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ABSTRACT

CLASSROOM BEHAVIOR STYLES REPORTED BY TEACHERS
OF EMOTIONALLY DISTURBED CHILDREN

by John Lemuel Johnson

The purpose of the study is the description of per-
sonality characteristics of teachers of emotionally dis-
turbed children. The personality of the teacher of dis-
turbed children is assumed from the literature, to be an
important variable in the educative process with disturbed
children in both open and closed treatment settings., An
extensive review of the literature shows that little re-
search on teacher personality has been carried out for
special education teachers or teachers of disturbed children.
The study uses Ryans' information systems model as the
theoretical framework and "teacher behaving style" is used
as the conceptual basis for determining the reported class-
room styles of the teachers.

The population for the study is drawn from teachers

from the five defined types of treatment settings noted

below:

Setting Number of Teachers
State Mental Hospitals 22
Intensive Treatment, Training & Research 32
Residential Treatment Centers 22
Training Schools for Delinquents 33

Public School Special Classes 9
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John Lemuel Johnson

Also part of the population is a contrast group which con-
sists of both undergraduate (N=20) students who are pre-
paring to become teachers of disturbed children and graduate
students (N=9) enrolled in a class on the education of
emotionally disturbed children. A purposive sampling method
is used for selection of the population and anonymity of
both individual and treatment setting is preserved,

The data are collected mainly by means of two in-
struments: The Teacher Preference Schedule (TPS), a validated
measure of presumed unconscious motives, and the Theoretical
Orientation to Teaching Emotionally Disturbed Children Ques-
tionnaire (TOQ). The data collected on each participant:

a measure of the strength of ten presumed unconscious
motives, a choice of educational framework, and a choice of
classroom approach, Possible theoretical choices are:
psychlatric-dynamic, psycho-educational, psychological-
behavioral, and educational,

Configurational analysis procedures are used to
obtain patterns of response to the TPS and the TOQ, McQuitty's
Method of Pattern Analysis, Hierarchial Classification by
Reciprocal Pairs (HICLASS), is used on TPS data by the
Michigan State University CDC 3600 Computer and types are
isolated, Types of response patterns are generated from
TOQ data by response comparison, Frequency distributions,
percentages and correlation coefficients are used, along

with nonparametric statistics, when applicable, to test for
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John Lemuel Johnson

sample differences, Behaving styles are formulated, ac-
cording to the magnitude of the types derived from the
HICLASS analyses, for teacher and contrast groups, for each
treatment setting group, for TOQ profile groups, and by
SeX,

Discernable differences exist between teacher be-
having styles within each group and among groups. The
styles tend to have primary and secondary patterns with the
child-centered, permissive pattern being the most dominant
and the teacher-centered, structured pattern being secondary,
in strength of need, The focal motives in the permissive
style tend to be high nondirectiveness and nurturant in
combination with low meotives dominance and orderly., There
is no clear dichotomy between the patterns although there
is evidence of a constricted, controlling teacher pattern,
Various treatment setting groups have various styles among
the teachers composing the group, The highest number of
styles within a specific group is two, One significant
finding concerns differences between male and female teachers.
Both have patterns which emphasize high motives nurturant
and nondirective but males tend to be more organized and
self-assured, One female style is constricted,

The study has implications for continued research
on teacher personality of special education teachers, using
theoretical models from general education, for the relevance

of differing behaving styles for other special teachers in
terms of the selection process, and for continued research

in classroom process with disturbed children,
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CHAPTER 1

DESCRIPTION AND STATEMENT OF THE PROBLEM

Special education has become recognized, by virtue
of its goal of helping the less fortunate achieve full
status in democratic society, as an authentic member in the
American educational system. This field within education
has developed techniques and methods for teaching children
with physical and mental impairments. Provisions for in-
cluding these children in the general educational frame-
work have been made through modification of existing school
law, increased financial support and para-educational ser-
vices, separate administrative responsibility, and an
altered learning environment, all based upon the goal of
maximum habilitation for these children,

It has naturally followed that special education
would be the field looked to for the development of techni-
ques and methods for teaching children with emotional and
social maladjustments. "In more recent years, because of
the increased urbanization, because of frequent breakdown
of the family structure, because of disturbances related
to disruption caused by war, and because of advances in

psychology and psychiatry, more extensive interest has
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been taken in this large group of children.," (Cruickshank,
1958, p. 48) Programs have been established throughout the
country in hospitals, clinics, private institutions, and in
school systems for the detection and treatment of children
with emotional and social maladjustments. Educational pro-
visions of various forms and degrees have been made in
recognition that a specially designed learning environment
contributes immeasurably to the success of the various
therapies and in some instances are the foundation of the
process by which these children achieve emotional, social,
and vocational stability.

A primary concern in the establishment of special
education procedures for these exceptional children has
been the provision for specially selected and specially
trained persons who establish the curriculum, employ special-
ized methods, and utilize unique materials to the benefit
of the particular type of child in their classroom. The
need for a specially selected and specially trained teacher
is all the more necessary in work with distrubed children,
"The person who plays the role of teacher in this instance
is handling that most exquisite of structures, the human
mind." (Jordan, 1962, p. 29) Rabinow (1960) verifies this
concern:

This is a field which is singularly attrac-
tive to crackpots--the adults with severe per-
sonality problems, severe authority problems,
severe sexual problems, a need for living out

their own rebellion through the anti-social
behavior of children.
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The teacher of disturbed children then, must be a
person who by virtue of his own emotional stability, his
understanding of dynamic psychology, his therapeutic manage-
ment of the classroom, and his empathic regard for the feel-
ings of his charges, fosters the establishment of a growth
producing atmosphere, often in the midst of painful and
long-standing pathology. It is in this highly personal
manner that the teacher of disturbed children must perform
his function,

The clientele served and the ranges of attitudes
demanded of these teachers, underscores the concern per-
taining to special selection and special training. The
emotionally disturbed child is the withdrawn and the highly
aggressive, the child with a transient situational reaction
and the child with fixed personality disturbances, those
with primary and secondary disorders, and both the over-
indulged and the deprived. The teachers attitudes and
actions are often defined as instructional and therapeutic,
permissive and structured, remedial and enriching, desen-
sitizing and socializing, and his orientation must be
toward children and adolescents, "If the transaction between
teacher and disturbed students should be mutually satisfying
in a natural, spontaneous exchange, what special needs in
teachers have been identified which can facilitate this type
of reciprocity?" (Rabinow, 1964, p. 16) Nowhere else in

education are such diverse demands placed upon the teacher
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nor is there the need for such thorough scrutiny of the per-
sonality of those persons who choose to become profes-
sionally prepared to work with disturbed children in school

settings.

Background of the Problem

The personality of the teacher is a significant
variable in the educative process and has long been of con-
cern to those who have the responsibility for educational
administration and supervision. The educational researcher,
likewise, has devoted considerable time and attention to
this concern and the "growing body of research" represents
the importance of the teachers personality characteristics.
(Getzels & Jackson, 1963)

The personality of the teacher of exceptional chil-
dren,1 like all teachers, is recognized as a significant
variable in the provision of educational services of a
special nature for children who otherwise might not develop
to their maximum capacity. It appears, though, that the
importance of the personality of the special teacher is

given only intuitive, descriptive recognition by special

1Teacher of exceptional children herein refers to
persons who are specially trained and are now in-service
teachers of children who attend special classes., These are
the teachers of the child with a visual loss, a hearing
loss, a physical handicap, mental retardation, or an emo-
tional disturbance.
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educators, Cruickshank, a well known special educator,
states:

The teacher of exceptional children must be
the most secure individual who can be found.

The teacher of exceptional children must be the

most patient individual who can be located, for

young minds are often times perplexingly in-
consistent. . . There is a harmony of ideas

and of personality characteristics which must be

sought within any individual before he can be

adjudged as one in whom democracy can place

its trust for future development and security.

(Cruickshank, 1958, p. 139)

Harrie M. Selznick, the current president of the
Council for Exceptional Children, has written:

As a local administrator, I have been ex-
periencing an increase in employment applica-
tions from persons who by personality, moti-
vation, and training have no right to assign-
ment in a responsibility with children.

(Selznick, 1964)

The concern about the identification and selection
of persons who will be able, by virtue of these personal
characteristics and training, to fulfill the growing demands
for manpower in special education has become a critical
problem to university faculties. 1t is the university
faculty in whom the trust is placed for the selection and
training of these teachers. Even greater responsibility
is now placed upon the university with the advent of federal
programs such as Public Act 88-164 in which considerable
public funds are being expended to train teachers to work
with exceptional children. The problem for university
faculties seems to center upon selection procedures and char-
acteristics of persons who will make good teachers of ex-

ceptional children.
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While great importance has been placed upon the per-
sonality characteristics of the teacher of exceptional chil-
dren, it has become increasingly evident that little is
known about the make-up of the personality of this teacher.
A comparison of the quantity of research on personality of
regular teachers and personality of special teachers sug-
gests that the personality characteristics of the special
teacher is virtually a neglected entity. At most, the evi-
dence describing special teacher personality is contained
in the positive-ideal opinions of experts such as Cruick-
shank or in the negative-pragmatic opinions of administra-
tors such as Selznick.

The apparent lack of empirical understanding of the
importance of the personality of the special educator can
- be further demonstrated by a cursory review of the so-called
survey texts of special education. In only one such text
(Jordan, 1962) is the teacher of exceptional children given
separate attention (a full chapter) as an important aspect
of the educative process. Even in this single, separate
reference the special teacher is described as "a person
qualified by temperament and training to deal with those
children who have not prospered in the regular program

. " (Jordan, 1962, p. 21) and as one who possesses ", . .
zeal, a sense of conviction, a burning desire to help that
transcends the daily problems of teaching." (Jordan, 1962,

p. 23) These descriptions hardly qualify as descriptions
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of personality characteristics, in the psychological sense.
He has given considerable attention to the identification

of four types of teachers, according to their duties, rather
than definable personality characteristics.

Samuel Kirk (1962) in Education of Exceptional

Children devotes one page to the topic of "General Personal
Qualification" in which he reports some survey research and
his own opinions from earlier writings. Mackie, Dunn, and
Cain (1959) state that (as Cruickshank implied) special
teachers need personal characteristics different in kind
and degree from those of regular teachers, but they only
report the opinions of teachers of exceptional children.
That the personality characteristics of the teacher
of exceptional children is a relatively unstudied problem
is further demonstrated by Laird and Ellis (1962). They
report on doctoral studies in teacher education in the

Journal of Teacher Education and note that the cross refer-

ence listing for "Teachers of Exceptional Children" has been
dropped because "there were no studies that could be easily
classified under these topics." A review of this same
regular section of the Journal for the past ten years re-
veals that a significant dearth does exist.

The teacher of emotionally disturbed children, the
major subject of this study, is likewise first neglected
and then characterized in highly opinionated language. It

would seem that the personality characteristics of this
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teacher should come under particular scrutiny because of
the nature of the child this teacher deals with and the
absolute necessity that persons assuming this teaching role
be able to bring emotional stability to their classrooms.

In an early "survey" text on special education, Lord
and Kirk (1940) have a chapter on education of teachers of
special classes. It is significant that while they outline
(by professional judgment) qualities of these teachers and
necessary course subjects for university preparation pro-
grams, there is only cursory note of teachers of disturbed
children and no note of the authors' notions of personal
qualities or preparation programs,

Berkowitz and Rothman (1961, p. 129) describe a
"strange, hybrid creature" while Glaser (1959) attempts to
relate her internal flow of experiences in teaching dis-
turbed children to the growth of her personality. Haring
and Phillips (1962, p. 110) in a section entitled "person-
ality factors" list such factors as "a firm belief in the
potential of all children" and "a healthy and enthusiastic
outlook upon living and working." Mackie, Kvaraceus, and
Williams (1957, p. 13) under the heading "Personal Qualities
of the Teacher" (suggested by a committee of experts) state:

The personal qualities of the teachers of
socially maladjusted or emotionally disturbed
children are as important as their competen-

cies. Children always learn more by example

than by precept. They should be people of

good judgment, possess a sense of humor, have

the ability to place people and events in
proper perspective, have adaptability and
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flexibility of mind, be conscious of their

own limitations, and idiosyncrasies, and have

a normal range of human contacts outside the

daily task of working with problem children.

In addition to this general description, they offer similar
descriptions of personal characteristics of teachers who
work in residential settings and teachers who work in day
school settings. They note that there is some overlap

and that researéh and evaluation is needed.

Morse and Dyer (1963) report that there have been
no depth studies of the characteristics of teachers of the
di sturbed and under the heading, "Training of Teachers"
they report several published articles concerning the
teachers role in various treatment settings. A perusal of
these articles reveals, again, highly opinionated obser-
vations based on the personal experience of the particular
author, but relatively high feeling that the characteris-
tics of the teacher vary according to the type of setting
in which he teaches. These opinions are confusing since
authors from same and different types of settings sometimes
list opposite characteristics and sometimes the same charac-
teristics. (LaVietes, 1962) (Douglas, 1961) There is rela-
tive agreement, though, that different settings require

specific personality characteristics within the general

type: teachers of emotionally handicapped children,
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Importance of the Study

There has been much precedent for the desire to under-

stand the interaction of personality factors (personal charac-

teristics, personal traits, needs, etc.) and the choices
made by individuals for their life work,
A better understanding of the ways different
personality traits relate to different kinds of
intellectual pursuits would not only provide
a sounder basis for selection of students but
also for counseling the individual student in
his choice of a field of study. Guiding the
student toward a field that best suits his
present characteristics tends to preseyve
the status quo both in the individual and in the
field he enters. Ideally the student ought to
pursue the curriculum that would produce in him
the most beneficial growth, even if it meant
taking a course in which he did badly and had
a very trying time . . . (Bereiter and
Freidman, 1962, p. 589)
Nowhere is this importance more amplified than in teaching.
The "half century of prodigious research effort" noted by
Getzels and Jackson (1963) would seem to verify this. On
the other hand, Getzels and Jackson (1963) also point out
that "very little is known for certain about the nature and
measurement of teacher personality . . ." In special edu-
cation there is, based upon the complex role of the teacher
of disturbed children, a more pressing need to provide for
a better understanding of this interaction.

