would be af-
fected; interpersonal relations would probably be af-
fected by inappropriate action or reaction.

Relationships between dogmatism and critical
thinking skills, social class, values.and academic
achievement, pre-decisional information search, prin-
cipal's ratings of teachers, and other factors have been

reported.38 Conclusions from these studies are useful

38C. Gratton Kemp, "Improvement of Critical Think-

ing in Relation to Open-Closed Belief Systems," Journal of
Experimental Education, XXXI (March, 1963), 321-323.

I. J. Lehmann, "Some Socio-Cultural Differences in Atti-
tudes and Values," Journal of Educational Sociology, XXXVI
(September, 1962), 1-9. R. M. Frumkin, "Dogmatism, Social
Class, Values, and Academic Achievement: 'in Sociology,"
Journal of Educational Sociology, XXXIV (May, 1961), 398-
403. Barbara H. Long, and Robert C. Ziller, "Dogmatism
and Predecisional Information Search," Journal of Applied
Psychology, XLIX (October, 1965), 376-378. D. Musella,
"Open-Closed-Mindedness as Related to the Ratings of
Teachers by Elementary School Principals," Journal of
Experimental Education, XXXV (Spring, 1967), 75-79.

John T. Mouw, "Effect of Dogmatism on Levels of Cognitive
Processes," Journal of Educational Psychology, LX (Octo-
ber, 1969), 365-369.
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for generating hypotheses about teacher behaviors. How-
ever, only reported research on the dogmatism of teachers
will be reviewed here.

Rabkin tested Soderbergh's assumption that public
school teachers in America are excessively and unwittingly
dogmatic.39 One hundred seven teachers registered for
summer school at the University of Washington responded
to the Rokeach Dogmatism Scale. The teachers were more
open-minded than any of the norm groups of Rokeach. Age,
sex, years of experience, religious affiliation, grades
taught, and marital status were not significantly related
to dogmatism. Teachers in this biased sample exhibited a
considerably lower degree of rigid thinking when compared
with other college and non-college groups.4o

In a similar study, Cappelluzzo and Brine adminis-
tered the Dogmatism Scale and a brief questionnaire to 254
undergraduates in education. The respondents (prospective

teachers) were neither more nor less dogmatic than state

39P. A. Soderbergh, "Dogmatism and the Public

School Teacher," Journal of Teacher Education, XV (Sep-
tember, 1964), 245-251.

40Leslie Y. Rabkin, "The Dogmatism of Teachers?,"
Journal of Teacher Education, XVII (Spring, 1966), 47-49.
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university students in general. They were more dogmatic
than the in-service teachers measured by Rabkin. Students
with various subject matter interests portrayed different
levels of dogmatism.4l

Ohnmacht administered Ryans' Teacher Character-
istics Schedule, the California F-Scale, the Dogmatism
Scale, and measures of analytic set to fifty-seven male
secondary education majors. The scores were intercorre-
lated and the matrix factor analyzed. Subjects were
grouped on analytic set and dogmatism. Low analytic-high
dogmatic individuals differed significantly from other
subjects in their tendency to give information. Results
suggested that open-mindedness and analytic set could con-
tribute to an understanding of teacher behavior if their
effects as moderating variables were investigated,42

Results of studies on authoritarianism and per-
ceptual accuracy provide evidence that the perceiver's

own character will affect the manner in which he perceives

41Emma M. Cappelluzzo and James Brine, "Dogmatism

and Prospective Teachers," Journal of Teacher Education,
XX (Summer, 1969), 148-152.

42F. W. Ohnmacht, "Teacher Characteristics and
Their Relationship to Some Cognitive Styles," Journal of
Educational Research, LX (January, 1967), 201-204.
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others.43 Brumbaugh and his colleagues investigated the
relationship between dogmatism of student teachers and
supervising teachers and their perceptions of the inter-
personal needs of each other. Forty secondary school
teachers and their public school supervising teachers
completed the Dogmatism Scale and Schutz' FIRO-B Scale
(used to measure interpersonal needs). The measure of
perceptual accuracy in estimating interpersonal needs
consisted of an index of difference between the total
score on each dimension registered by the target person

on the FIRO-B protocol and the dimension score predicted

for that person by the subject. Results indicated that
open-minded student teachers were no more accurate in
their perceptions of the interpersonal needs of supervis-
ing teachers than were closed-minded student teachers.
Nor were open-minded supervising teachers any more ac-
curate in their perceptions of the interpersonal needs
of student teachers. Chi-square analysis was used to
compare subject matter areas to level of dogmatism.

Mathematics, science, and social studies teachers were

43Paul F. Secord and Carl W. Backman, Social Psy-

chology (New York: McGraw-Hill Book Company, 1964), 80.
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found to be significantly more closed-minded than teachers
in areas of foreign language, English, or the fine arts.44
Johnson investigated the relationship between

open-closed mindedness of student teachers and ratings of

their student teaching made by cooperating teachers and
college supervisors. Supervising teachers tended to give
higher ratings to student teachers who were closed-minded.
Ratings by college supervisors and the dogmatism scores of
student teachers were not significantly related. The sim-
ilarity of open- and closed-mindedness of student teachers

and their cooperating teachers had little effect on the

ratings of success in student teaching, but a significant
number of student teachers changed in dogmatism score in
the direction of their cooperating teacher. Low dogmatic
student teachers expressed more favorable attitudes on

the MTAI. Student teachers' own ratings of success in
practice teaching were not related to their level of dog-
matism. The degree of open-closed-mindedness as indicated
by scores on the Dogm§tism Scale could not be used to pre-

dict success in student teaching if ratings of college

44R. B. Brumbaugh, Kenneth C. Hoedt, and William

H. Beisel, Jr., "Teacher Dogmatism and Perceptual Accu-
racy," Journal of Teacher Education, XVII (Fall, 1966),
332-335,
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supervisors and cooperating teachers were used as the
criterion, Johnson concluded.45 These conclusions must
be accepted with caution, though. Attrition among the
subjects was considerable, and differential character-
istics of the groups were not reported.

Lewis examined the relationship between open- and
closed-mindedness of teachers and perceived effectiveness
of teaching (self-rating, principals' ratings, and super-
visors' ratings). One hundred twelve junior and senior
high school teachers participated in the study. In gen-
eral, the level of dogmatism of a teacher was not related
to self-rating of teacher effectiveness. Principals and
supervisors tended to give higher ratings of teacher ef-
fectiveness to more dogmatic teachers. Lewis suggested
that dogmatism may have limited usefulness in identifying
effective teachers.46 Perhaps not only dogmatism but

ratings of effectiveness should be called into question.

45James Johnson, "The Relationship of Open- and
Closed-Mindedness to Success in Student Teaching" (unpub-
lished Ed.D. dissertation, George Peabody College for
Teachers, 1966), 125 pages.