In special education it has been noted that opinion
dominates the current state of knowledge about the charac-
teristics of teachers, while at the same time great emphasis

is placed upon the requirement that these same teachers
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possess "more of'" or "different" characteristics than other
teachers. A study of special teacher characteristics which
is grounded in a solid theoretical framework would, at this
time, be a significant contribution to special education.
The concern raised by Duncan and Frymer (1960), in their
model for research in teacher education would certainly
apply to this study, in that the need for this study can be
justified in its contribution as basic re;earch (reality
division: "those studies which are attempts to discover the
nature of the situation, to describe what is") (Duncan and
Frymer, 1960, p. 358) which has an ideological orientation.
It has been estimated that within the next decade,
the need for teachers of disturbed children will triple
(Haring and Phillips, 1962) and much of the responsibility
for selection and preparation of suitable candidates will
fall upon established teacher education programs. Federal
monetary support, as previously noted, is ample evidence
of the increasing interest in providing rehabilitative ser-
vice, through education, to disturbed children. It seems
urgent that investigation be pursued to examine the charac-
teristics of these prospective teachers, much as psycholo-
gists did when federal funds were being utilized to prepare
needed personnel. (Kelley and Fiske, 1951) Knobloch (1963),
in his article on factors which influence programming for

disturbed children, states:
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. « « There has virtually been no attempt to
isolate important variables related to selec-
tion of prospective teachers of disturbed
children and their subsequent effectiveness.

It is hoped that within the next few

years investigations will direct their atten-

tion to selection studies grounded in theo-

retical frameworks and away from the unreli-

able methods which are generally employed. . .

The information to be gained from studying teachers
of disturbed children should then aid in the empirical
identification of the qualities of persons engaged in this
work, The need to look at the qualities of these persons
according to the setting in which they teach and the
clientele of the setting is also of importance.

A final consideration of importance is the contri-
bution this study of teachers of disturbed children would
make to all educational practice. It is possible that
through the study of the atypical or abnormal that we come
to a greater understanding of individual differences and
their meaning to educational practice. This initial step
should eventually aid in our understanding of teacher be-
havior with all children and of the teaching-learning
process. The sharing of such understanding would certainly

be to the benefit of both exceptional and non-exceptional

children, and in particular to disturbed children.

Statement of the Problem

The problem under study in this dissertation is con-
cerned with identification of the personality characteristics

of teachers of emotionally disturbed children. The need for
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specially selected and specially trained teachers who serve
children with emotional problems has been established pri-
marily from expert opinion but no empirical system exists
whereby special selective procedures can be employed. It

has also been suggested that there may be specific personality
characteristics for persons who teach in certain treatment
settings while other sets of characteristics are specific

to different treatment settings.

A sub-problem in this dissertation is investigation
of the relationship between the theoretical orientations
of the teachers in this sample and their personality charac-
teristics. Taken together, the problems give rise to the
following purposes:

1. To ascertain if there are identifiable person-
ality characteristics which are common to teachers of dis-
turbed children.

2, To ascertain if there are identifiable person-
ality characteristics for teachers of disturbed children
according to the setting in which they teach.

3. To ascertain whether or not a relationship exists
between the personality characteristics of the teacher and

his choice of educational framework and classroom approach.

Scope and Limitations

A basic procedure of the research was to derive a
descriptive typology of in-service teachers of emotionally

disturbed children in five types of treatment settings.
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Contrast groups consisting of undergraduate students prepar-
ing as teachers of disturbed children and graduate students
who were enrolled in a course on education of disturbed
children made up the remainder of the study population.

A complete range of treatment settings was in exis-
tence in the State of Michigan1 thereby providing sufficient
numbers of certified teachers of disturbed children as sub-
jects for the study. One treatment setting outside the
State of Michigan was chosen because of its well-established,
high-quality school program which had teachers who were not
specially trained, in university programs, to work with
disturbed children. This setting was included because its
total emphasis very closely fit the academic description of
the particular type of treatment setting.

The general criteria for definition of treatment
settings was formulated from the description given by Alt
(1960) and from the description of public school programs
given by the Michigan Department of Public Instruction,
Bulletin 365 (Michigan Department of Public Instruction,
1964). The names and descriptions of these treatment set-

tings are given in the list which follows.

1Michigan is considered to be an exceptional state in
total mental health programming for children. In particular
three areas in child mental health are noted: 1) the number
and excellence of child treatment and research facilities under
state, local, and private control; 2) the provision for state
reimbursement for public school classrooms for disturbed chil-
dren; and 3) the number of undergraduate and graduate training
programs for teachers of disturbed children. Of some twelve
approved univecrsity and college training programs in the
United States, three are in Michigan.
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Classification of Treatment Settings

l. State Mental Hospital
This setting is designed to accommodate children
who require long-term treatment (two years or more). The
characteristic clientele are children who are a danger to
themselves and who cannot be cared for without more restraint
than it is desirable in other settings.
2. Intensive Treatment, Training, and Research
This setting is designed to accommodate a small
number of specifically defined children who require from
six months to one year of treatment. The staff-to-patient
ratio is frequently very high and qualitative treatment
through individual and milieu design shares priority with
training and research goals.
3. Residential Treatment
This setting is designed to accommodate children
who require intermediate treatment (one to three years).
Emphasis is placed upon the creation of a total therapeutic
situation for rehabilitation of the disturbed child. The
elements of treatment are usually: a) a conditioned or con-
trolled environment, b) an individual life situation, and
c) a healthful milieu,
4, Training School for Delinquents
This setting is designed to separate children
from adults in carrying out provisions of the penal code and

for re-education. The major goals are custody and treatment
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of juvenile of fenders. Counseling and academic-vocational
education form the elements of the re-education process.

5. Public School Class for Disturbed Children

This setting is designed to accommodate children
who can remain in public schools but who require a specially
adjusted school program and an altered classroom schedule.
The characteristic clientele are children who are not pro-
fiting from their educational experiences and/or are dis-
turbing to their groups because of an emotional problem,

The population of teachers was generated according
to treatment setting with the exception of subjects from
public school settings. These were selected arbitrarily
from the list of Department. of Public Instruction program
approval applicationé available during February, 1965.

In view of the descriptive goal of this study, every attempt
was made to obtain as many sub jects as possible in order to
strengthen the nature of these descriptions, particularly

in view of the method of analysis of data which is being
utilized. In this regard, only minimums were suggested and
in most groups these were met with little difficulty. The
over-all procedure for choice of the study population is a
modification of non-probability purposive sampling in which
an objective basis (the classification of treatment settings)
and the benefits of professional experience in several
treatment settings were utilized to draw subjects which were
satisfactory to the purposes of the study (Selltiz, Jahoda,

Deutsch, and Cook, 1961, Appendix B).
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One limitation was, in fact, the procedure for choice
of subjects. Rather than explicit choice of subjects by
sampling procedures, treatment programs were selected and
potential subjects within programs were asked to volunteer
their services. In most every defined treatment setting
group there were individuals who did not wish to participate
in the study and in at least one instance an entire insti-
tutional group did not wish to participate in the study.

The problem of non-response is briefly discussed by Cornell
(1961) in relation to educational research and the general
implications, in light of the purposive representation of
both treatment settings and individuals is to be found in
the possible introduction of an experimental effect which
would signal caution in generalizability of results, The
descriptive goal of this study, the strength of the basic
data, and the adequacy of configurational analysis would
serve to eliminate the possible effect bf-g;;pling as a
vitiating factor. In sum, the external validity of this
study should be sound.

Another limitation is in relation to the choice of
and administration of the instruments used in this study.
The general regard for caution in utilizing projective self-
reports would apply, particularly in view of the applicability
of the chosen instruments, to a reasonably psychologically
sophisticated population of teachers, The possibility of
individual and group response sets is taken into account

in the configurational analysis, in that it .is patterns.
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which will be sought. The publication describing develop-
ment of these instruments (Stern and Masling, 1958) and the
study of Travers, Wallen, Reid, and Wodtke (1961) give suf-
ficient evidence for the use of these instruments and the
treatment of data under both configurational and variance
analysis.

A final limitation of a general nature is in the
attempt to generalize from the present (patterns of responses
on instrumentation) to the future (performance in the class-
room). This presents various problems in educational-psy-
chological research. Ryans (1964) has given a five-point
exposition of this particular limitation and he expands the
delimiting factor to include generalization to individuals,
Ryans (1963a) discusses these from the standpoint of the
shortcomings of past research. In this study there is no
intent to define "effectiveness," "success," or "failure"
of any group. "So many studies have overlooked both the
complexity of interactions involved in teacher behavior
and the complexity of the criterion. Somehow they have
assumed that teacher competency could be easily defined and
as easily judged once the magic words and devices were
somehow stumbled upon." (Ryans, 1963a, p. 106) Any attempt
to define such with teachers of disturbed children would
severely violate this logic, It is proper, within the frame-
work of this study, to infer behavior utilizing the concept

of underlying needs (Murray, 1938) (Travers, Wallen, Reid,
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and Wodtke, 1961) in that the teacher's expressed needs or
motives can be considered to represent potential behavior
in the classroom. Considerable emphasis is to be placed
upon this method and the descriptive goal of the study
will serve as the primary focus. In this regard in general
education (and in view of the pressing need for a beginning
of theoretical research in special education), Ryans has
stated:

One factor impeding understanding of teacher
behavior has been the failure to recognize that
before progress can be made in any field of
science, and before phenomena can be explained
and their influencing conditions discovered,
there must be a long period of investigation
devoted to identifying the elements or compon-
ents that make up the behavior under considera-
tion., (Ryans, 1963a, p. 106)

One final specific limitation exists in that it was
not possible for contrast group subjects to respond to one
section of the Theoretical Orientations to Teaching Emo-
tionally Disturbed Children Questionnaire. Since most
were full-time students rather than in-service teachers,

there is no response nor provision for analysis of them on

the dimension of current classroom approach.
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CHAPTER 11

REVIEW OF THE LITERATURE, THEORETICAL
FRAMEWORK, AND DEFINITIONS

The first section of this chapter will give per-
tinent background and serve as a review of previous scien-
tific and professional literature pertaining to the study
of personality and personal characteristics in education.
The second section of this chapter will be the formulation
of the theoretical framework which guides the study, The
third section will be specificassumptibnsand definition of

terms and concepts utilized in the study.

Review of the Literature

There will be four subdivisions of the review,
demonstrating the character of research on personality
differences in professions in general, teachers in general,
special education teachers, and teachers of disturbed

children.

Personality Manifestations of Professional Groups

Several studies have been carried out in which per-

sonality characteristics of persons in various professional
groups, exclusive of education, were studied. Roe (1953)

(1956) studied social scientists and physical scientists and

20
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concluded that the personality dif ferences were related to
the person's field of specialization., She based her studies
on psychoanalytic theory and found contrasts between the
social scientists who had a concern for people and the
physical scientists who had a concern for things; both con-
cerns were based upon the individual's experiences in early
family life. Gough and Woodworth (1960) utilized descrip-
tive statements of stylistic concepts in their study of
research scientists, They utilized a factor analysis to
identify eight types of scientific styles among the scien-
tists. Kelley and Fiske (1951), in the Veterans Adminis-
tration study of clinical psychologists, utilized a number
of academic and personality measures to predict what they
had defined as clinical competence (ability in diagnosis .
and psychotherapy). Their findings were inconclusive due
to the unreliability of certain criteria.

There have been a considerable number of studies of
college students in various academic fields, excluding
education, Sternberg (1955), utilizing patterns of test
scores, found differences between groups of male college
students. He concluded that these "dif ferences were in
accord with what might be termed 'logical expectations,'
that is, there appeared to be a logical relationship between
a pattern characteristic of a particular major group and
the need satisfactions which would probably be found in the

study field or in related occupations." (Sternberg, 1955, p. 17)
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Bereiter and Freedman (1962) (1960) studied female college
students and found differences in such attitudes as uncon-
ventionality and social confidence, and behavior such as
emotional stability. These differences were significantly
related to field of study. They stated: "Whatever the rea-
son, it does appear that some fields are relatively more
attractive than others to liberal-minded people and some
more attractive to conservative-minded people." (Bereiter
and Freedman, 1962, p. 569)

Other studies compare various professional groups
including teachers or persons preparing to become teachers,
Blum (1947), utilizing the Minnesota Multiphasic Person-
ality Inventory (MMPI) and the Strong Vocational Interest
Blank, studied personality differences of 125 male college
students in education, law, journalism, medicine, and
engineering. He found greatest differences in vocational
and avocational interest tendencies rather than personality
traits., His findings may reflect the focus of the MMPI upon
pathological personality traits rather than positive per-
sonality manifestations., Adams, Blood, and Taylor (1957)
found what they termed a docility pattern, the strength of
which differed between groups of experienced teachers,
student teachers, and arts and science students. Cook,
LeBold, and Linden (1963) found patterns of differences
between education and engineering student responses to the
Edwards Personality Preference Schedule and the Guilford

Zimmerman Temperament Survey.
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Personality Manifestations of Teachers Other Than
Special Education

There have been several reports which provide a gen-
eral rationale for the study of personality of teachers.
Symond's (1954) work has become well known and his studies
support the contention that teaching is a function of per-
sonality and that other factors such as college prepara-
tion have only superficial influence. There has been wide
testing of the influence of personality when compared with
other factors and in the literature there are studies con-
cerned with psychophysiology (Schwartz, 1950) and more re-
cently with race (Pace, 1960). In general, much of the
research has accpeted the contention that personality af-
fects teaching and studies have been carried out in which
persons who were not teachers were asked to give a picture
of teachers as they knew them. (Saltz, 1960) The result was
a pseudo-personality description. Another study attempted
to link teacher and pupil personality (Amatora, 1954) and
suggested that the well-adjusted teacher was important to
the development of wholesome personality in children.