46Franklin Garner Lewis, "The Relationship of Au-
thoritarianism as Revealed by the Rokeach Dogmatism Scale
and Perceived Effectiveness of Teaching as Indicated by
Teachers' Self-Ratings, Principals’ Ratings and
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Piele investigated the relationship of teacher
dogmatism to verbalizations in the classroom under actual
teaching conditions. Seventy teachers from elementary
and junior high schools in the Northwestern part of the
United States completed the Dogmatism Scale. Seventeen
teachers from the upper and lower quartiles of the score
distribution were selected for further study. These
thirty-four teachers tape-recorded six twenty-minute seg-
ments of regular class lessons. Observers trained in the
use of Flanders' system of interaction analysis recorded
the verbal behaviors. Open and closed-minded teachers
appeared to differ significantly (a) in their monopoliza-
tion of talk in the classroom and (b) in their use of a
variety of verbal behaviors. Children in the classroom
appeared to differ (a) in their use of student-to-student
interaction, and (b) in their use of student-to-student
interaction with silence or confusion following. Piele

related his findings to Hanny's study of the relationship

Supervisors' Ratings" (unpublished Ed.D. dissertation,
North Texas State University, 1968), 90 pages, Disserta-

tion Abstracts, XXIX (December, 1968), 1682 A.
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between level of dogmatism and teaching in a simulated
situation. Closed-minded teachers appeared to use a wider
variety of verbal behaviors and to monopolize talk in the
classroom more under actual teaching conditions than did
teachers in simulated conditions. Under simulated teach-
ing conditions, open-minded teachers tended to use indi-
rect influence more than did teachers in the normal class-
room. Under both simulated and actual teaching condi-
tions, students of open-minded teachers seemed to talk
more than students of closed-minded teachers. Piele ad-
vanced some plausible explanations for these results.
Closed-minded teachers may be more concerned about class-
room control, and try to discourage student talk by
monopolizing classroom talk. In so doing, they use a
variety of verbal behaviors, and obtain a higher score

for indirect influence.47

47Phi1ip Kern Piele, "The Relationship of Teacher
Open and Closed Mindedness to Classroom Verbal Behavior™"
(unpublished Ph.D. dissertation, University of Oregon,
1968), 88 pages, Dissertation Abstracts, XXIX (May, 1969),
3899-3880 A.
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Summary

Despite the fact that many studies occurred in a
field setting and that intervening variables could easily
contaminate the work, results show that teacher person-
ality factors, when studied individually or in conjunc-
tion with other factors, do relate to teaching behaviors.
Attitudes, needs, and beliefs of a teacher integrate
within his unique personality. They influence one an-
other, and are affeéted by the press of environmental
conditions. 1In a sense, it is artificial to separate
them, as Gordon indicated.48 Figure 2.1 portrays sche-
matically the dynamic relationships between these con-
structs within a person and environmental forces acting

upon the individual.

48 ¢ : .
Gordon, "Relationships Between Personality
Variables and Classroom Behavior of Teaching Interns,"
8-9. -
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U = Environment

Personality

Abstract
Nature

Attitudes

Individual

Fig. 2.1.--Interrelationships Between Attitudes, Needs,
and Beliefs Within the Personality, and the
Press of Internal and External Forces on the
Personality.
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Observation of Overt Classroom Behaviors

Observation of overt behaviors in the classroom
seems an obvious means of obtaining information regarding
what does occur in teaching. However, use of systematic
observations is beset with difficulties. Much time and
expense can be expended to little avail. The privacy of
teachers is invaded. The presence of an observer causes
behaviors to be atypical. Past studies utilizing obser-
vation of overt classroom behaviors have contributed

little to our knowledge of "effective teaching." These

and other objections are raised when systematic observa-
: k : i 49

tion of the teaching-learning process is advocated.
Despite these objections, numerous category sys-

tems for recording classroom behaviors of teachers and

@ 0
pupils have been developed.5 These systems can be clas-
sified into three major categories: affectively oriented

systems, cognitively oriented systems, and multi-

dimensional systems. In the affective systems, such as

49Medley and Mitzel, "Measuring Classroom Behavior
by Systematic Observation," 247-248.

50 . s
Anita Simon and E. Gil Boyer, ed., Mirrors for
Behavior (Philadelphia: Research for Better Schools,
Inc., Classroom Interaction Newsletter, January, 1968).
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Withall's and Flanders', dimensions of teaching related
to teacher-pupil interactive behaviors are considered.
Cognitive systems of Taba, Smith, and Bellack attend to
behaviors that shape habits of thinking, or methods of
acquiring information and skills. Both affective and
cognitive dimensions of behavior are considered in com-
prehensive systems such as Medley and Mitzel's Observa-
tion Schedule and Record. Selection of a particular
system depends on the purpose for which the instrument
is being employed.Sl

Systematic observations of classroom behaviors
may be used to obtain reliable and valid measurements of
differences in the typical behaviors which occur in dif-
ferent classrooms, or in different situations in the same
classroom. A measure is reliable if the average differ-
ence between independent measurements obtained in the
same classroom is smaller than the average difference be-
tween two measurements obtained in different classrooms.
If behaviors in a particular class are stable, observers

agree on what does occur, items in the category system

53 : ?
B. Othanel Smith, "Recent Research on Teaching:

An Interpretation," The High School Journal, LI (Novem-
ber, 1967), 63-65.
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are consistent, and differences between different classes
are large, reliability will be high. Valid measurement
requires differences in scores to reflect differences in
behaviors. Three conditions must be fulfilled; (1) a
representative sample of the behaviors to be measured
must be observed; (2) an accurate record of the observed
behaviors must be obtained; and (3) the records must be
scored so as to faithfully reflect differences in be-
havior.52

Reliability is a tricky concept. Though consis-
tency of measurement is the commonly accepted meaning,
many types of consistency can be measured. Behaviors of
an individual may be the same (consistent) under repeated
observations. Or, the individual may retain the same
relative position in a group of individuals. Again, the
percent of observer agreement or correlation between two
sets of observations may be reported. In any case, re-
liability coefficients are meaningless without some

53

differentiation and definition. Brown and others aptly

52Medley and Mitzel, "Measuring Classroom Behavior

by Systematic Observation," 250.

53Bob Burton Brown, William Mendenhall, and Robert
Beaver, "The Reliability of Observations of Teachers'
Classroom Behavior," The Journal of Experimental Educa-
tion, XXXVI (Spring, 1968), 3-4.
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jemonstrated the necessity of defining reliability in

their study of the Teacher Practices Observation Record

(TPOR) . This instrument was developed for field use by
"untrained" observers. Five filmed episodes of teacher-
pehaviors were observed by a large number of observer
judges in different sections of the country. After a
year, two of the films were rated a second time. The

authors found that:

1. Correlations of observers' total scores within

a given film viewing was very good.

2. Correlations of observers' scores between film

viewings one year apart was poor to fair.

3. Between-observer reliability was .57 or rated

fair.
4. Within-observer reliabilities ranging from .48
to .62 were rated fair.

5. 1Internal consistency reliability was rated good.54

54Ibid., 8.
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In selecting an observation schedule, attention
should be given to the reliability of the instrument.
Very few researchers report more than one reliability
coefficient; some do not even define the meaning of the
coefficient that is reported. It is easy to see that
the highest reliability coefficient could be selected
and reported.

Several studies already cited in this review
employed classroom observations by trained observers as
criterion measures. One of many objections raised re-
garding systematic observation of overt behaviors is the
effect of the observer in the classroom.

The objection that teachers and pupils may not
behave in exactly the same way when observers
are present as they behave when no observer is
present has no completely satisfactory answer.
The problem of comparing observed and unob-
served behavior is akin to that of the small
boy who turned out the bedroom light but could
never quite make it to his bed before the room
got dark. To know how teachers and pupils be-
have while they are under observation seems
better than to know nothing at all about how
teachers and pupils behave. 55

Usually, experimenters assume that observer ef-

fects are negligible and use all the data collected. Or,

55Medley and Mitzel, "Measuring Classroom Behavior

by Systematic Observation," 248.
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they assume that observer effects diminish over time,
discard the first few minutes of observations, and use
the remaining data. Again, the observer may spend many
hours in the classroom so that both teacher and students
become accustomed to his presence, resume "normal" ac-
tivity, and thus present "true" behaviors when recording
is initiated.