Tanner (1945) described the pathological personality char-
acteristics of persons rated as superior or inferior teachers
based upon their student teaching ratings, Few conclusions
can be drawn as none of the experimental evidence is given,

Several reviews of the literature or summaries of
groups of studies exist, Barr's (1948) summary of the

Wisconsin studies reports much of the work done prior to
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that date. More recently the existing research on teacher
personality and characteristics in relation to teachers in
general has been summarized by Getzels and Jackson (1963).
They point out the fact that there are varying conceptions
of personality and that researchers fail to distinguish be-
tween them., Another significant note in their review is

the failure of researchers to distinguish between sub-groups
of the general teacher population, thus there is little
reported research on teachers of exceptional children.
Durflinger's review (Durflinger, 1963) of research on teacher
characteristics reflects a similar attitude, even though
there are several reported studies of teacher sub-groups.
There appears to be considerable overlap between these re-
views and Ryans' (1963) review of research on teacher be-
havior. Ryans utilized a taxonomy and thus, logically
classified each study rather than merely reporting what had

been done. The April, 1963 issue of Theory Into Practice

presented the major issues involved in the perception of

the teacher as a person. Most of the articles maintain a

personality-characteristic orientation and many suggest

that there are varying qualities to be found in teachers.
The positive suggestion of variance in teacher char-

acteristics has been noted. In the summary of the "Wiscon-

sin Studies of the Measurement and Prediction of Teacher

Effectiveness," Worchester (1961) discussed personality of

teachers and concluded that there was little attempt in
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these studies, to find if there were "patterns of personality
traits of teachers especially effective with pupils who pre-
sent particular patterns of personality." He indicated that
some provision may be looked into wherein classes would be
made up according to the characteristics of the pupils,

"and teachers assigned whose own characteristics are appro-
priate for these children." Worchester further indicated
that it may be desirable to employ teachers with different
patterns of personality, different degrees of intelligence
and so on for different grades and different fields of sub-
ject matter on the chance that each child will encounter

some teacher whose specifications will fit his., Dugan's
(1961) article, based upon her observation of teachers, gives
further credence to the need to understand variance in
teacher personality. She concluded that there may be no
single personality factor which can be found. She suggested
that a constellation of personality factors exists. "Per-
sonality is complex and dynamic, and is more than a sum
total of personality factors for each individual; it is

also the organization of these factors and the effect of them
on other people. (Dugan, 1961, p. 334)

More variations are suggested in several studies
which note differences between more specific groups of
general educational workers. One such study is that by
Wolfson (1957) who was moderately successful in differentiat-

ing between personality variables of teachers and guidance
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counselors. This would seem to verify the statement by
Callis (1950) that: "Individuals who choose to teach special
subjects are basically different in attitude structure

from other teachers." Stern (1963) cited several such
studies in his discussion of methods of differentiating
among teachers. Wandt (1954), in a sub-study from the data
of the American Council on Education study of teacher
characteristics, found differences in attitude patterns
between elementary, mathematics-science, and English-social
studies teachers, while Powell's (1950) study was in a
similar direction. Garrison and Scott (1961) conducted a
study in which differences were noted between upper elemen-
tary, general secondary, and special education college
students. They found significant differences between secon-
dary students and elementary students on measures of achieve-
ment and nuturance needs. They also found that special
education college students displayed a greater achievement
need than did the other groups of students. Southworth
(1962) found significant differences, on measures of needs
and values, of teachers who preferred early and later ele-
mentary. In the well known teacher characteristics study,
Ryans (1960) reported differences in personal qualities and
observable classroom behavior of elementary and secondary
teachers. Specific patterns were reported for elementary,
mathematics-science, and English-social studies teachers in

addition to the general elementary and secondary pattern.
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These findings are in agreement with those of Wandt (1954)
which were previously cited.

A number of studies have been directed toward deter-
mination of qualitative properties of personality of teachers
rather than magnitude of differences. These studies differ
from others previously cited in that they represent findings
in clearly differentiated patterns of response. Levin,
Hilton, and Lederman (1957) in their summary of the Harvard
Teacher Education Project report studies on authoritarianism
and need satisfaction. Also reported was a dichotomy between
interests of elementary student teachers and secondary stu-
dent teachers. The dichotomy of interests was one of chil-=
dren versus subject matter. Jackson and Guba (1957) in an
excellent analysis of Edwards Personal Preference Schedule
(EPPS) scores of 118 male and 248 female in-service teachers,
generated need profiles of both groups. Their study would
seem to provide an excellent normative base for comparisons
of needs in studies such as Southworth's (1962) and Garrison
and Scott (1961). Barr (1960) discussed the importance of
the teacher's personality and reported the development of
a ranking method for assessment of personality characteris-
tics, He outlined fifteen qualities and used synonyms thought
to be associated with each quality as a description of the
quality. He was able to generate patterns of response for
a small group of teachers but no further definitive results

were given nor were the patterns specifically named. Cook,
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Linden, and McKay (1961) utilized factor analysis of two
personality measures given to teacher trainees and identified
six factors: Docility, Dependency, Authoritarianism, Com-
pulsive Conformity, Introversion-Extrovérsion, and Avoidance,
They also found a discrepancy between the subjects idealized
and observed personality. Lang (1959) reported the findings
of his study of motives in which he utilized a non-stan-
dardized scale along with the EPPS. There was some reason

to suspect acquiescenge, however, he reported motives related
to mothering for elementary teachers and motives related

to academic and intellectual activity for secondary teachers,
Stern, Masling, Denton, Henderson, and Levin (1960) reported
on their development of two scales for the measurement of
motivations for teaching. Their scales give ten motives
which can be formuflated into patterns which purport to des-
cribe particular types of teachers., The specific findings
will be described in section three of this chapter and the
instruments will be described in Chapter Il1I of this study.
Finally, in this group is Wandt's (1952) study which ut@iizes
measures of attitudes to "study the relationships between
teachers verbalized attitudes and various overt behavior,"

A factor analysis showed variation in patterns of response
between elementary and secondary teachers on attitudes to-
ward pupils and toward non-teaching personnel, The elemen-
tary teachers generally had more favorable attitudes,

Other differences in patterns were toward parents and toward

democratic classroom procedures,
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Another group of studies, including some previously
cited, give descriptive classifications of teachers based
upon either patterns of responses to personality measures,
analysis of classroom ovservations, or a combination of both,
These studies are significant because of their seemingly
educationally functional descriptions, the@r sound theoretical
approach, and the strength of the particular measuring devices
and analysis procedures which were utilized., Table 1 gives
a condensed summary of the‘studies in this group. Other
similar and more extensive classifications are reported by

Ryans in the Review of Educational Research (1963c) and in

the Journal of Teacher Education (1963b).

In all of the studies thus far, except Garrison and
Scott (1961), the special teacher was either systematically
omitted or purposely not considered in the study population,
Several studies infeﬁred that special qualities may be re-
quired by persons who‘teach divergent groups., Heil, Powell,
and Feifer (1960) and Ryans (1960) considered the behavior
of pupils in their overall study formulations and both
specifically focused upon relationships between teacher
personality and types of students in their discussion of
future research, Heil, Powell, and Feifer (1960), in their
discussion of groupings in elementary school classes stated:

The findings of this study might be used
to postulate children-teacher personality as a
different kind of basis for grouping and, as a

variation of this, intelligence-personality
grouping. (p. 80)
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Two special groups that héﬁe been con-

sidered as problems also come to mind:

a) Disturbed or difficult children and

b) Gifted children who are "underachievers,"
Ryans (1963c) suggested that a similar study with teachers
of Matypical pupils, such as the gifted, the retarded, and
the handicapped™ would be a possible direction of future
research. There appears to be some beginning research in
this vein as studies of structured and unstructured teach-
ing methodology and its interaction with specific types of
pupils (Grimes and Allinsmith, 1961) and the relationship

between teacher personality and learner-supportive or

threatening classroom structures. (Spaulding, 1963)

Personality Manifestations of Special Education Teachers

It has been suggested, from intuitive sources, that
teachers of exceptional children are subject to diverse
demands which necessitate divergence in specific personality
characteristics, It appears though that personality char-
acteristics of teachers of exceptional children, as a sub-
ject for empirical research, is only an emerging topic for
research, Much of the literature is in the form of opinion
or performance descriptions, from which personality can be
inferred. One such source permeates the literature. Mackie,
Dunn, and Cain (1959) in a nation-wide study of competencies
needed for teachers of exceptional children, noted that "the
personality of the teacher is of utmost importance., Many

studies have been made and considerable research has been
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done on personality characteristics of teachers in general,
and so it was decided not to use the resources of this pro-
ject to make a thorough study of this admittedly important
fpctor in teaching success." They reported the opinions

of a committee of experts and the opinions of their sample
of 740 in-service teachers of exceptional children. A
series of similar studies was carried out for each area of
deviation and opinions about personality characteristics
were gathered in the same manner, It is noteworthy that no
documentation is given to support any of the opinions about
personality.

The need for empirical research on teachers of ex-
ceptional children has been supported by Cain (1964, p. 211-
212) who stated that: "The development of conceptual con-
structs and the testing of hypotheses have been subordinated
to meet urgent needs which often require information that
can be obtained from the collection of status data, by
appraisal of the consensus of expert opinion, and by der
scriptions of programs in operations."

A beginning in empirical research on personality
characteristics of exceptional children has apparently been
made by Cawley (1963), His study examined "selected per-
sonality and interest characteristics of individuals oriented
toward mental retardation." The results appear to be con-
taminated by poor design and inaccurate definitions, but

they indicate that there may be patterns of personality
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characteristics specific to persons "oriented toward mental
retardation.” The findings also were, based upon MMPI pro-
files, that there were no clinically deviant patterns although
there was evidence of individual differences. Another study,
utilizing the MMPI compared with subjective success-criteria
is that of McBride, Hammill, and Gilmore (1964). They found
five MMPI scales to be related to supervisor-rated "success-
ful teaching™ in a population of teachers of multi-handicapped
children.

Personality Manifestations of Teachers of Disturbed
Children

The same relative paucity of empirical research
exists for teachers of disturbed children. Mackie, Kvaraceus,
and Williams (1957), utilizing the same format as the pre-
viously cited Mackie, Dunn, and Cain (1959) reported the
opinions of a committee of experts and a sample of in-ser-
vice teachers of disturbed children. A list of nine personal
qualities for teachers of disturbed children in day schools
was given and a list of nineteen personal qualities which
are important to the degree that they were suggested
" « o« in addition to, or in greater degree than, those
previously listed," In addition, the authors stated: "That
teachers are needed who have the skill to develop a flexible
pupil-centered, rather than a subject-centered curriculum,"
It is interesting that other, more recent research (non-

special education) (Ryans, 1960) (Heil, Powell and Feifer,
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1960) have found this to be a functional personality char-
acteristic rather than a skill, Dorwald (1963), in a partial
replication of the Mackie, Kvaraceus, and Willaims (1957)
study, compared competencies but there was no note of
personality characteristics.,

Rabinow (1964) suggested that teachers of disturbed
children should be classified as either task-oriented and
person-oriented, although he gives no evidence of empirical
assessment of either pattern. Berkowitz and Rothman (1960)
described a permissive type educational program based upon
need-acceptance theory. In their formulation the child is
the focus of the teacher's activity and the teacher's prin-
ciple role is toward acceptance and non-directiveness,

Haring and Phillips (1962) described a structured type educa-
tional program based upon interference theory. In their
formulation the structure of the program was the focus of

the teacher's activity and the teacher's principle role was
toward maintaining order and dominance, Haring and Phillips
(1962) conducted a study of the differential therapeutic
value of permissive and structured classrooms. They utilized
the findings of Heil, Powell, and Feifer (1962) as the
rationale for the selection of the teachers for their struc-
tured classes. They suggested that there was a causal rela-
tionship bekween the characteristics of the teacher and the
maintainence of a structured classroom.