But this does not solve the dilemma, for observed
and unobserved behaviors must be compared to estimate
observer effects. No such study has been reported, it
seems. However, Masling and Stern hypothesized that, if
observer bias diminishes over time, the relationship be-
tween the first and final observations should be less
than the relationship between the second and final obser-
vations, and any other such pairing of intermediate and
final observations. Seven trained observers rated
teachers and pupils in twenty-three classrooms. Corre-
lations showed no consistent pattern of increase or de-
crease over time. The fact may be that teacher and pupil
variables under observation occur episodically and are

more important than observer influence. Or, the effects




T
pr
fo

"a

19



67

of the observer may be extremely complex and affect var-
ious aspects of classroom behavior differentially.56
Though his sample consisted of only ten female
teachers, Samph found a definite observer effect when
subjects were observed under four experimental conditions.
Teachers betame more "indirect" when an observer was
present in their classroom whether or not they were in-
formed prior to his coming. They used more ‘"praise,"
"acceptance of student ideas," and less "criticism" when
being observed. Samph cancluded that the presence of an

observer in the classroom leads to change in a teacher's

verbal behaviors.57

Summary

Some research related to the present study of con-

ruency between self-didentified attitudes, needs, and

eliefs and overt classroom behaviors has been reported.

56Joseph Masling and George Stern, "Effect of the
bserver in the Classroom,” Journal of Educational Psy-
hology, LX (October, 1969), 351-354.

57Thomas Samph, "Observer Effects on Teacher Be-
vior" (unpublished Ph.D. dissertation, University of
ichigan, 1968), Dissertation Abstracts, XXIX (February,
69), 2573 A.







68

The review of literature is far from exhaustive, and while
support is given to congruency between personality and
overt behaviors in some instances, contradictory results

are also evident.







CHAPTER III

PROCEDURES UTILIZED IN THE INVESTIGATION
Introduction

This chapter provides a detailed description of
the procedures followed in this investigation. First of
all, a summary of salient characteristics of the study
sample is given. Secondly, the instruments used in col-
lecting data are described. Finally, the stages of the
analysis are summarized, the statistical techniques are

discussed and reasons for their use explained.

Selection of the Study Population

The subjects selected for this study were intern
teachers enrolled in the Michigan State University Ele-
mentary Intern Program, Spring Term, 1969. This popula-
tion was chosen for several reasons. Faculty members
associated with the intern program were interested in
continued research and willing to cooperate in the

69
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endeavor . Furthermore, the subjects were beginning
teachers; that is, they were completing their first full
year of teaching in the elementary school. One hundred
seventy-eight out of a total of 191 interns participated
in the study.

The target population of the investigation in-
cluded all elementary education students who participate
in a year of internship teaching prior to receiving their
bachelor's degree and provisional teacher certification.
Participants in the Elementary Intern Program at Michigan
State University represented a sample of this population.
Furthermore, the 1968-1969 graduates of EIP constituted
A sample of past and future Elementary Intern Program
articipants. Since subjects included in this investi-
jation were considered a sample of a larger population,
ertinent characteristics were gathered to guide inter-

retation of the results of the present study.

Description of the Study Sample

One hundred ninety-one intern teachers were en-

)1led in the Elementary Intern Program during 1968-1969,
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and were completing their teaching internship in public
schools of southern Michigan. This figure represents
89.67% of the original 213 sophomores (176 females and

37 males) electing this teacher preparation program in
1967. Not all EIP participants were included in the study
Due to ill health of four interns, consultants

sample.

were not able to complete the classroom observations. 1In

another instance, observation schedules were incorrectly
completed and resulted in the loss of six subjects. One
interns was disturbed by recorded observations of her
teaching; hence, visits to her classroom were discontinued.
Two interns entered the program after the personal infor-

mation and personality data were gathered. These interns
could not be numbered in the study sample. Thus the final

sample of this investigation included 37 male (17.42%) and

146 female (82.58%) elementary intern teachers.

feaching Assignments

During the 1968-1969 academic year, each intern
-aught in a public school district of Michigan affiliated

’ith the Elementary Intern Program. Table 3.1 summarizes
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the teaching assignments of the 178 intern teachers for
whom both personality assessments and records of overt

classroom behaviors were available.

Table 3.l.--Sex and Teaching Assignment of 178 Intern
Teachers in the Elementary Intern Program,

1968-1969.
Sex
. Total Sample

TE§Chlng Male Female
Assignment

Number Percent Number Percent Number Percent
Grades K-2 1 3.23 Al 48.30 72 40.45
Grades 3-5 443 41.94 56 38.10 69 38.76
Grades 6-8 14 45.16 13 8.84 27 15.17
Special
Education 3 9.67 7 4.76 10 5.62
fotal 31 100.00 147 100.00 178 100.00

Most male subjects accepted teaching assignments
n middle and upper middle elementary grades (87.10%)

hile more female subjects taught in lower and middle

rades (86.40%) .
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Age Characteristics

The age range of these beginning teachers spans
more than thirty years. This is not unusual for the

Elementary Intern Program. Since its inception, a number

of older married or widowed women enrolled in EIP along

with younger female and male candidatesal The median
age in this sample of first year teachers was twenty-two

years. Table 3.2 indicates the age distribution of the

intern teachers included in the sample.

Table 3.2.--Distribution of 178 Intern Teachers by Age.

Age Groups

Subjects i
21-25 26-30 31-35 36-40 41-45 46-50 50+ o
Response

Numbe r 131 7 g 12 7 2 2 6

Percent 73.60 3.93 6.18 6.74 3.93 1.12 1.12 3237

\lmost three-fourths of the interns were in the age cate-

jory, 21-25, which is typical for students who have

lBernaEd Rz Corﬁan and Ann G. Olmsted, The Intern-

ip in the Preparation of Elementary School Teachers

East Lansing, Michigan: College of Education, Michigan
tate University, 1964), 21.
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continued their college education immediately after high

school graduation. About six percent of the interns were

more than forty years old at the time of their first
teaching assignment.

Individuals vary in the time that they are in-
clined toward a profession and the time of actual commit-

ment to a profession. Most of the subjects included in

this study were drawn to the pedagogic profession during

high school and committed themselves to teaching during

college as Table 3.3 portrays.

Table 3.3.--Age at the Time of Orientation Toward and
Commitment to Teaching for the 178 Intern

Teachers.

Orientation Commitment
Age Grouping
Number Percent Number Percent
Prior to fourteen 61 34.27 9 5.06
Between fourteen
and eighteen 67 37.64 58 32.59
\fter entry to
college 45 25.28 107 60.11
0 response 5 2.81 4 2.25
178 100.00 178 100.01

otal
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Educational Background

In Table 3.4, the type of elementary and secondary
schooling for each intern is indicated. The greatest pro-
portion of subjects attended public schools at both levels.
However, twenty-one percent of the subjects reported re-
ceiving some education in private schools at the elemen-
tary level and twelve percent reported receiving some edu-
cation in private schools at the secondary level.

Table 3.4.--Type of School Attended by Intern Teachers
during Their Elementary and High School Years.

Level

Type of School Elementary Secondary

Number Percent Number Percent

Public 135 75.84 151 84.83
arochial or private 20 11.24 20 11.24
3oth public and

parochial or private 18 10.11 2 1.12
0 response 5 2.81 5 2.81
otal 178 100.00 178 100.00

Sophomore students from community colleges may

lect the Elementary Intern teacher education program.
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One hundred thirty-seven of the 178 subjects in the sample
vere admitted to EIP from colleges other than Michigan
State University. Table 3.5 details the college back-
yjround of the intern teachers up to the time of their
1dmission to EIP.

fable 3.5.--College Background of 178 Intern Teachers
Prior to Admission to the Elementary Intern

Program.

College Education Number Percent
)nly at Michigan State University 3% 20.79
Jp to one year at another college 6 3437
ne to two years at another college 87 48.88
'Wwo or more years at another college 44 24.72
O response 4 2.25
otal 178 100.01

aly one intern in five had completed all his education at
ichigan State University. The remainder had attended
1other college for at least part of their education, and
fourth had received two or more years training in an-

‘her institution.
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Michigan State University College of Education
requires a cummulative grade point average of 2.00 to
qualify for student teaching. Eighty-eight percent of
the intern teachers reported a grade point average equal
to or exceeding that minimal requirement at the time of
entry to EIP in 1967. Table 3.6 summarizes the statis-
tics on grade point average reported by the 178 intern
teachers at the time of entry to the intern program.
Table 3.6.--Grade Point Average Reported by Intern

Teachers at Entry to the Elementary Intern
Program, 1967.

Grade Point Average Number Percent
Less than 2.00 11 6.18
2.00 - 2.49 64 35.96
2.50 - 2.99 56 31.46
3.00 - 3.49 31 17.42
3.50 - 4.00 6 337
10 5.62

No response

Total 178 100.01

ver half the sample reported a grade point average ex-

:eeding 2.50. Just six percent of the subjects did not
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eet the minimal g.p.a. requirement for student teaching

efore taking their methods courses.,

ommunity Background

Approximately one-fourth (24.16%) of the interns
ported that they resided in a city having 10,000 to
0,000 people. More than thirty-three percent of the
terns said they lived in a suburban metropolitan area

a city of 100,000 to 500,000 people. Table 3.7 pro-
des a complete description of community background for
= 178 intern teachers included in the study sample.

ole 3.7.--Type of Community Background Reported by 178
Intern Teachers, 1968-1969.

Type of Community Number Percent
ropolitan city: over 500,000 people 20 11.24
urban community near metropolitan
enter 31 17.42
y: 100,000-500,000 people 29 16.29
urban community near a city 9 5.06
y of 10,000 to 100,000 people 43 24.16
1 of 2,500 to 10,000 people 25 14.04
1l community of less than 2,500
ople or a farm 17 955
‘esponse 4 2.25

1 178 100.01
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Instrumentation

Several standardized measurement devices were used
this research: The Minnesota Teacher Attitude Inven-

ry, Edwards Personal Preference Schedule, the Rokeach

gmatism Scale (short form), and the Observation Schedule

d Record (OScAR). The purpose, validity, and relia-
lity of measurement for each instrument is summarized

this section.

e Minnesota Teacher
titude Inventory

The Minnesota Teacher Attitude Inventory (MIAI)
s developed by Cook, Leeds, and Callis to assess teacher
citudes which would predict the type of teacher-pupil
lations a teacher would maintain in the classroom.2
ds originated the work in his doctoral research devoted

the development of the Teacher-Pupil Inventorz.3 He

2walter W. Cook, Carroll H. Leeds, and Robert
lis, Minnesota Teacher Attitude Inventory: Manual (New
: The Psychological Corporation, 1951).

Carroll H. Leeds, "The Construction and Differen-
1 Value of a Scale for Determining Teacher-Pupil Atti-
es" (unpublished doctoral dissertation, University of
nesota, Minneapolis, Minnesota, 1946).
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first identified desirable and undesirable characteristics
of teacher-pupil relations. These extreme categories
guided Leeds in selecting items regarding: (1) the moral
status of children; (2) discipline in the school and
methods of dealing with discipline problems; (3) prin-
ciples of child development and behavior; (4) principles
of education related to philosophy, curriculum, and ad-
ministration; and (5) personal likes and dislikes of the
teacher.4

The revised version of the attitude inventory
contains 150 statements to which the subject responds on
a five-category Likert-type scale ranging from strongly
agree to strongly disagree. Though the responses of an
individual are considered neither right nor wrong, a
scoring key using the common labels is provided. The
nighest possible score is +150 and the lowest is -150.
eachers who rank high are assumed to have the ability
O maintain a more harmonious relationship with children,
o be more permissive, to create a cooperative learning

nvironment, and to have fewer disciplinary problems.

4Cook, Leeds, and Callis, Minnesota Teacher Atti-
de Inventory: Manual, 10.
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Low scoring subjects are thought to be strict discipli-
narians, content-oriented rather than child-centered and
less open to a variety of approaches to problem—solving.5
The MIAI was devised to discriminate sharply between
teachers who maintain extremes in their rapport with
children.6

Leeds correlated MIAI scores of one hundred
teachers with ratings by principals, an expert, and
pupils. Each respective rating correlated .46, .59, and
.31 with the Minnesota Teacher Attitude Inventory score.
Using combined multiple weights for the three validating

g . i i 7
criteria, an overall .63 correlation was obtained. Thus,

the MIAI seemed to have some predictive power regarding

teacher-pupil rapport when compared with ratings by prin-

cipals, pupils, or an expert. However, it appeared that

5Robert G. Oana, "An Analysis of the Use of the
Minnesota Teacher Attitude Inventory in a Preservice Pro-
gram in Childhood Education" (unpublished Ed.D. disserta-
tion, Columbia University, 1965), 32-33.

6Cook, Leeds, and Callis, Minnesota Teacher Atti-
ude Inventory: Manual, 4.

7Carroll H. Leeds, "A Second Validity Study of
he Minnesota Teacher Attitude Inventory," Elementary
chool Journal, LII (March, 1952), 396~405.
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idging by an expert was a better predictor than either
f the other ratings.

Using very similar procedures with a slightly
dified version of the inventory, Callis correlated MIAI
d ratings scores of seventy-seven teachers. Correla-
on between principals' ratings and MTFAI scores (r = .19)
s much lower than that found in Leeds' sample (r = .46).
itings by two experts correlated .40 with the MI'AI scores
ompared to .59 for Leeds' ratings of teachers in his
mple). On the other hand, Callis reported a much higher
orrelation between pupils’ ratings of their teachers and
1le MTAI score of those teachers than did Leeds (for
111is' sample, r = .49; for Leeds' sample, r = .31).8
ther the ratings method of gathering evidence of val-
ity is unstable, or the instrument itself has low
lidity.

In his factorial study of the Minnesota Teacher

titude Inventory, Ferguson reported that only one type

8Robert Callis, "The Efficiency of the Minnesota
cher Attitude Inventory for Predicting Interpersonal

lations in the Classroom," Journal of Applied Psychol-
7, XXXVII (April, 1953), 82-85.
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of attitude is measured by the MI‘AI.9 Considering the
number of items and the five sources from which they were
drawn, this is rather surprising. It justifies the use
of the total MTAI score as a variable in itself rather
than considering responses to subsets of items in the
inventory, however.

Studies of the consistency of measurement over
time seem to indicate that respondents' attitudes shift
toward "a more realistic view" as students complete their
student teaching. Day found that average scores for stu-
dent teachers showed a mean loss of four points in that
brief period of time. Test-retest differences for seniors
who entered teaching showed an average loss of twenty
points after a six-month period. Non-teacher graduates,
however, only lost an average of one and one-half points
pver the same period of time.lo Oana reported an increase

Ln mean MIAI score for sixty-four participants in student

9John L. Ferguson, Jr., "A Factorial Study of the
linnesota Teacher Attitude Inventory" (unpublished Ed.D.
issertation, University of Missouri, 1953), Dissertation
bstracts, XIII (No. 6, 1953), 1087.

10, % : i
Harry P. Day, "Attitude Changes of Beginning
achers After Initial Teaching Experience," Journal of
acher Education, X (September, 1959), 326-328.
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teaching. However, the gains were largely negated by a

definite drop in scores after one or two years of teaching

i 11
experience.

The Edward Personal
Preference Schedule

Murray's taxonomy of needs was briefly reviewed in
Chapter II. It seemed appropriate to base the discussion
of personal manifest needs on Murray's theory since Ed-
wards studied with Murray. Edwards extended the work of
Murray by defining the manner in which each inner need
would manifest itself in the overt behavior of an indi-
vidual. He then constructed an inventory to assess these

anifest needs.