In a lay survey of the problems of obtaining treat-

ment for disturbed children, Smith (1964) described the
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educational program in three residential centers. Her des
scriptions vividly portray the variance of personalities
required by these different educational programs,

Morse and Cutler (1964) under the auspices of the
Council for Exceptional Children, conducted a nation-wide
survey of public school classes for disturbed children.
Through a factor analysis of the Ryans (1960) Teacher
Characteristics Schedule and other data, they were able to
describe, tentatively, the qualities of "the poor teacher,"

"the good teacher," and "the protective teacher,"

Summary of the Literature

The review of the literature consists of four sub-
division and reports research on personality manifestations
in professions, teachers in general, special education
teachers, and teachers of disturbed children, One general
finding was the gxistence of personality dif ferences be-
tween varying groups. Another finding was the relationship
of the variations to the nature of the group, both for
professions and teachers, such that it appears that persons
of certain personality types are relatively more attracted
to certain fields,

In special education, the empirical literature is
sparse but reflects, both in opinion and experimental stutlies,
the varying nature of personality characteristics by dis-

ability grouping. It appears though that personality
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characteristics of teachers of disturbed children, as a sub-

ject of empirical research, is virtually neglected;

Theoretical Framework and Definitions

Teachers personality characteristics, as previously
noted, have not been well defined and much of the research
on these characteristics has been carried out in a theoreti-
cal vacuum and in a fragmentary manner, (Ryans, 1963a)
To help fill this vacuum, Ryans (1963 bjc) (1960) has for-
mulated a theoretical model upon which research on teacher
characteristics can be based., This investigation will
utilize Ryan's theory of the teacher as an informative system
and teacher behavior as information processing for its
theoretical foundation,

» ¢« o the teacher may be considered an infor-
mationsprocessingsystem that functions for the
purpose of &aiding the pupil in acquiring an
appropriate behavior repertoire,

Teacher behavior is defined genotypically
by reference to a set of hypothetical con-
structs which have their focus in teacher
decision making. These constructs are assumed
to characterize the teacher system. They are
postulated to interact with and mediate be-
tween (a) the conditions (i.e., inputs) influ-
encing the teacher and (b) the observable teach-
ing response in a particular situation., The
functioning of the teacher-system we describe
as "teacher information processings" (Ryans,
1963b, p. 274)

In this discussion, a "system" will be de-
fined simply as any identifiable assemblage of
complexity organized elements of sub-systems
(e.g., which may be behavior variables charac-
terizing an individual group, etc,) which are
interdependent and united by a common informa-
tion network, which are characterized by a
regular (i.e., lawful or orderly) form of
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interaction, and which function as an organized

whole to attain some objective or produce some

effect or end product uniquely characteristic

of the system operating as a unit. (Ryans,

1963b, p. 277)
The role of personality characteristics and inferences about
subsequent classroom behavior can logically be included in
this formulation.

In Ryans' systems model there are three sub-systems
which allow:for the transmission of information both within

and between the sub-systems. These sub-systems are:

a) Teacher capabilities and characteristics,
(inputs)

b) Operating conditions and situational char-
acteristics. (mediators)

c) Major classes of teacher (teaching)
behavior. (outputs)

Thus, according to Ryans (1963b), the possibility of trans-
mission (communications, exchange) of information between
the sub-systems allows for the postulation of a meaningful
association between inputs and outputs, both of which are
observable, The mediating function is usually inferred
"from analysis of the observable inputs, observable outputs,
concomitants, and known sub-systems and their discernable
interdependence," (Ryans, 1963b, p. 278)

One of the implications of this model for the under-
standing of teacher behavior is that it "directs attention
to the importance of behaving styles of teachers . . . in

facilitating information transmitted and subsequent pupil
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learning." (Ryans, 1963b, p. 281) According to Ryans,

teacher behaving styles "might be thought of as !'teaching

styles! or as personal-social behavior patterns of teachers,"
(Ryans, 1963b, p. 284) It is an input dimension within the
sub-system of teacher capabilities and characteristics and

is further defined as "personal-social characteristics
contributing to such behavior patterns as warm-understanding,
responsible-systematic, stimulating-original, and attrac-
tive-articulate," (Ryans, 1963b, p, 280) This is consistent
with the discussion of Getzels and Jackson (1962, p, 574)
concerning the need to clarify the term personality when

used in reference to teachers: _

There are profound differences in what is
meant by the term personality, Despite its-
widespread use--surely no psychological term
is more popular--personality is an inordinately
elusive concept. Definitions are often contra-
dictory, and observations based on one defini-
tion will contradict observations based on
another definition., In general, the more com-
mon definitions may be classified into three
main categories: (1) behavioral definitions,
that is personality is the totality of a person's
usual behavior; (2) social-stimulus definitions,
that is, personality is defined by the response
made by others to the individual as a stimulus;
(3) depth definitions, that is, personality is
the dynamic organization within the individual
that determines his unique behavior., The pro-
blem is not that there are different concep-
tions of personality, but that researchers fail
to distinguish one conception from another, and
the data obtained in terms of one definition
are not differentiated from the data obtained
in terms of another,

The second definition (behavioral) is especially consistent

with the concept of teacher behaving style and the instruments
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to be utilized in measurement of the styles of teachers of
disturbed children,

Ryans, utilizing this model, has classified much
of the significant research on teachers and teaching as it
fits into the model, His taxonomies (Ryans, 1963bjc) in-
clude as teacher behaving styles, sets of teacher behavior
in which the teacher may be viewed from a behavioral frame
of reference ag Heil, Powell, and Feifer (1960) and as Ryans
himself has suggested. (Ryans, 1960) Within the five sets
of characteristic behaving styles, set five contains those
"similar appearing™ behavioral constructs which are hypo-
th@cized to influence the teacher to be "teacher centered"
or "child centered" as a characteristic behaving style.
These behavioral constructs are the result of the work of
Stern, Masling, Denton, Henderson, and Levin (1960). (See
also Stern and Masling, 1958) The assumption on which the
work of Stern, et al., is based is that the behavior of
the teacher is influenced by unconscious motives (Masling
and Stern, 1963) or non-cognitive variables (Stern, 1963),

They are termed non-cognitive variables so that
they may be distinguished from the more "consciously
organized conceptual schema associated with measures of
intelligence, aptitude, achievement, or performance.,"
(Stern, 1963) Stern (1963) suggests that these variables
may be related to creative type activity and are "measures

of individual differences in attitudes, values, interests,
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appreciations, adjustments, temperament, and personality.,®
(Stern, 1963, p. 400) The assessment of these variables
i1s described by Stern and he notes that the particular
techniques for multivariate assessment are attributable
largely to the innovations of H.,A, Murray (1938).1 "The
purpose of Murray's constructs is to provide ways of de-
scribing dimensions of personality and environment as they
are revealed in the characteristic strivings of the indi-
vidual and his perceptions of the interpersonal world,"
(Stern, 1963, p, 407)

In reference to teacher behavior, the organization
of underlying motives of the teacher is certainly a deter-
minent of behavior., Individual motives are considered to
represent trends in behavior that could be aroused by the
presence of certain environmental cues and the strength of
the particular motives can be related to the behavior of
the teacher in the classroom, This formulation is entirely
consistent with Ryans (1963b) conception of the teacher as
an information processing system and within the systems
model, unconscious motives are maintained as information
input while patterns of these motives can then be described
as characteristic teacher behaving styles, This rationale
has been utilized, in a slightly different manner, by

Travers, et al, (1961) and Wodtke, et _al, (1963) to predict

, lsee page 54-129, "The concegt of need," including
Murray's definition of need on page 123, Another well known
application of Murray's need-press schema is: Stern, G,G.,
Stein, M.1I., & Bloom, B,S,, Methods in Personality Assess-

ment, Glencoe, I11,: Free Press, 1956,
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teacher behavior in the classroom. The instrument used to

measure these unconscious motives was the Teacher Preference

Schedule (Stern, et al., 1960). In their own research,

Stern and Masling formed three distinctive teacher behaving
styles, two of which have relevance to teachers of disturbed
children., The Stern Masling child-centered style corresponds
with Berkowitz and Rothman's (1962) description of the teacher's
behavior in their need-acceptance framework while the Stern-
Masling teacher-centered style corresponds with Haring and
Phillips' (1963) description of the teacher who functions

in their structured setting, Both represent major theoretical

approaches to teaching emotionally disturbed children and
suggest several hypotheses which will be elaborated in

Chapter III,

Definition of Specific Terms

In this study the following definitions will apply:
Teacher characteristics will refer to those observ-

able inputs within the information system model, (Ryans, 1963b)

Characteristic teacher behaving style will refer to

those personal-social characteristics contributing to cer-
tain behavior patterns (Ryans, 1963b;c) as measured by
patterns of obtained scores on the Teacher Preference Schedule
(TPS). (Stern, et al,, 1960) The TPS booklet and its sepa-
rate answer sheets are Appendix B,

Underlying or unconscious motives will refer to the
obtained scores on the measures of ten individual motives of

the TPS, A list of these motives, and their descriptions

is attached as Appendix A,
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Teacher of disturbed children will refer to persons
who are in-service teachers in one of the treatment settings
described in Chapter 1.

Graduate student will refer to persons who were
enrolled in Education 882 - Seminar on Education of Emotion-
ally Disturbed Children at Michigan State University during
the winter term of 1965,

Undergraduate student will refer to persons who were

declared majors (who were not engaged in student teaching
with disturbed children) in special education for disturbed
children. Included are all levels, freshman through senior,
Educational framework will refer to a teacher of
disturbed children's choice of one of the four descriptions

on Form I of the Theoretical Orientations to Teaching Emo-

tionally Disturbed Children Questionnaire (TOQ) and Class-

room Approach will refer to a teacher of disturbed children's
choice of a description contained in Form II of the TOQ.

The TOQ is attached as Appendix C., The titles of the
individual paragraphs of the TOQ are as follows:

Form I - (Educational Framework)

Paragraph 1 - Psychiatric Dynamic
Paragraph 2 - Psychological Behavioral
Paragraph 3 - Psycho-educational
Paragraéh 4 - Educational

Form I1 - (Classroom Approach)

Paragraph A - Structured, Interference Oriented
Paragraph B - Permissive, Need-Acceptant Oriented



CHAPTER 111

PROCEDURE AND METHODOLOGY OF THE STUDY

The procedure and methodology of this study is
based upon the descriptive method of research., Analytic
descriptibn, as a sub-form of the descriptive method, 1is
especially appropriate to fulfilling the general purposes
of this study, since by its very nature, it is most appro-
priately utilized in discovery of the underlying nature of
educational and psychological phenomena.

In the analysis of dynamic structures such as teacher
behaving styles, it is certainly appropriate that the study
take on a descriptive emphasis, which will be of great
value by providing research results and information about
a phenomena which at best can only be termed as non-quan-
titative. Such non-quantitative data as teacher behaving
styles and underlying motives can be analyzed, from a
research standpoint, through valid descriptive statements
of the nature of its components which when meaningfully
fitted together make up a conceivable and important whole.
This formulation of research methodology is consistent with
the need for a sound theoretical foundation noted in the
previous chapter, the concern which must be paid to the

nature of the study population, the complex nature of the

45
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raw data, and the necessary requirement that the potential
findings be of such depth that they provide extensive pos-
sibility for future study. These justifications are all in
keeping with the nature of general educational research, and
all research on human behavior, that of giving direction
rather than scientific law giving.

The descriptive method in no way precludes the use
of conventional forms of measurement and experimentation.
Both are consistent with descriptive analysis and in this
study are considered at specific levels, maintaining, there-
fore, an overall consistency with the purposes of the study
and the assumptions required by the particular nature of
the data generated in this study. This contention also
holds in relation to the specific methods used for analysis
of the data., Where appropriate, measurement and quantifi-
cation are utilized, however, specific, non-numerical tech-
niques are employed to increase the strength of the findings

and to complement the nature of the data.

Objectives and Basis for Hypotheses

The objectives of this study are threefold:

First, to determine the characteristic teacher be-
having styles (as previously defined) of persons who teach
emotionally disturbed children,

Second, to determine the characteristic teacher be-
having styles of persons who teach disturbed children in
specific treatment settings. These settings have been de-

fined in Chapter One.
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Third, to ascertain whether or not characteristic
teacher behaving style and stated theoretical orientation
(educational framework and classroom approach) are related.

A subsidary objective is to ascertain the relationship
between current theoretical orientation (educational frame-
work) and ideal theoretical orientation (educational frame-
work),

Several hypotheses are advanced about behaving styles
of teachers of disturbed children. These hypotheses are
formulated from professional experience, observation of
teachers in various treatment settings, and from the liter-
ature. The major implication to be drawn from the literature
is that teachers of disturbed children should exhibit a
di fferent behaving style from other teachers. The two
styles most frequently noted were the "structured" and the
"permissive." It is possible that other characteristic be-
having styles do exist, but little empirical evidence is

given to demonstrate their existence.

lMorse, Cutler, and Fink (1964) give a categorization
of program tyges (p. 28) including those with dynamic substrata
(psychiatric-dynamic, psychoeducational, and chaotic) and
tgose with specific learning or conditioning theory substrata
(psychological behavioral, educational, and primitive) and a
third category of circumstantial (naturalistic type programs).
They state ", . . a multitude of dimensions ran through the
complex characteristics of the several programs, and that no
single dimension or set of categories sufficed fqr their de-
scription, Certain extremes were clear, but no single con-
tinuum encompassed the variation." In this study, much the
same rationale was utilized for differentiation of "permissive"
and "structured." SpecificallK, "permissive" will refer to
dynamic oriented choices of the TOQ and "structured" will refer
to the learning or conditioning theory choices on the TOQ.
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It has also been implied that the behaving style of
the teacher should differ according to the setting in which
the teacher teaches. The two settings most frequently
noted were the open treatment (public school) and the closed
treatment setting. It is likely that there are characteris-
tic behaving styles which are specific to particular types
of treatment settings. Intuitively, it is to be expected
that a wide difference exists in style between teachers in
specialized treatment, research, and training settings when
they are compared to teachers in public school settings or
state training school settings. Specific examples of in-
fluences likely to influence style are: (a) type of patho-
logical behavior exhibited in the classroom, (b) amount of
consultation and reciprocal valuing of staff roles, (c) the
institutional attitude toward etiology, and (d) the teacher's
attitudes toward the target children. Observation of
teachers in several settings seems to support the validity
of these differences. The functional descriptions of
teaching roies, as found in expert opinion, also seem to
support this contention.