The Edwards Personal Preference Schedule (EPPS) is

1 225-item ipsative measuring device designed to provide
ithin individual comparisons of the relative strength of
ifteen "manifest needs": (1) Achievement; (2) Deference;

3) Order; (4) Exhibition; (5) Autonomy; (6) Affiliation;

1 5 :
lOana, "An Analysis of the Use of the Minnesota
eacher Attitude Inventory in a Preservice Program in
hildhood Education."
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(7) Intraception; (8) Succorance; (9) Dominance; (10)
Abasement; (11) Nurturance; (12) Change; (13) Endurance;
(14) Heterosexuality; (15) Aggression.l2 Edwards reported
that split half internal consistency reliability coeffi-
cients ranged from .60 to .87 with a median of .78. One-
veek retest reliability coefficients ranged from .70 to
87 with a median reliability of .83.13
Early norms for the EPPS were based on responses
f 1,509 liberal arts students. In the revised version
f the EPPS, extensive adult norms were also provided.
eachers' needs profiles compared more favorably with
ollege educated adults of the same age than with liberal

rts students' profiles.l4

In order to assess the extent to which three in-
ruments validly measure the fifteen needs mentioned

ove, Poe intercorrelated the fifteen needs across the

le. L. Edwards, Edwards Personal Preference

hedule: Manual (Rev. Ed., New York: The Psychological
rporation, 1959). The fifteen need variables are de-
ribed in Appendix A.

Yihias, o 49

14
Getzels and Jackson, "The Teacher's Personality
Characteristics," 546.
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inventories (one of which was the EPPS). A multitrait-
ultimethod matrix was constructed from these correla-
ions. All correlations met the criterion for convergent
alidity; that is, the correlation of different measures
f the same trait were significantly different from zero
and sufficiently large to warrant further exploration.
‘he criterion for discriminant validation was also met.
’oe concluded that each of the three methods measured
he needs and that the fifteen needs were meaningful var-
ables which may be related to other factors of interest

2 1.5
o educational researchers.

he Dogmatism Scale

The Rokeach Dogmatism Scale measures individual
Lfferences in openness or closedness of belief systems,
neral authoritarianism, and general tolerance. Items
lected for the scale are familiar to the average person
- everyday life, and transcend specific ideological posi-

ons. Form E, the most widely used version, consists of

15Charles A. Poe, "Convergent and Discriminant

lidation of Measures of Personal Needs," Journal of Edu-
tional Measurement, LXI (Summer, 1969), 103-107.
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forty statements to which the respondent indicates the
relative strength of his agreement (+1 to +3) or disagree-
ment (-1 to -3). For all statements, agreement is scored
as closed and disagreement as open. Thus, the higher the
score, the more dogmatic an individual is said to be. The
total score on the Dogmatism Scale is the sum of scores
>btained on all items.16 Rokeach reported reliabilities
ranging from .68 to .93 for the forty-item scale.l7
Length of measuring devices consistently poses a
roblem for researchers who must collect data in field
ituations. Troldahl and Powell, to solve this problem
egarding the Dogmatism Scale, administered the forty—item
est to two samples of adult subjects from which a split-
alf reliability coefficient of .84 was obtained. Re-
pondents' scores on each item were correlated with their
otal score to obtain a homogeneity index for each item.
2veral short forms of the scale were constructed using
le items having the highest item-total score correlation.
ores on each short form were then correlated with dog-

tism scores on the complete scale. The twenty-item

16Rokeach, The Open and Closed Mind, 71-73.

17Ibid., 90.
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version (just half as long as the original Dogmatism
Scale) correlated .95 and .94 for the Boston and Lansing
samples respectively. According to these figures, the
twenty-item short form is a good predictor of what a re-
spondent would obtain on Form E.18 The twenty-item ver-
sion was administered in this study.19

Jay questioned Rokeach's assumption of the uni-
tary basis for the belief-disbelief system. He analyzed
the response patterns of twenty-nine college subjects by
means of Q-technique factor analysis and rotated three
factors to simple structure. Three factors described the
students: (1) open-minded, tolerant, nondogmatists;
(2) true believers who have a profound and generalized
‘ear of life; and (3) true believers who are authoritar-

2
an. N Each factor found by Jay seems to correspond with

lBVerling C. Troldahl and Fredric A. Powell, "A
hort-Form Dogmatism Scale for Use in Field Studies,"
ocial Forces, XLIX (December, 1965), 211-214.

19,

endix B.

The twenty-item scale is reproduced in Ap-

2ORutledge L. Jay, "Q-Technique Factor Analysis
E the Rokeach Dogmatism Scale," Educational and Psycho-
)gical Measurement, XXIX (Summer, 1969), 453-459.
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a particular dimension of Rokeach's definition of dogma-
tism, however.21

From their investigation of the scoring methods
and construct validity of the Dogmatism Scale, Korn and
Giddan concluded that response set may occur in an indi-
vidual's manner of response to the statements.22 This
is not an unusual phenomenon, though, and may in itself

be an indication of the person's open-closed-mindedness.

The Observation Schedule
=Ae Observation Schedule

and Record

In addition to the three inventories used to ob-
tain indirect evidence of attitudes, beliefs, and needs
>f intern teachers, a standardized instrument was employed
-0 record overt behaviors of intern teachers in their
lementary school classrooms. Medley and Mitzel developed

he observation form, OScAR (Observation Schedule and

21Rokeach, "The Nature and Meaning of Dogmatism, "

22Harold A. Korn and Norman S. Giddan, "Scoring
i "
ethods and Construct Validity of the Dogmatism Scale,

ducational and Psychological Measurement, XXIV (Winter,
964), 867-874.
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2cord), for use in a follow-up study of teacher education
raduates. By modifying and combining items constructed
/ Cornell, Lindvall, and Saupe,23 and Withall24 the
ithors (1) increased observer accuracy by reducing the
fficulty of judgments on the part of the observer;

) employed but one observer per classroom; and (3) sep-
ated the process of observing from the process of scor-
g. The observer merely checked a behavior which oc-
rred without judging its possible significance.

Items related to teacher-pupil relations, inde-
ndent teacher and pupil activities, affective behaviors,
ouping arrangements, materials used and subject matter
served were recorded in a five-minute observation
riod. In the second five minutes the observer attended
verbal behaviors of the teacher. The observer alter-

-ed observation of general class activities with verbal

aviors for a thirty-minute period.

23F. G. Cornell, C. M. Lindvall, and J. L. Saupe,

Exploratory Measurement of Individualities of Schools
Classrooms (Urbana: Bureau of Educational Research,
versity of Illinois, 1952).

2

4John Withall, "Development of a Technique for
Measurement of Socio-Emotional Climate in Classrooms,"
rnal of Experimental Education, XVII (March, 1949),
-361.
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Data collected in the original study of forty-nine
ginning teachers were analyzed in several steps. First,
ems were combined into twenty "keys" and scored. Mean
ores on each key were studied to explore possible reli-
le differences for the forty-nine classrooms; six keys
re discarded as unreliable. A factor analysis of the
maining fourteen keys revealed three dimensions corre-
onding to the first three rotated factors: Emotional
imate, Verbal Emphasis, and Social Structure. Emotional
imate referred to the amount of hostility observable in
classroom. A high score indicated external manifesta-
on of warmth and friendliness with rare occasions of
stile reactions. Verbal Emphasis indicated the degree
which such verbal activities as reading, writing, or
> of the textbook predominated. Social Structure re-
:red to the amount of pupil autonomy as opposed to
‘uctured group activities. High scores on this dimen-
:n indicated that the class functioned quite autono-
sly with little teacher talk.

Reliability coefficients estimated the correlation
ween the mean of all the scores assigned to the

chers by the six observers in twelve observation
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periods and means of scores that would be assigned to the
same teachers by six different observers visiting each
teacher at twelve different times. Table 3.8 shows the
reliability and the intercorrelations between each of the

three dimensions described above.25

Table 3.8.--Intercorrelations Among Three Factor Scales
Based on OScAR Scores of Forty-Nine Beginning
Teachers.*

Scale EC VE Ss
Emotional Climate (EC) (.903) -.004 -.110
Verbal Emphasis (VE) (.770) +.028
Social Structure (SS) (.826)

Reliabilities are reported in the diagonal.