Finally, professional experience suggests that cer-
tain theoretical orientations have an aura of pseudo-pro-
fessional attractiveness to many who teach disturbed
children.

It would seem that the value of a preferred theo-

retical orientation is often based upon the presence of or
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lack of ideal conditions rather than its potential effective-
ness with a specific group of disturbed children, showing
specific symptoms, and modes of pathology. In many instances
a continuing controversy exists as to the use of "permissive"
or "structured" classrooms for disturbed children without
cognizance of the typology of the children. Thus, teachers
who have large classes of potentially aggressive and
destructive children will maintain (because of professional
attractiveness) that they prefer one orientation but that

the setting in which they work will not allow it. If this

is actually the case one would expect congruence between
choice of ideal theoretical orientation, and the teacher's
underlying motives rather than congruence between current

theoretical orientation and underlying motives.

Research Hypotheses

Three main hypotheses are advanced on the premise
that there would be observed differences in patterns of
underlying motives, as measured by the Teacher Preference
Schedule, and in theoretical orientation to teaching emo-
tionally disturbed children, as measured by the TOQ. A
further premise is that the patterns of motives observed
could be formulated into characteristic teacher behaving
styles which would be unique for teachers of emotionally
disturbed children, and thus provide a meaningful typology.
The first hypothesis was tested for the entire population
and all others were tested for each treatment setting

group within the total population.
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Hypotheses were stated as follows:

1. There will be describable teacher behaving
styles for the total population of teachers
of emotionally disturbed children.

2, There will be describable teacher behaving
styles for each of the treatment setting
groups.

3. There will be a positive relationship between
stated theoretical orientation and teacher
behaving style.

One sub-hypothesis, pertaining to behaving styles
of teachers was stated, since it related directly to the
study and could be readily tested.

4., There will be separate, describable teacher

behaving styles for male and female teachers.

Population and Sample

The population included persons who were in-service
teachers of disturbed children in the five representative
types of treatment settings described in Chapter One. The
first four treatment settings (State Mental Hospital, In-
tensive Treatment, Residential Treatment, and Training
Schools) will be referred to as closed treatment settings
and the public school classes as open treatment settings.
This dichotomy is in keeping with the classification sug-
gested by Alt (1960). A complete range of treatment settings

was available and were very much like the descriptions given.
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All but one of the settings was within the State of Michigan.
The out-state treatment setting was included because it had
a sufficiently large number of teachers who were, in con-
trast to other settings, generally not graduates of special
education programs. A final reason for selection of this
setting was its reputation for excellence of educational
programming for disturbed children. Two contrast groups
of students from Michigan State University were included
in the population. The first consisted of undergraduate
students who were enrolled in the special education for emo-
tionally disturbed children curriculum. The second con-
sisted of graduate students who were enrolled in a graduate
course on education of emotionally disturbed children.

The method of choosing the sample for this study
was a form of non-probability purposive sampling as described
by Selltiz, Jahoda, Deutsch, and Cook (1961, pp. 520).
Through professional judgment, representative settings were
chosen and all persons who were teaching in that setting
were invited to participate in the study. The actual method
of selection was: (a) the educational supervisor or a re-
sponsible teacher-in-charge was contacted by personal letter
which explained the general purpose of the study, gave the
population of the study, and the time involved for each
person., The letter also specified anonymity for all per-
sons and settings and asked the supervisor to solicit his
teaching staff as participants in the study. A return post-

card was included upon which the supervisor indicated the
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number of teachers who were actually willing to participate.
Upon receipt of the return post-card the investigator mailed
dated sets of schedules to the responding supervisor along
with directions for their return at no cost to the treatment
setting. Personal telephone calls were made to each par-
ticipating setting and the mailing procedure was re-explained
along with stress upon the need to refrain from coercing
teachers to participate in the study. Reassurance of the
preservation of anonymity of teachers and settings was

also given.

The rationale for choice of the settings was formu-
lated to provide for a full range of types of treatment
settings, accounting for all possible variations. Included
in the selection of closed settings were, for example, both
public and private settings; settings serving only boys and
only girls and others serving both sexes; settings which
had old, well-established programs and those with new and
developing programs; and finally, those with specially
trained teachers and those without specially trained
teachers. The number of settings chosen within a particu-
lar type was based upon the need to maintain, in so far as
possible, equal numbers of teachers in each group. In some
instances the choice of settings exhausted the universe
and in others it did not, as several possible settings were
not included. The investigator's professional knowledge

and judgement of the quality of educational program was, in
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all cases, the deciding factor in choice of a particular
setting.

(b) A list of Michigan Department of Public Instruction ap-
proved public school programs for emotionally disturbed
children was obtained and all classroom teachers who were
listed on the approval application forms were included in
the population for that group. The same personal letter -
return post-card mailing system as described under (a)
above was utilized. 1In this group all persons were contacted
as individuals rather than through administrative channels.
(¢) Undergraduate students were asked to read a two para-
graph description of the study during enrollment appoint-
ments with their academic advisor. Those who wished to
participate were asked to sign a list and subsequently

were contacted by the investigator who arranged for each
participant to receive a dated set of schedules along with
instructions for their return to the College of Education
at Michigan State University.

(d) Graduate students were read a two paragraph description
of the study during one of their regularly scheduled class
meetings of Education 882 - "Seminar on Education of Emo-
tionally Disturbed Children" and were asked to participate
if they chose. The instructor of the course made dated sets
of schedules available and asked that they be returned at a
future class meeting. The completed schedules were then

turned over to the investigator.
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Follow-up of initial non-respondents was by both
letter and telephone, where appropriate. After a potential
participant group or individual failed to respond to a
second personal letter with another return post-card they
were no longer considered for participation. In one in-
stance an educational supervisor responded to the initial
invitation by asking that his teachers (after discussion)
be excluded from participation because of a previous commit-
ment to another research project. Two other educational
supervisors failed to respond to any communication.
Cooperation was judged to be generally good except for those
in the public school and graduate student groups, who in
effect, were most difficult to contact and who were not
part of an established group, but rather responded as in-
dividuals.

Follow-up of participants who had received dated
schedules but who had not returned them by the specified
date was by way of telephone call to educational super-
visor in closed settings and through a general acknowledgement
and request-for-return letter to individuals. In some cases
up to two letters were sent and when possible telephone
calls were utilized to effect return of outstanding schedules.
This procedure was carried out with caution, as every pos-
sible effort was made to maintain anonymity and to pre-
serve an attitude of freedom from coercion among the par-

ticipants.
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Table 2 gives the combined data on potential number
cf participants, the replies to invitations to participate
in the study, and the numbers of completed schedules returned.
The actual number of completed schedules returned was 148
which represented 88% of the schedules sent out and 78% of
the potential participants, based upon the purposive sampling

method.

Instrumentation and Data

The selection of instruments for assessing person-
ality characteristics was influenced by four issues relevant
to the purposes of the study. Substantial consideration was
given first to the behavioral definition of personality and
the non-cognitive formulation of the dimensions of teacher
behavior advanced in Chapter 11, This formulation neces-
sitated an instrument which would yield objective assess-
ment of "healthy, positively oriented" personality charac-
teristics rather than those of the "pathological, negatively-
oriented" types. A second consideration was the particular
population under study and the need for differentiation
among types of teachers. An instrument which gave assess-
ments which were functionally congruent with the performance
expected of the study population, as teachers, was required.
Third, the results of previous studies and the ability of
the instruments used in them to communicate information

which was tenable data for the determination of teacher
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behavior, Of particular concern was the need to utilize

an assessment device with sufficient projectivity that im-
portant descriptive data could be obtained about the func-
tioning or "psychological roles" (Redl and Wattenberg, 1959)
of teachers of disturbed children. Finally, consideration
was given to practical variables such as administration

and scoring procedures, cost, and the availability of norma-
tive and validational data. A special consideration was

the need to utilize an existing standardized instrument
rather than undertake to develop an instrument,

A number of instruments were examined and discarded
since they failed to meet one or more of the previously
stated considerations:

1. The Minnesota Multiphasic Personality Inventory,

a self-report test for clinical description of
abnormal personality patterns.

2. The 16PF Test, a self-report test which has
several advantages for research purposes and
yields sixteen scores on traits which were de-
rived from factor analytic methodology.

3. The Edwards Personal Preference Schedule, a
paired-comparison self-report test which
yields scores on fifteen needs which are use-

ful to counselors.
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4. The Guilford-Zimmerman Temperament Survey, a
self-report test which measures ten relatively
independent traits which were derived from
factor analytic methodology.

The instruments selected for use in the study were
the Teacher Preference Schedule (TPS) (Stern and Masling,
1958) and the Theoretical Orientations to Teaching Emotion-
ally Disturbed Children Questionnaire (TOQ). Copies of both
tests and their separate answer sheets are included as
Appendices B and C. The data upon which these tests were
developed was derived from a number of different sources in-
cluding cognitive formulation of teacher motivational types,
intensive interviews and individual projective tests of
teachers who were thought to represent the various motiva-
tional types. The TPS consists of a measure of gratifica-
tions found in teaching (Form G) and a measure of attitudes
about educational practices (Form A). Each form consists
of 100 items distributed in blocks of ten, corresponding to
the list of motives given in Appendix A. Appendix D gives
a list of motives and item numbers for the G Form which was
the main instrument used in the study. Stern and Masling
have given the following description:

These two tests are self-administering, fol-

lowing instructions reproduced with the ques-

tion booklets, and require from 25 to 40

minutes to complete. Both forms require re-

sponses to be made on a sixpoint scale, rang-

ing from "strong dislike, disapproval" to

"strong liking, preference, approval! in the
case of the gratification items, and "strong
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disagreement" for the attitude items. A

special answer sheet was designed for this

purpose. . . (Stern and Masling, 1958, p. 37)

The scoring procedure provides for a score of one (1) for
strong rejection and a score of six (6) for strong accep-
tance. The total score per scale, then, can range between

a minimum of ten (in the case of all ten items being

strongly rejected) to a maximum of sixty (all ten items being
strongly accepted).

The tests were validated on two independent samples
through the use of item-discrimination analyses and inter-
scale relationship tests. There was generally a high level
of discrimination for all items. The range indices was
from -.11 to +1.00, with a median of +.43 and the lowest
scale average was +.26, well above the value indicating a
significant discrimination. The inter-scale relationship
tests were carried out through tetrachoric correlation and
cluster analysis of the two scales. The correlations were
generally positive and extensive tabular data is given to
support the reliability of the scales. (Stern and Masling,
1958, pp. 43-48) An analysis of variance (samples, forms,
and scales) yielded significant differences above the .00l
level giving additional confidence that there were signifi-
cant differences between Forms G and A and between the ten
scales in each form. Travers, Wallen, and Wodtke (1963)
substantiate these normative and validational indexes in
their study of teacher needs in which they utilized the TPS

as a criterion instrument.
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The TOQ consists of four separate one (1) paragraph
descriptions of specific educational frameworks and classroom
approaches which are often associated with teaching dis-
turbed children. The particular descriptive paragraphs
utilized in this study were adapted from a study of pro-
grams for disturbed children completed by Morse, Cutler,
and Fink (1964) in which they formulated seven descriptions
of programs. Only four were utilized in development of the
TOQ. The descriptions for classroom approach were gener-
ated from the previously discussed notions of permissive
and structured programs. The teacher is asked to choose
an educational framework which is most and least descrip-
tive of the manner in which he functions in the classroom
under both current and ideal conditions. The teacher is
also asked to make a choice of classroom approach on a four-
point scale which ranges from permissive-need acceptant to
structured-interference oriented. Corresponding titles
for descriptions of educational framewofk and classroom
approach were given in Chapter 1I.

The TPS was scored by hand with stencils made for
each scale from blank TPS answer sheets. The scores for
each item on both forms of the TPS, the total score for each
scale from the TPS, and the five choices form the TOQ along
with the teachers identifying number and sex were transferred
to an 8 X 11 summary sheet, which was then the source of the
raw data for analysis. A check for accuracy of scoring and

transfer was performed by taking a twenty per cent random
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sample of the summary forms and rescoring them by hand, mak-
ing note of the number of errors. It was found that the

amount of scoring error was negligible.2

Procedures for Analysis

In keeping with the purposes of the study, the pre-
viously stated rationale for descriptive analysis, and the
goal of inferring to classroom behavior from assessment of
underlying needs, it was decided to emphasize configura-
tional analysis rather than conventional statistical pro-
cedures as the method for analysis of the data. To some
degree the non-linear and inter-dependent nature of the data
itself required a form of analysis where the usual statis-
tical assumptions need not apply, and yet an effective anal-
ysis could be carried out. The use of configurational
methodology has been reviewed by Gaier and Lee (1953) par-
ticularly in relation to personality profiles. They con-
tend that "there is a growing belief that a configuration
is important in its own right," and that "the discriminatory

power of a prognostic instrument is partially a function of

21n this test for accuracy of scoring, the sample of
summary forms consisted of thirty (30) forms in which there
were a total of 6000 scoring operations required. The total
number of errors was twenty-one which is less than one half
of one per cent error (the actual per cent was .35) in the
hand scoring. This low per cent of error is an indication
that there was a high degree of accuracy in the scoring phase
of the study.
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how it is scored, and that an analysis which takes into
account patterns of responses may have more predictive use-
fulness than the traditional total-score approach." (Gaier
and Lee, 1953, p. 142) Cronbach and Gleser (1953) have dis-
cussed methods of forming descriptive indices applicable to
the purpose of this study and they have formulated what they
term "A Generalized Concept of Pattern Similarity." (p. 459)

The use of configurational or pattern analysis has
been discussed by Travers, Wallen,“Reid, and Wodtke (1961)
in their study of teacher classroom behavior. They supported
the view that the validity of analysis of variables such as
underlying needs could be enhanced through use of pattern
analysis.