Practically every category of OScAR was used in this re-

search.z6 Medley's recent revision of the verbal section

>r K-scale (now called OScAR 5V) was not used since

25Donald M. Medley and Harold E. Mitzel, "A Tech-

lique for Measuring Classroom Behavior," Journal of Educa-
donal Psychology, XLIX (April, 1958), 90.

26Medley and Mitzel, "Measuring Classroom Behavior
y Systematic Observation," 278-280, provides a cgpy of
ScAR 2a. A sample observation form and descriptlgn of
he categories used in this investigation appears in Ap-—
endix C.
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bservers could not be sufficiently trained in the time
ailable for that phase of the study.

OScAR III does not probe aspects of classroom
ehavior related to pupil achievement of cognitive ob-

ctives. The dimensions that it does measure probably

dicate the most obvious differences among elementary
asses. Reliable measurement of obvious differences is
latively easy; to measure more subtle and perhaps cru-

al differences is more difficult though not impossible.27

Procedures of the Investigation

Several steps were involved in the study proce-
‘es. Data collection included two distinct phases:
pletion of personal information and the three per-
ality inventories by the 178 subjects at entrance to
Elementary Intern Program, and six separate observa-
ns of overt classroom behaviors of the intern teachers
ing the final weeks of their internship teaching, May-

, 1969. The latter phase occurred approximately

271pid., 286.
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-1/2 years after entrance to EIP. Data were prepared
or analysis on the CDC 3600 computer at Michigan State
niversity. Collection of data, preparation for analysis,
nd subsequent analysis are described in detail in this

ection.

Ellection of Personal and
:rsonality Data

During the first week of their methods courses and
ior to contact with children in elementary school class-
oms, the EIP pre-interns for Fall Term, 1967, and Winter
rm, 1968, completed the following forms: the Teacher

ucation Inventory, the Minnesota Teacher Attitude Inven-

'y, the Edwards Personal Preference Schedule, and the

ceach Dogmatism Scale. Each of these paper-pencil in-
itories was completed under the supervision of the EIP
ter director at ten off-campus locations. Forms were
lected, analyzed, and results for each recorded. A
cially designed computer-based information retrieval
tem was developed to maintain records and provide ready

ess to data for further analyses.
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Collection of Data on Overt
Classroom Behaviors

In order to relate self perceptions of intern

eachers to their overt teaching behaviors, observations

n their classrooms were required. Intern consultants
egularly visited and worked in interns' classrooms. It
as assumed that consultants' presence in the classroom
ould not offset the general learning climate. Thus
hirty-seven consultants could be asked to make six sep-
rate observations in each of their intern's rooms, and
> record overt behaviors using the Observation Schedule
id Record. On March 6, 1969, the researcher attended
le EIP center directors' regular staff conference. The
search project, procedures for training the observers,
d making the observations were discussed and approved

the directors.

ining the Observers

A biannual conference for student teaching coor-
ators, EIP directors, and intern consultants <is held”

MSU's Kellogg Biological Station, Gull Lake. At the
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pring Conference, April 23-25, 1969, four hours were

svoted to study of the Observation Schedule and Record

D)ScAR) and practice in recording behaviors observed in
lmed teaching episodes. To facilitate the study, con-
rence participants received the OScAR Manual and re-
rding form a week prior to the conference.28

Training observers required several steps. First,
detailed study of the one hundred categories was made.
terpretation of the categories was facilitated through
ference to descriptions included in the manual. After
viewing the categories, the format of and procedures for
ing the recording form were presented to the conference
‘ticipants. The recording sheet included one hundred
egories for general classroom activities which were
anged for ease of marking. The categories were grouped
er several headings: Teacher and Pupil Activities,
uping Arrangements, Teacher and Pupil Materials and
ject Matter Observed. A twenty-five minute observation

iod consisted of the following segments:

8See Appendix C for a copy of the OScAR Manual
recording form.
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Five-minute interval Observer Action
First Check observed behaviors in

column labeled I.
Second Observe only.

Third Check observed behaviors in
column labeled III.

Fourth Observe only.
Fifth Check observed behaviors in
column labeled V.

Once the conference participants were familiar
th the categories and the procedures for recording,
lmed classroom episodes were used to acquire facility
recording overt behaviors. Observers checked as many
rt behaviors as they observed during the filmed epi-
les; subsequently a comparison of recorded behaviors

made. This pattern of observing-recording, then
cussing-comparing was followed throughout the training
sion. Films used included SRA's short segments from
Teaching Problems Laboratory, numbers 29, 8, 18, 10,

1;29 and several 16 mm. films approximately thirty

ites long: (1) Keith, A Second Grader; (2) Dick, A

29Donald Cruickschank, et al., Teaching Problems
ratory, Critical Teaching Problems (New York: Science
arch Associates, Inc.).
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Fifth Grader; (3) Greg, An Eighth Grader; (4) Unit Teach-

ing in Kindergarten; (5) Unit Teaching in Fourth Grade

Science; and (6) General Objectives. Not all the avail-
ble films were needed during the training sessions.

Before leaving the conference on April 25, 1969,
ach intern consultant was provided a stopwatch and re-
ording forms to be used in observing teaching behaviors
f each intern teacher in six separate sessions. Detailed
irections were given and any remaining questions were
nswered.

Five regional meetings were held with intern con-
1ltants during the two weeks following training at Gull
ke. Dates of these conferences and the EIP Centers
ncerned were:

April 29, 1969 - Alpena

April 30, 1969 - Bay City-Saginaw and Port Huron at

Bay City
May 2, 1969 - Grand Rapids
May 5, 1969 - Detroit, Macomb, and Pontiac at

Macomb Center; East Lansing at
East Lansing

May 9, 1969 - Battle Creek
‘ther questions of intern consultants were answered and

sistency in interpreting categories and recording
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“haviors was checked. Actual teaching behaviors and
. lmed episodes were observed and recorded to check con-

stency.

eparation of Data
r Analysis

Following the regional training conferences, each
the thirty-seven consultants scheduled six observations
each of the interns they supervised. These observa-
Ns were completed and returned to the researcher by
e 15, 1969. Thus all observations were made in a six-

k period near the end of the subjects' first year of

ching. 1In all, 1,068 observations (6 x 178) were made.

Yy were processed in three stages.

1. Each behavior in the separate categories was
summed across the three time intervals of an ob-

servation.

2. These totals on each observation form were summed
across the six observations for a particular in-
tern teacher. Where fewer than six observations

had been made, one of the remaining observations
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was randomly selected and each recorded variable

duplicated.

3. The raw score for each of the one hundred cate-

gories was recorded, verified, key-punched, and

verified again. Raw scores for a particular be-
havior of a given subject ranged from zero (never

observed in eighteen five-minute periods) to

eighteen (observed in every five-minute period).

sis of Data

Data on the personality variables and the overt
coom teaching behaviors of the interns were subjected
“tor analysis. Preparation of the data, statistics,
er routines, and the results of each step are sum-
d in Tables 3.9 and 3.10. The statistical tech-

employed are described in detail subsequent to

mmaries.
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Factor Analysis

Factor analysis is a multivariate analytical tech-
ue in which many variables are observed simultaneously
hout establishing priorities among them. In education,
e of the most important variables cannot be controlled
the laboratory, and must be examined in situ. In such
es, many variables are recorded to reduce the possible
rces of error.3o When the numerous observed variables

intercorrelated, a matrix results. This intercorrela-
n matrix may be factor analyzed to serve any or all of

following goals:

1. To parsimoniously describe n variables in k

factors where k is less than n;
2. To suggest hypotheses; or

3. To support or disprove hypotheses related to

structure or organization.

3oRaymond B. Cattell, "The Three Basic Factor-
ytic Research Designs--Their Interrelations and De-
tives," Psychological Bulletin, XLIX (September,
), 514.
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h factor obtained in the factor analysis is a condensed
tement of linear relations derived from the set of var-

les.3l

Factor analysis, from another point of view, de-

1ines the variance components of the total common

or variance. Several sources of variation contribute

he total variance of a measure:

-] Vt is the total variance of a measure; VCO is the

on factor variance; V N equals the specific variance;
rror variance of the measure is denoted Ve' The

r of factors obtained in describing the common var-

- of the variables indicates their complexity. A

re may be factorially "pure" or "complex," saturated
only one factor or loaded with several.32

In a factor matrix, correlation coefficients

or loadings) express relations between the variables

31H. J. Eysenck, "The Logical Basis of Factor

5is," American Psychologist, VIII (March, 1953),
8.
32Fred N. Kerlinger, Foundations of Behavioral
ch (Chicago: Holt, Rinehart and Winston, Inc.,
655-656.
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alyzed and the underlying factors. In most factor
alyses, the factor matrix is submitted to either ortho-
nal or oblique rotations to facilitate interpretation
the factor structure. Thurstone established simple
ructure principles for analysts to follow.33 These

les apply to both orthogonal and oblique solutions.34
jure 3.1 portrays a generalized matrix showing a three-
tor solution. Variable Xl correlates r with the

fia
st factor and T3 with the third. The last column of
- table is called the communality or h2. This "common

tor variance" is determined by summing the squares of

factor loadings for a particular variable, such as:

2 2 2 24 2
12) + (rl3) s S b (rlk)

ce k is the last factor extracted from the matrix.

33Ibid., 667-670.

34Rotation consists of a mathematical view of
from various angels to simplify the factor structure
dentify the most invariant factor structures. Ortho-
1 rotation maintains independence between two factors
hat their correlation is zero. Oblique rotations do
place this constraint upon the factors.
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Factors
riables h2
1 2 3
x
1)t 12 R hx
1
a1 Iy L h
2
r31 32 r33 hx
3.
l:nl rn2 rn3 hx
n

ure 3.1.--Generalized Factor Matrix.

The researcher may select one of several types of
Or analysis, depending on the kind of variables com-
ing the correlation matrix.35 In R-type factor anal-
, variables or tests for a sample of people are corre-
d as in the analysis of OScAR III variables. If, how-

» similarities between persons interests the

35Catell, "Three Basic Factor-Analytic Research
jns--Their Interrelations and Derivatives," 499-520.
>lm S. MacLean, Jr. "Some Multivariate Designs for
inications Research," Journalism Quarterly, XLII
mn, 1965), 614-622.
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stigator then people are correlated with each other
a sample of responses or tests. O-technique, as this
of factor analysis is called, was utilized with the
ty-eight subjects' personality test scores on sixteen

ables. Procedures in using R and Q types are de-

bed in the following paragraphs.

pe_Factor Analysis

R analysis involves correlating and factoring

ibles for a sample of persons with time held con-
36

The princ}pal aspects of factor analysis of
)ns' overt behaviors is illustrated in the following
. which parallels this investigation.

First, a score matrix for 178 intern teachers
e hundred dimensions of classroom behaviors was

lated.

36MacLean, "Some Multivariate Designs for Com-

ations Research," 614.
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Classroom Observation Variables

son
R B g SEL WK, A 8 X100
11 6 0 3 45 . . 4. S0
11 15 9 0 A
16 8 0 2 gh o . e o
12 1s 5 0 L T 0

ure 3.2.--Score Matrix of One Hundred Classroom Obser-
vation Variables for 178 Subjects.

son 3 was observed questioning pupils more often (Var-
.e 1) than Persons 1, 2, or 178. Every variable in
score matrix was correlated with every other variable,

ding a correlation matrix of the following form:

ables Xl X2 X3 X4 X5 & 4 ad Xloo
1.00
.28 1.00

-.04 .08 =-.02 .00 -.06 . . . 1.00

‘e 3.3.--Correlation Matrix of One Hundred Classroom
Observation Variables for 178 Intern Teachers.
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riable 1, "Teacher questions, pupil answers," correlated
8 with Variable 2, "Teacher answers pupil question," and
6 with Variable 3, "Teacher interrupts pupil." Variable
0 was checked if some subject other than those listed

d been observed. It had very low correlations with all
her variables.

The correlation matrix was analyzed by means of
thogonal rotations to extract the underlying dimensions
ong the one hundred variables. Eight rotations were
le, each successive rotation extracting an additional
“tor. Table 3.11 summarizes the proportion of variance
>lained by each factor in each rotation.
le 3.11.--Percent of Variance Explained by Each Factor

in the Eight Rotated Solutions of 100 Class-
room Observation Variables.

Factors Total

ation Variance
I II III IV V VI VII VIII IX Explained

st 8 6 14
ond 7 6 S 18
rd 5 5 7! D, 22
rth 7 B 5 4 4 25
th 5 7 5: 4 4 4 29
= 7 5 5 4 4 4 4 33
anth 5 7 5 4 4 4 4 3 36
1ith 6 5 5 3 4 4 4 3 4 38
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It can readily be seen that additional factors
explained very small amounts of the total variance. If
communalities rather than unities had been inserted in
the diagonal of the matrix, more true variance could have
oeen explained. Though the eighth rotated solution ac-
ounted for the greatest amount of variance (38%), the
overall description of data would not be as parsimonious
s a solution having fewer factors.

Cattell suggests a scree test for selecting the
inimum number of factors to be extracted from the matrix.
or this test, the eigenvalue curve is plotted.37 The
cree point or inflection in the curve indicates the
umber of factors accounting for most of the variance.
fter the scree point is reached, the curve tapers to a
=latively straight line or scree indicating that succes-
ive factors explain equally small amounts of the total
iriance. Figure 3.4 shows the eigenvalue curve and the

ree point for classroom observation data analyzed in

37Raymond B. Cattell, "The Meaning and Strategic
e of Factor Analysis," Handbook of Multivariate Experi-
ntal Psychology, edited by Raymond B. Cattell (Chicago:
nd McNally & Co., 1966), 206. Eigenvalues are latent
ots in the solution of a matrix form of an equation.
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his study. Thirty-two eigenvalues exceeded the threshold

ralue of one.

ize of

atent 6-
Root
oots kEE;_§

Scree
Point

1. °2: 3" 4 5 6, 778 910 1l 12

Successive Factors Extracted

.gure 3.4.--Scree Slope Indicating the Minimum Number of
Factors to be Extracted from the Factor
Matrix Based on 100 Overt Classroom Behaviors.

e fourth rotated solution was selected for further

alysis on the basis of:

1. The scree test;
2. The proportion of variance explained;
3. Parsimoniousness in describing the variables; and

4. Conceptual meaningfulness of the factors.
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By analyzing the factor loadings, five learning environ-
ments were identified and described: Supportive, Conven-
tional, Independent, Enriched, and Hostile. Descriptions

are presented in Chapter IV.

Q-type Factor Analysis

Q analysis correlates and factors persons for some
sample of tests, again holding time constant. According
to Cattell, Q analysis is simply the obverse of R-type
analysis. Q techpique is concerned with the patterns of
response of an individual and the degree of similarity
between persons in their patterns of response. Correla-
“ion and factoring places an individual with other persons
vho respond as he does. While R-type analysis is norma-
:ive, Q-type is ipsative.38

Eighty-eight subjects were randomly selected from
he total sample. The matrix of personality scores for
hese individuals was transposed so that columns contained

ixteen personality scores for one individual and rows

3 3 s
8MacLean, "Some Multivariate Designs for Commun-
cations Research," 614-616.
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ontained all personality scores from the same scale or

est .

ome of the

score values.