« + « pattern analysis procedure lends itself

logically to the prediction of complex be-

havior based upon need theory. In a situa-

tion as complex as that of the classroom it

is probable that needs interact in various
ways in determining behavior. . .

« « « in predicting the classroom behavior of

a teacher one might expect the patterns of

his needs to predict his classroom behavior

at least as well, and perhaps better, than

the absolute strength of the single needs,

(Travers, et al., 1961, p. 601)
Travers , et al. (1961) as previously stated, utlized the
TPS and found it to be a better predictor, with pattern
analytic methodology, than other similar instruments, Over-
all, they found that independent need scores (from a battery
of tests) predicted classroom behavior as well as pattern

scores. This method was not a formal configurational analysis

and some problems were encountered in defining strength of
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needs, There was also evidence of inter-correlations between
the pattern and conventional scores. Their results do, how-
ever, support the usefulness of the TPS as a predictor of
classroom behavior when pattern analysis is the method of
data analysis.

The specific method utilized in the study was Hier-
archial Classification by Reciprocal Pairs (HICLASS) through
which it was possible to classify the persons who partici-
pated in the study into types, or clusters, according to
McQuitty's specific definition of a type. McQuitty has
described a type and the methods for generating types as

follows:
a) McQuitty's definition of a type:

« « « every 'member' of a cluster is more like
every other 'member' of a cluster than it is
like any 'member' of any other cluster. 'Mem-
ber! is here used in the first level of classi-
fication to refer to the items; but in the
second it refers either to a reciprocal pair
of items, or an item with a reciprocal pair of
items, or an item with a reciprocal pair, or
an item with an item, and in a later level it
refers to a reciprocal pair of pairs of items,
etc.; 'member' refers to the variables between
which the indices mediate at any level of
classification. The classification proceeds
by selecting the reciprocal pairs from every
matrix at every level of classification until
the classification is completed. (McQuitty,
1964, p. 451)

Hierarchial Classification by Reciprocal
Pairs possesses at least three unique advan-
tages: (a) it classifies all data into clusters
which are redefined and presumably become more
dependable as the analysis proceeds, (b) it
does not superimpose the form of the structure,
and (c) it indicates whether the classification
is dimensional or typal. (McQuitty, 1964, p. 452)
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b) Description of the method:

Hierarchial Classification by Reciprocal
Pairs is a statistical method for classifying
people (institutions or other objects) into a

hierarchial system based on indices of asso-
ciation between them. (McQuitty, 1964a, p. 1)

The method selects initial pairs of ob-

jects which are indicative of types in terms

of common characteristics and generally ex-

pands and improves the types by incorporating

additional objects and by eliminating charac-

teristics which are irrelevant to the descrip-

tion of the types. The method realizes both

types of any size and successive levels of

classification while at the same time limit-

ing itself to reciprocal pairs. (McQuitty,

1964a, p. 1)

A matrix of interassociations between each variable
and every other variable (item scores from the TPS, by
groups) was generated. The measures of association used
were agreement scores computed as part of the program for
HICLASS available at the Michigan State University Computer
Laboratory. All of the HICLASS procedures were performed
on the Control Data Corporation 3600 Computer operated by
the Laboratory. (Michigan State University: Computer Insti-
tute for Social Science Research, 1964).

Several HICLASS analyses were performed to meet the
tests of the stated hypotheses. HICIASS analysis was per-
formed for teacher and contrast groups, for the individual
sub-groups by treatment setting, for sub-groups according
to TOQ profile, and by sex. Table 3 gives a presentation

of the analysis populations, the sub-groups involved, and

the respective numbers of respondents in each group.
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The output from the computer program was inspected
for accuracy by checking the original matrices and examing
them for reciprocal pairs. Notation was made of the numbers
of reciprocal pairs and the number of agreements for each
reciprocal pair at each hierarchial level in order to de-
termine the point at which the obtained patterns (hierarchial
types) were most valid, and to determine the common charac-
teristics for each reciprocal pair, by level, in each of
the typal analyses. In this manner it was possible to order
the emergent types by magnitude on a continuum as either
(a) very strong (the type with the highest number of level
one and level two reciprocal pairs), (b) strong (the type
with the next highest number of level one and level two
reciprocal pairs) and so forth including, (c) weak, and
(d) insignificant. No descriptions were made for specific
plots in which there was no pattern or type.

When the types within each analysis group were iden-
tified by structure (number of persons composing the type)
and by magnitude (number of reciprocal pairs) (McQuitty,
1964a, p. 3), the various styles were formulated by plotting
the mean TPS scores (the ten underlying motives listed in
Appendix A according to the format utilized by Stern, et al.
(1960) in their development of the TPS. The first four
motives form the "child centered (permissive)" behaving
style and the last four form the "teacher centered (struc-

tured)" behaving style with motives critical and status
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striving falling into either of the two basic behaving styles.
(Stern, et al., 1960, p. 43) On each plot the TPS scores
(range 10 to 60) were marked to indicate low and high motive,
thus giving a measure of strength of behaving style for each
of the analysis sub-groups.

No further analysis, beyond use of mean scores, was
attempted in view of the nature of the data generated by use
of the TPS., This is in keeping with the preservation of the
underlying order of the data as suggested by Lorge (1950).
The configurational analysis was of sufficient strength
that it was possible to formulate the behaving styles and
remain within the framework of descriptive analysis which
was specified in the initial section of this chapter.

One method of analysis of responses to the TOQ was
by frequency distributions and percentage representations
of the choices of the various groups of teachers.3 Another
method of analysis of responses to the TOQ was by determin-
ing the relationships between choices of current and ideal
educational frameworks. This analysis was by Pearson pro-
duct moment correlation performed on the Control Data Cor-
poration 3600 Computer operated by the Michigan State Uni-

versity Computer Laboratory. (Michigan State University:

3Analysis of the TOQ responses was carried out for
the teachers only since it required responses based upon cur-
rent performance in a classroom for disturbed children.
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Agricultural Experiment Station, 1963). The procedure for
test of significance of correlation coefficients according
to McNemar (1949) was also utilized. Finally, the TOQ re-
sponses were formulated into three basic patterns based
upon the combinations of responses to choice of educational
framework and classroom approach. The titles of the indi-
vidual paragraphs of the TOQ were listed in Chapter II, under
Definitions of Specific Terms. In the formulation of the
three basic patterns, paragraph 1 (Psychiatric Dynamic) and
paragraph 3 (Psycho-educational) of Form I: Educational
Framework and paragraph B (responses 1 and 2) of Form II:
Classroom Approach were denoted as representing the unstruc-
tured (permissive) orientation while paragraph 2 (Psycholog-
ical-Behavioral) and paragraph 4 (Educational) of Form I:
Educational Framework and paragraph A (responses 3 and 4)
of Form I1: Classroom Approach were denoted as representing
the structured orientation. A category of mixed Educational
Framework and Classroom Approach was also denoted. On the
basis of these derived profiles the third HICLASS analysis,
previously noted, was generated. Finally, various frequency
distributions and percentages of TOQ responses were utilized
where they would enhance the basic analysis scheme,

The final HICLASS analysis procedure was according
to sex of the teacher group. In the initial stages of the
analysis it was determined that the number of male teachers

in this study (and by inference, the percentage teaching
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emotionally disturbed children) was much higher than the per-
centage of male teachers in the total teaching profession.4
It was decided to include the sex dichotomy as part of the
total analysis.

The specific statistical procedures utilized were
the Mann-Whitney U Test (Siegel, 1956) and the Kruskal-Wallis
One Way Analysis of Variance (H) (Siegel, 1956). The U is
a nonparametric statistical test for two independent samples
when at least an ordinal level of measurement has been
achieved and the H is utilized for independent samples.
These tests were used to test the null hypothesis that there
were no statistical differences between identified behaving
styles, where magnitudes were equal. The .05 level of
significance was set as significant for acceptance or rejec-
tion of the null hypotheses. The achieved level of signifi-
cance is reported for all of the statistical tests which

were carried out.

4In this study there were 52.1 per cent males and
47.8 per cent females in contrast to the national average
for all classroom teachers reported by the National Educa-
tion Association (1963). "In 1950, only 21.3 per cent of the
public school teachers were men. The percentage has been
increasing since the low of 14.1 per cent in 1919-20, Cur-
rently 31.3 per cent of the public school teachers are men."
(National Education Association, 1965)



CHAPTER IV

PRESENTATION AND ANALYSIS OF THE DATA

In this chapter the data gathered by the procedures
described in Chapter III is presented, analyzed, and inter-
preted. The two basic sources of data for the study were
teacher's responses to the TOQ and teacher's and contrast
group responses to the TPS, The sequence of presentation
of data will be first, to present the results of the
analysis of the teacher's responses to the TOQ and then the
results of the HICLASS which was partially based upon the
profiles generated from TOQ data. This procedure for pre-
sentation and analysis appears to enhance the descriptive
emphasis of the study and also, to allow for testing of the

main hypotheses of the study.

Analysis of TOQ Responses

The first procedure was to attempt to determine the
predominant choices teachers made in response to the TOQ.
It was possible to categorize responses to the TOQ as either
"permissive" or "structured" orientations according to the
previously noted criteria concerning dynamic or learning
theory substrata. These criteria have been noted in Chapter

II1 and in Chapter III1. The teacher's responses to Form I

71
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(Educational Framework) represents a theoretical choice per-
taining to methods of teaching disturbed children and Form
I1 (Classroom Approach) represents a similar choice per-
taining to the process of teaching. Thus, by tallying the
teacher's choice of current educational framework (EF) and
classroom approach (CA), by group, a measure of consistency
of theoretical approach was generated. Table &4 presents the
combined data on "current-most" educational framework and

classroom approach for all teachers and for each treatment

TABLE 4

NUMBERS AND PERCENTAGES OF TEACHER RESPONSE TO TOQ CURRENT
EDUCATIONAL FRAMEWORK AND CLASSROOM APPROACH ACCORDING TO
THE PERMISSIVE-STRUCTURED DICHOTOMY

———— e

Educational Framework Classroom Approach@
Group Permissive|Structured | Permissive|Structured
N % N % N % N %
Teachers,
All 62 53 54 46 31 26 84 73
Mental
Hospital 14 63 8 36 2 9 20 90
Intensive
Treatment 20 63 12 37 7 22 24 77
Residential
Treatment 10 45 12 54 4 18 18 81
Training
School 15 48 16 51 15 48 16 51
Public
School 3 33 6 66 3 33 6 66

4one teacher did not respond to this form.

setting group. On the whole, more teachers choose the per-
missive mode of educational framework (method of teaching)

while fewer teachers choose the permissive mode of classroom
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approach (process of teaching). The respective percentages
from the table are 53 per cent and 26 per cent. The oppo-
site pattern of choice exists for the structured approach
with 46 per cent of the teachers choosing the structured
educational framework and 73 per cent choosing the structured
classroom approach. These percentages would seem to indicate
that teachers of disturbed children make a definite separa-
tion between the methods of teaching and the procéss of
teaching. The percentage dif ferences seem to substantiate
this finding for the total group of teachers, A similar
comparison can be made for each treatment setting group from
the data within Table 4. These frequencies and percentages
give, in effect, a measure of consistency of choice for each
treatment setting group. A group can be termed consistent

in method and process where its collective percentages for
permissiveness or structure are uniformly high on both di-
mensions and inconsistency is noted where a group's collec-
tive percentages are high onone dimension and low on another.
In Table 4 the mental hospital and intensive treatment groups
have higher EF permissive percentages and higher CA struc-
tured percentages indicating a mixed pattern which is incon-
sistent in terms of total theoretical orientation. The
training school and public school groups have the reverse
mixed pattern with concomitant inconsistency. The residen-
tial treatment group is completely consistent, This trend

seems to reflect a preference by teachers in training schools
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and public schools special classes for the structured, learn-
ing theory mode within a permissive classroom atmosphere
while the mental hospital and intensive treatment groups
prefer permissive methods within a structured classroom at-
mosphere. The residential treatment group prgfers uniform
structure. The training school and public school groups
are, by tradition and purpose (see descriptions in Chapter
I1), oriented toward continuing academic performance and re-
education (both have learning theory substrata) while the
mental hospital and intensive treatment (the group with the
largest percentage dif ferences) are oriented, in theory,
toward therapeutic education (dynamic substrata) and re-edu-
cation, within the concept of psychiatric team treatment

of disturbed children. The residential treatment group is
appropriately between the two major orientations as its
description and purposes indicate.