Figure 3.5 indicates the form of the matrix and

ersonality Ferson

S

Tk 1 2 3 4 s . . . .88
~hievement 15 16 29 14 15 L, 2 15
=ference 15 10 20 12 6 . 2 9
rder 15 11 10 8 11 . & 3
bgmatism 60 80 66 64 58 o § 49

igure 3.5.

--Transposed Matrix of Personality
178 Elementary Intern Teachers.

Scores for

Each person was then correlated with every other

srson, yielding an 88 x 88 matrix of correlations as

»llows:

rson 1 2: 3 4 5 . % 88
il 1.00

2 0.95 1.00

3 0.85 0.82 1.00

4 0.78 0.81 0.68 1.00

5 0.92 0.92 0.86 0:79 1.00

é 0:88 0:89 0.92 0.78 0.88 . . 1.00
jure 3.6.--Intercorrelation Matrix of Eighty-Eight In-

tern Teachers.
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2rsons 1 and 2 correlated .95 while Persons 3 and 4 cor-
>lated only .68. The first pair responded similarly on
1le sixteen tests and the latter pair differed markedly.

Two and three factor solutions were obtained,
counting for 92 and 94 percent of the total variance
>spectively. Figure 3.7 shows the eigenvalue curve for
1e factor solutions. Only four latent roots exceeded

1e threshold value of one.

80-
70-

.ze of 50—

‘tent 40-
oots 30—

20-
10-

1 2 3 4

Successive Factors Extracted
gure 3.7.--Scree Slope Indicating the Minimum Number of
Factors to be Extracted from the Factor
Matrix Based on the Personality Data.
viously, the third factor contributed little to either
-simoniousness of description or proportion of variance

ylained. Thus the first rotation, i.e., the two-factor

ution was selected for further analysis.
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Each person was assigned to a particular person-
\lity type on the basis of his highest loading. To de-
.ermine the "personality profile" or describe the "type,"
‘eights derived from the factor loadings were applied to
he original score matrix for the eighty-eight subjects.
he distributions were standardized and item descriptions
iven. These descriptions indicated how individuals in a
articular personality type were alike, and enabled the
asearcher to name the types: the Self-Centered Person-
lity and the Well-Integrated Personality. Results for

ich of these processes are reported in Chapter IV.

Multivariate Analysis of Variance

The factor scores of a subject on the five learn-
g environments were considered a vector response. Each
11 in the design contained vector responses of the
dividuals classified in that cell. Two designs were

bloyed.
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DESIGN ONE

Personality Type

Sex
Self-Centered Well-Integrated
Males
Females
DESIGN TWO

Teaching Levels

Sex
K-2 3-5 6-8 Special Ed.

lales [ l
‘emales { ]

The design of this multivariate experiment paral-
eled the familiar univariate case. In the statistical
nalysis, the probability on the null hypothesis of the
bserved mean difference between personality types, sex
f intern teachers, and teaching levels for the five
*arning environments simultaneously was obtained by an
tact multivariate test of significance. Univariate tests
>uld have been performed on each variable separately.

it a single probability statement applicable to all
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variables jointly could not generally be obtained from

the separate tests. Because the five scores were obtained

from the same subjects, they were correlated in some arbi-
trary and unknown manner, and the separate F-tests would

not be statistically independent. The multivariate test,

on the other hand, was based on sample statistics which
take into account the correlations between variables and
have known exact sampling distributions from which the
required probabilities could be obtained.

In order to generate results which allow infer-
ences to a specified population, the within-cell residuals
must have the multivariate normal distribution with a

common covariance matrix, and observations on different
individuals must be uncorrelated. Unlike univariate
analysis, multivariate statistical inference has not yet
been proven robust to violations of these assumptions.

Investigating the assumptions systematically through

Monte Carlo methods is a formidable task even with

39R. Darrell Bock and Ernest A. Haggard, "The Use
of Multivariate Analysis of Variance in Behavioral Re-
search, " Handbook of Measurement and Assessment in Behav-
ioral Sciences, ed. by Dean Whitla (Reading, Mass.:
\ddison-Wesley Pub. Co., 1968), 102.







120

high-speed computers.4o However, the multivariate test

is conservative. Conclusions of the investigation could
be generalized with extreme caution, and only to popula-
tions identical to the study sample.

Scheffe' post hoc comparisons were made after the
multivariate analysis of variance had shown significant
differences in learning environments between male and
female teachers and between teachers at different levels.
Since twelve comparisons were made, a fiducial level of

.01 was selected for the overall test and .00l for the

separate tests.41

Summary

A detailed description of the procedures of this

investigation was presented in this chapter. Demographic

40Lyles Jones, "Some Illustrations of Psycholog-
ical Experiments Designed for Multivariate Statistical
Analysis," A paper presented at a conference on Multi-
variate Experimentation, Allerton Park (University of
Illinois), November 15, 1960.

41 : . .
Roger E. Kirk, Experimental Design: Procedures

for the Behavioral Sciences (Belmont, California: Brooks/
Cole Publishing Company, 1968), 79-81.
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data for the sample was given, instruments utilized in
the study were previewed, and stages in the analysis
were delineated. Finally, the statistical techniques

employed in the study were described at length. Chap-

ters IV and V provide the results of the analysis.







CHAPTER IV

RESULTS OF THE FACTOR ANALYSIS
Introduction

The general nature of factor analysis and the two
types, R and Q, used in this investigation were discussed
in the previous chapter. Results of the exploratory
factor analyses are presented here. Personality types

are described first, then the learning environments are

delineated.

Personality Types

Personality of a teacher is an important variable

in the classroom, if not the most important variable.

Numerous investigations on the subject of teacher per-
sonality and teacher effectiveness indicate its interest

to researchers. Teacher personality has been probed from

many points of view: attitudes, values, interests, needs,

beliefs, etc. Descriptions using one, a set, or even all

122
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the constructs are still limited. Nevertheless, using a
set of these constructs would provide a more valid picture
of teacher personality than any single construct. Gordon
hypothesized that the needs-system or pattern of needs of
a teacher was more important than a single need when re-
lated to classroom behaviors.l Parallel to her theory
we could conjecture that the pattern of constructs, the
organization of attitudes, needs, and beliefs contributing
to a teacher's personality is more important than a single
construct when related to overt classroom behaviors.
Though each teacher has a unique personality,
each teacher is a unique type, some teachers are more
alike than others. Perhaps the organization of attitudes,
needs, and beliefs within the personality is related to
similarities observed.
Types of teacher personality were explored in this

study by analyzing score patterns on the Minnesota Teacher

Attitude Inventory, the Edwards Personal Preference

Schedule and the Rokeach Dogmatism Scale. Eighty-eight

lIra J. Gordon, "Assessment of Classroom Emotional
“limate by Means of the Observation Schedule and Record,"
Journal of Teacher Education, XVII (Summer, 1966), 224-
226.
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intern teachers were randomly selected from the total
sample. The score patterns value for each subject was
correlated with that of every other subject. This inter-
correlation matrix was factor analyzed and a principal
axis solution obtained. Varimax rotations of this solu-
tion produced two orthogonal factors accounting for 92%
of the total common factor variance. Persons were clus-
tered around two common syndromes of attitudes, needs,
and beliefs; that is, each factor represented a person-
ality type.

Intern teachers were associated with one of the

two personality types on the basis of their highest load-

ing or correlation with a factor. Tables 4.1 and 4.2
summarize the subjects assigned to each type, their load-
ing on each factor, and the communality (h2) or proportion
of common factor variance explained in the rotated solu-
tion. Sixty-two teachers correlated highest with the
first factor (a) which accounted for 56% of <ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>