The teacher's responses to the TOQ included choices
of both current and ideal educational framework which was
most and least descriptive of their classrooms., This for-
mat generated a measure of the relationship which existed
between the educational frameworks in which the teachers
perceived themselves as most and least comfortable., Pearson
product moment correlations (r) were computed, on the Michi-
gan State University Computer Laboratory CDC 3600 Computer,
for both sets of measures. The resulting r's were tested
for significance according to the procedure recommended by

McNemar (1949) wherein the t-test with N-2 degrees of freedom
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was computed for samples with N{30 and a critical ratio (CR)
was computed for samples with N)30. Where the CR was greater
than 2.58 the corresponding r was denoted as significant.
Table 5 presents the correlation between current and ideal

EF which are most and least descriptive for all teachers and
for each treatment group. The level of significance, where
appropriate is also indicated for each r. These r's served
as an additional indication of consistency of response to

the TOQ by separate groups and also as an index of the rela-
tive group satisfaction with current program. Where the r
for most descriptive ("What I do now and what I would like

to do.") is lower than that for least descriptive ("What I

do not do and what I would not do."), an assumption of sat-
isfaction can be made for the group. Only the intensive
treatment group reflects definite dissatisfaction. The trend
toward dissatisfaction is strong for all teachers, for the
mental hospital and public school groups (where both r's

are significant) and more limited for other groups.

The final procedure for analysis of the TOQ was by
formulation of the choices from Form I and Form II into
patterns which would be consistent for each individual within
treatment groups. This was accomplished by dichotomizing
the teacher's responses into the previously noted permissive
and structured modes and then combining the EF and CA dicho-
tomized responses into consistent patterns for each indivi-

dual within the various treatment setting groups. Thus,
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TABLE 5

CORRELATIONS BETWEEN CURRENT AND IDEAL EDUCATIONAL
FRAMEWORK WHICH ARE MOST AND LEAST DESCRIPTIVE
FOR ALL TEACHERS AND FOR EACH TREATMENT GROUP

m

Most Descriptive | Least Descriptive
Group N r CRor t r |[CRort

Teachers, All 119 | .30 3.33% 61| 6.77%
Mental Hospital | 22 | .38 | 1.832 76| 4.01P
Intensive

Treatment 32 .59 5.37% .39 2.16°
Residential -

Treatment 22| .o008| N.s. .48 | 2.44F
Training School 34 .23 1.32d .55 3.152
Public School 9 .66 2.32 81| 3.65

*Significant CR

a. p>.10<.,05; b, p>.0l; c. p>.05<.02

d. p= .05; e. p»>.0l
when an individual teacher's response to EF and CA were both
structured choices it could be assumed that his stated orien-
tation to teaching disturbed children follows those approaches
which have learning theory substrata, and similarly, the
reverse, for those with the permissive orientation. A third
group of teachers was also identified. They were termed
eclectic or mixed as their choices relect either the struc-
tured mode of educational framework and the permissive mode
of classroom approach or the opposite pattern. The first
mixed group (structured EF and permissive CA) will be referred
to as "Mixed-Orientation A" and the second mixed group
(permissive EF and structured CA) will be referred to as
Mixed-Orientation B." Table 6 presents the grouped data for
teachers choices of structured, permissive and mixed theoret-

ical orientations.



77

TABLE 6

NUMBERS AND PERCENTAGES CF TEACHERS CHOOSING STRUCTURED,
PERMISSIVE, OR MIXED THEORETICAL ORIENTATIONS

(EF AND CA)
— —_— —_—— —— e ———— ——— — |
G Group | Structured | Permissive | Mixed
roup N N % N % N %
Teachers, All 1172 40 34 19 16 |58 49
Mental Hospitals 22 7 32 1 4 14 64
Intensive
Treatment 31 8 26 4 12 19 61
Residential
Treatment 22 11 50 3 14 8 36
Training School 33 9 27 9 27 15 45
Public School 9 5 55 2 22 2 22

& Two respondents did not respond to both EF and CA

Thé majority of all teachers (58) preferred the
mixed orientation when the responses are taken as a whole,
No group has a majority choice of the permissive approach
while the mental hospital and intensive treatment groups
have more than fifty per cent choice of the mixed approach.
The residential treatment and public school groups have more
than fifty per cent choice of the structured approach. The
training school group tends toward the mixed approach
although a relatively high percentage of teachers in that
group choose the permissive approach., It is to be noted
that training school teachers choose the permissive approach
more than any other group. To some degree these results are
consistent with those derived from Table 4, The mental
hospital and intensive treatment responses for method and
process choices are consistent in their collective advoca-

tion of a mode which emphasizes treatment and education.
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The residential treatment group continues in its structured
orientation as in the previous analysis. The training
school group continues as mixed in orientation. However,
the public school group now becomes structured in its total
orientation. Table 7 summarizes the highest percentage
choices from both analyses and indications are given of

the size of the per cent, where appropriate.

TABLE 7

SUMMARIZATION OF HIGHEST PERCENTAGES OF GROUP CHOICE
OF THEORETICAL ORIENTATION TO TEACHING
EMOTIONALLY DISTURBED CHILDREN

Dichotomized Only Dichotomized
Group _(Table 4) and Combined,
EF CA (Table 6)
Teachers, All Permissive | Structured Mixed**
Mental Hospital | Permissive | Structured Mixed**
Intensive
Treatment Permissive Structured Mixed*
Residential
Treatment Structured Structured Structured*
Training School Structured Permissive Mixed**
Public School Structured Permissive Structured¥*

* 50% choice by total group

** 45% choice by total group

This final form of patterns by structured, permissive,
and mixed was utilized for a HICLASS analysis which included
a further differentiation of the mixed pattern although no

further frequency analysis was computed for the mixed group.

Results of HICLASS Pattern Analysis of TPS Data

Sixteen separate HICLASS were carried out on the data

from the TPS., The method for determining the level at which
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the obtained patterns (hierarchical types) were most valid,

and for determining the common characteristics for each

reciprocal pair, by level, for each of the analyses was

given in Chapter III.

The corresponding tables for num-

bers of reciprocal pairs and mean number of agreements by

level are given below.

TABLE 8

NUMBER OF RECIPROCAL PAIRS AND MEAN NUMBER OF
AGREEMENTS BY HIERARCHICAL LEVEL .

.

8a . . « For Teacher and Contrast Group
Teacher Group; N=119 Contrast Group; N=29
Hierarchical| Reciprocal | Agreements | Reciprocal | Agreements
Level Pairs Pairs
1 18 44,2 6 46.6
2 8 40.1 2 39.5
3 11 38.9 2 40.0
4 8 37.3 1 39.0
5 7 30.7 2 27.5
6 4 29.2 2 20.5
7 3
Total 56 40.4 15 38.4
8b . . For Groups According to Treatment Setting
Mental |Intensive| Residen. |Training| Public
Hierarchical | Hospital |Treatment|Treatment|_ School | School
Level P| X P pP| X |[Pp|] X |P| X
1 5 (37.4 4 [ 43,5 4 (38,74 |41.7 |2 |38.0
2 2 |35.5 4 139.0 4 |31. 2 141.0|1 |30.0
3 2 129.0 3 135.6 2 126.0| 4 |35.5]1]28.0
4 11}27.0 3 ]31.3 3 132.3
Total 9 |38.1| 14 |37.3| 10 |33.4|13 |37.5]|4 |33.5
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gc . . For Groups According to TOQ Profiles:
Structured and Permissive
Structured Permissive
Hierarchical Orientation - Orientation
Level Pairs Mean Pairs Mean
1 7 40,1 5 37.4
2 5 34.4 2 29.0
3 1 36.0 2 25.1
4 3 32.3
5 2 25.5
6 1 29.0
Total 19 35.0 9 32.8
8d . . . For Groups According to TOQ Profiles: Mixed
Mixed
Hierarchical |Orientation, all Mixed-1 Mixed-2
Level Pairs Mean Pairs | Mean | Pairs | Mean
1 12 42 .0 3 38.0 10 41.1
2 7 37.5 3 31.0 5 35.2
3 4 33.7 1 36.0
4 3 29.0 2 32.0
5 2 26.5
Total 26 38.0 6 34.5 20 37.0
8¢ . . . For Male and Female Teachers
Male Teachers Female Teacher
Hierarchical Pairs Mean Pairs Mean
Level Agreements Agreements
1 8 44 .5 11 39.7
2 5 39.4 5 36.6
3 7 36.8 2 37.5
4 3 35.3 4 33.7
5 3 33.6 2 33.0
6 1 36.0 4 28.7
7 2 26.0
8 2 26.0
Total 30 37.3 28 36.1
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While there is no specifically advocated point at
which patterns cease to be valid, in this study no further
members were included in a pattern when the number of agree-
ments were below thirty at a particular level. This, by
professional judgment, represented a sufficient number of
agreements within a matrix which was built on a 100 item
test, The HICLASS method itself emphasized selection of
the common characteristics of types and the elimination of
characteristics which are irrelevant to the type, thereby
giving additional assurance of the validity of the ob-
tained patterns.

1. Behaving Styles for Teachers
and Contrast Groups

The analyses were carried out for groups as indi-
cated in Chapter II1. The first analysis was for all teachers
and contrast groups. Eleven types of teacher responses and
three types of contrast group responses were identified
along with two separate types for under graduates and one
for graduate students. Table 9 presents the Mean TPS Scale
scores for type identified, the magnitude of the type, and
the number in each type for all teachers. One additional
type with very low magnitude is not included in the table.
The analysis for all teachers yielded one very strong type,
three strong types; five weak types, and two insignificant
types. The very strong and strong types are the basis for

formulation of behaving styles I through IV for all teachers.

Figures 1 - 4 present pictorial representations of the
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behaving styles which were formulated. Behaving Style-1
gives a picture of a relatively higher permissive orienta-
tion than structured although all scores fall within the
median range on the scale., Attention is called to motives

{M) rebellious and status-striving, both of which become

part of the permissive style, thereby indicating a teacher
who looks for change, possibly through innovation and who
finds considerable identification with education as the
profession in which this gratification is found. This
general style might well be denoted as one which emphasizes
moderate permissiveness and change. Other features of this

style are its low M dominance and its higher M dependency

giving a picture of relative assurance of personal value
but a need for support from appropriate authority. The
second behaving style gives a picture of strong acceptance
of the permissive orientation and yet relatively closely
following acceptance of the structured orientation parti-

cularly M orderliness and dependency. Included in this

picture is the lower acceptance of M preadult-fixated. Once

again, M rebellious and status-striving fall into the per-
missive orientation and together take on an innovative
effect. This pattern reflects a teacher who recognizes the
need for structure and dependence within an innovative,
nurturant atmosphere yet maintaining appropriate status as

an adult. This pattern is a reflection of a strongly thera-

peutic teacher, one who must maintain structure and yet rely
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upon appropriate authority (a therapist, for instance) for
direction., The third behaving style is one of commitment

to the permissive orientation, While this teacher haé high
feeling for children (high M nurturant and lower M dominance)
the intermediate acceptance of M preadult-fixated and M non-
directive indicates an attitude of insecurity around the
ability of the children to possess self-direction, therefore,
this teacher remains an adult and attempts to control the
children by personal display of self (high M exhibitionistic)
probably through affection (high M nurturant). The innova-
tive combination is broken also as M rebellious now becomes
part of the structured orientation, indicating agneed to
maintain an atmosphere without change or of one who deter-
mines in advance the stage upon which he will perform and
then maintains an unchanging role, The pattern could well
be denoted as one an undecided per former who teaches dis-
turbed children for the status it brings but also for the
purported help which is brought to the children, The fourth
style emphasizes higher structure especially M dependence
and M orderlinesg within a strongly permissive orientation

featuring high M nurturance and M preadult-fixateds M

exhibitionistic and pondirective are approximately equal.
This teacher appears to be one who has strong feeling for
children and achieves great satisfaction from strong iden-
tification and participation in children's activities, in

fact one who purports, in a controlled fashion, to be able
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to show by personal example how childhood is to be experienced;
Within this style is a high need to maintain dependency upon
appropriate authority and through it regulation of inter-
personal relationships with adults, This teacher is essen-
tially a dependent identifier with children who is able to
maintain a structured learning environment yet allowing self-
direction on the part of the children, There appears to be

a dichotomy in interpersonal relationships with substantial
differences in child and adult relationships,

Three sepﬁrate analy;es were-carried out for the
student contrast group. These included a comprehensive HICLASS
for all students and individual analyses for undergraduates
and graduate students, Table 10 presents the Mean TPS Scale
scores by type identified, the magnitude of the type, and
the number in each type for student contrast groups, One
additional type for graduate students is not identiffied due
to its very low magnitude, The one type, although weak, is
described for graduate students while the very strong and
strong types are the basis for formulation of Behaving
Styles I and I1 for all the contrast group and for single
behaving styles for undergraduate and graduate students.,
Figures 5 - 8 present pictorial representations of the be-

having styles which were formulated,
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TABLE 10

MEAN TPS SCALE SCORES BY TYPE AND MAGNITUDE FROM
HICLASS ANALYSIS: STUDENT CONTRAST GROUP

Contrast Group | Undergraduate | Graduate
All, N=29 N=20 N-9
_,J—T_— ——
IPS Scales |7 ¥STIT,SHILI| LV3 | ILW | LW
N=28| N=4 [ N=7 | N=14 | N=6 N=7
1, Practical 30,2|34,0{25.8 | 29.4 | 32.8 29,5

2. Status-~
Striving 45,5141,2| 37,2 49,8 43,3 35,7

3, Nurturant 49,5|41,0]37.2 | 50,1 | 42,1 43,2

4, Nondirec-
tive 51.,5(41,2]| 36,1 5144 | 43,5 45,0

5. Rebellious 38,8138,2| 31,8 40,5 36,1 31,4

6. Preadult-
Fixated 48,9[32,5]1 36,8 | 48,5 40,1 45,5

7. Orderliness | 26.2|2642|27.8 | 28,4 | 32,5 20,0
8. Dependency | 31,7|30,0/29,2 | 32,8 | 35,3 27.4

9, Exhibition-
istic 4747140403544 | 4943 | 43.0 39,1

10, Dominance 2340]2640| 2444 | 24,7 | 2345 15.8

The first behaving style for the combined contrast
group is decidedly permissive with high M nondirective and
preadult-fixated, High M status-striving enters this- style
also, Thus, we have a somewhat classical picture of the
student preparing to become a practitioner., Essentially
the student gives a picture of high need to relate to
children, to allow them self-direction (note the high M
nondirective and the concomitantly low M dominance) and
strong need for personal display and identification with

children, Their identification with the teaching profession
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is also high, Of particular interest is the low need for
order and moderate need for dependence and pragmatic con-
cerns, The overall pattern reflects an intense identifica-
tion with teaching and children with lesser concern for the
practice of teaching which, of course, few of these students
had experienced, The additional, separate analyses for
undergraduates and graduates were carried out to determine
more clearly the type of pattern and style which would dif-
ferentiate those with no actual teaching experience;
Figure 6 shows the second behaving style for all contrast
group and reflects a fairly conservative style, yet main-
taining low need for dominance and order, There is only a
trend toward the permissive style, but with relatively little
identification with children and an undifferentiated struc-
tured style. The low number of cases in this style suggests
that a highly individualistic pattern is operating and that
perhaps more intensive assessment is required before a de-
finite description of this style can be made,

The separate HICLASS revealed a style, shown in
Figure 7, which is similar to Behaving Style I for the con-
trast group, but with much stronger motives expressing a
primary pattern of permissiveness, Style I for Undergraduate
Students reflects stronger identification with children and
maintains the lesser concern for the actual practice of
teaching. The final behaving style, although of weak

magnitude, is for graduate students and is given in Figure 8,
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Since the magnitude of this type is weak, caution must be
exercised in interpreting the behaving style, The features
of this style are the low M dominance and orderliness, and
the high M preadult-fixated and nondirective with other
motives spreading themselves within the intermediate range;
This pattern reflects unusually high self-concept on the
part of the respondent and an intertest in personal inter-
action with children, through participation in which chil-
dren are able to be self directing, The M nurturant and M
exhibitionistic, in combination with other high motives;
seem to indicate a person who welcomes a display of their
own personality and a great deal of feeling for children;
Essentially, this is suggestive of a counselor or therapist
pattern, yet maintenance of status as a teacher (note M

status-striving) is evident,

2, Behaving Styles for Treatment
Setting Groups

The first HICLASS analysis for treatment setting
groups consisted of teachers from state mental hospitals,
Three types were identified, including two of strong magni-
tude, one of weak magnitude, One group of subjects was
very poorly distinguished by magnitude as a type, Table 11
presents the Mean TPS Scale scores by type and magnitude for
this analysis, The two strong types are the basis for for-
mulation of Behaving Styles I and Il for the mental hospital

group, Figure 9 gives a pictorial representation of these
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behaving styles, Behaving Style 1 is characterized by low
M dominance, dependency and rebellious indicating low need
for structure or teacher direction while there is a more
overt, yet intermediate pattern of permissiveness especially
featuring M exhibitionistic and M preadult-fixated which are
slightly lower than M nurturant and nondirective. This
style seems to reflect a relative degree of need for inde-
pendence (low M dependency) and a definite need to maintain
the status-quo (low M rebellious)., Seemingly indicated

here is also rejection of authority and the need for super-
vision and guidance of their own activities while maintain-
ing a reasonable facade of professional dignity with the
children, This pattern, in relation to the intermediate
degree of permissiveness or child centered attitude, with
its equal nded for identification with children and expres-
sion with some feeling for chil@ren and willingness to let
them be self-determining, seems to reflect a "don't rock the
boat, kids, I feel for you but we can't change" style of
behavior, In other terms, particularly relevant to the
mental hospital, the style reflects institutionalization

on the part of the teacher. Behaving Style 1l is quite dif-
ferent, It features a primary permissive pattern with high
feeling for children and willingness to let children be
self-directing along with teacher willingness to display
self and be identified with children (high M exhibitionistic

and preadult-fixated) as a teacher (high M g;g;gg:gg;;x;gg);
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At the same time, there appears to be some tendency for
change and innovation and reliance upon authority (inter-
mediate M rebellious and dependency) and a great deal of
jdentification with need for change in the instrumental
values of teaching (M practical higher than M rebellious)
and possible some tendency toward rejection of authority,
supervision and guidance, The relatively low M dominant
and orderly, in context with the other two overt motives of
the structured pattern reflects a focus on independence

and rejection of organization from above and doubt concern-
ing prohibitions which authorities or supervision imposes;
This teacher seems to represent one who is highly identified
with children and who strives to maintain a high degree of
status far the teaching profession while at the same time
is somewhat hostile toward authority.

The second HICLASS analysis for treatment setting
groups consisted of teachers in intensive treatment, train-
ing, and research facilities, Three types were identified,
including two of strong magnitude and one of weak magnitude,
Table 12 presents the Mean TPS Scale scores by type and
magnitude for this analysis. The two strong types are the
basis for formulation of Behaving Styles I and II for the
intensive tgyeatment group, Figure 20 presents a pictorial
representation of these behaving styles. Behaving Style 1
is characterized by its primary permissive patterns with

complimentary lower M preadult-fixated and relatively low M
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dominance and orderly while the more intermediate M Qracticai;
dependency, and rebellious contribute to the pattern in terms
of calculated detachment, reasonable need for change and
innovation, and high identification with teaching. There
is some reliance upon authorities for guidance although
this teacher seems to have faith in the ability of children
to change (high M nondirective and relatively high M gdebel-
lious) and is secure about his own ability to maintain respect
for children without completely identifying as a child (high
M nondirective and lowered M preadult-fixated in the child
centered pattern, This teacher reflects a style of control-
led-permissiveness, Behaving Style Il is very similar with
an increase in M nurturant, possibly revealing a person with
high empathy for children and high need to be with and en-
gage in innovative activity with children, although maintain-
ing effective control, with supervision, This is especially
noted in the generally higher mean scores for structure and
the combination of M practical, dependence, and rebellious.
This teacher reflects a style of high empathy with children
and calculated control for fostering change in the classroom.
One additional feature of this type is that all of the sub-
jects identified in this type are from a single intensive
treatment setting.

The analysis of the TPS Responses of teachers from
residential treatment settings revealed three types.,

Table 13 presents the essential information pertaining to
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magnitude and number of persons constituting these types,
The two strong types form the basis for the Behaving styles
shown in Figure 11, It should be noted that with the ex-
ception of a single motive (nurturant for Behaving Style II)
that all the motives fall within the intermediate range
although there is some spread from highestlto lowgst within
the styles,

The implication of these intermediate scores is the
possibility of evenly balanced patterns with outstanding
features, Behaving Style 1 tends to focus on permissive-
ness with lower M preadult-fixated and rebellious indicating
a balance between identification with children and adults
and well developed need for change and criticism, In
addition, the secondary structured pattern is fairly well
developed and there appears to be need for reliance upon
authority and a lack of concern with the tangible goals of
teaching. This style reflects a dedication to teaching
with calm assurance, Style lII features high M nurturant,
relatively high M dependent which is equal with M rebellious,
exhibitionistic, preadult-fixated, and ondirective, Motive
dominance also interacts in this style, The separate pat-
terns are not well defined although permissiveness is more
dominant than structure, It appears that this teacher is
very supportive but yet somewhat directive of children and

seeks change while maintaining some status as an adult

(equal M dominance and preadult-fixated), There is relatively
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high dependence upon direction and some concern over main-
taining control within a pupil-centered classroom; This
style reflects dedicated manipulation of children through
directed use of self in an atmosphere of controlled free-
dom, One additional feature of Behaving Style Il is that
four of the seven individuals who form its basic type all
represent a single residential treatment setting.,

The analysis for training school teachers yielded
one strong type, three insignificant types, and one group
with very low magnitude. Table 14 presents the essential
information pertaining to magnitude and number of persons
constituting these types, The behaving style farmulated
from the single strong type is shown in Figure 12,

This behaving style features wide variance in indi-
vidual motive scores and a uniqueness characterized by a
lack of definate formulation of either pattern, There are
equally high M gstatus-striving and nurturant, rebellious
and exhibitionistic, and dependency and preadult-fixated.,
There appears to be high need for personal status and crit-
icalness at one point (M rebellious, status-striving and
exhibitionistic) and at another point there is high need to
relate to children and to maintain a pupil centered class-
room (high M nondirective and relatively low M dominance).
The interaction of M dependency and M preadult-fixated and
of dependency with rebellious is noteworthy, The first

interaction reflects a need for direction from without as
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if in their (teacher's) identification with children they
interact in an aquiesent manner with authority; There is
also high need for personal status which over shadows the
high need to relate to children and their identification
with deprived groups, This style reflects a mixture of.
high needs and strong dependence and status-~seeking complex,

The final analyses for treatment setting groups was
carried out for public school teachers, Table 15 presents
the mean TPS scale scores by type and magnitude; There
were two strong types identified and they are formulated as
behaving styles in Figure 13,

The first behaving style is decidedly permissive as
shown by the high M exhibitionistic, nurturant and nondirec-
tive with relatively high preadult-fixated and high gtatus~
striving entering the picture, The relatively low M
dominance and orderliness confirm the permissive picture,
There is acknowledgement of identification with children as
a teacher, but there is a tendency to maintain an unchanging
mode (low intermediate M rebellious) and to fpcﬁs attention
upon the instrumental rewards of teaching (intermediate M
practical)s In addition, there is some need for dependence
upon authority for guidance, although the rejection of order
and organization would seem to initiate attempts by author-
ities to bring guidance and organization to the classroom,
This style reflects desire for freedom and relatively un-

changing, disorganized behavior in the classroom, Behaving
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Style 11 reflects similar disorganization with higher in-
volvement with children and high need for child centered
activity rather than teacher display (M nurturant, nondir-
ective, exhibitionistic, and orderliness interact). There
appears to be little interest in the instrumental rewards
of teaching, but high need for the status which accompanies
teaching (low practical and high status-striving). Motive
rebellious in combination with motives nurturant and non-
directive along with depressed motive exhibitionistic re-
flects a tendency toward high need for change and innova-
tion of child centered activity. There also appears to be
the similar disorganization and rejection of authority with
concomitant self-assurance (low M dominance), as in Behaving
Style I, This style reflects an unorganized innovator who
is always trying new activities, probably in a highly free

and child centered atmosphere,

3. Behaving Styleg for
I0Q Profile Groups

The teachers in the study were classified into one
of three profiles according to their responses to the TOQ,
The method for determining these profiles and the profiles
themselves have been described earlier in this chapter and
in Chapter 11I, Separate HICLASS analyses were carried out
for the TOQ profile groups to attempt to establish a rela-
tionship between the teachers'! theoretical orientation and

their corresponding underlying motivation.
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The first analysis was for the group who indicated
a consistent structured orientation, Table 16 presents the
essential information for two strong types, one weak type,
and one insignificant type, The corresponding strong be-
having styles are shown in Figure 14,

Behaving Style I has a diffusely controlled permis-
sive quality indicated by the relatively low M dominance and
orderliness in conjunction with high M nurturant and non-
directive. Additional interactors are intermediate M depen-
dence and rebellious, indicating some willingness to innovate
but with guidance and supervision which is controlled, Low
M dominance and the concave M preadult-fixated indicate a
degree of self-assurance as a teacher (high M status-striv-
ing). This pattern is similar to Intensive Treatment Behav-
ing Style 1 (Figure 10) in its structured pattern and in
Training School Behaving Style 1 (Figure 12) in its permis-
sive patterns, The more intermediate degree of dependence
in combination with the self-assurance expressed by low M
dominance, characterizes this style, It does not reflect a
structured style emphasizing learning theory or condition-
ing substrata. This style reflects a teacher who is highly
invested in controlled freedom, Behaving Style Il features
control and structure by a person with blunted feeling for
children shown by the interaction of M nurturant and pre-
adult-fixated while at the same time there is not a great
deal of need for self-display either on the part of the

teacher or provision for children to display self (inter-
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action between M exhibitionistic, nondirective, and dominance).

The relative flatness of this entire profile suggests gener-
alized restruction of affect and control of expression of
feelings, thereby reflecting a style based upon control and
constructure,

Table 17 presents the mean TPS scale scores by type
and magnitude for the TOQ permissive profile group; One very
strong, one weak and one insignificant type was identified;

Figure 15 presents the behaving style which was
formulated from the very strong type. Permissive Behaving
Style 1 is characterized by high permissive need and relative-
ly high need for change and innovation while M orderliness
and dependency reflect an awareness of the need for control
and supervision of this permissiveness. This style also has

the concave M status-striving (within the permissive pattern)

and the low need dominance (within the structured pattern);
this seems to reflect a focus on security and awareness of
self on the part of the teacher, This pattern reflects a self-
assured permissive teacher, and its strength of permisgsive
pattern is similar to Behaving Style I for Undergraduate
Students.

The next HICLASS analyses were carried out for the
Mixed TOQ groups, including a comprehensive analysis for the
entire mixed group and separate analyses for the Mixed Orien-
tation A (structured method and unstructured process) and the
Mixed Orientation B (unstructured method and structured pro-

cess) groups, Table 18 presents the essential data for the
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combined mixed group and Figures 16 and 17 show the corres-
ponding behaving styles which were formulated from the two
very strong types and the two strong types which were iden-
tified, Behaving Styles 1 and II feature M rebellious and

dependency as mediators between either a structure or per-

missive extreme, as both appear to co-vary, Style I has
lower structured needs with M orderliness standing out and
at the same time the higher permissive needs are evident,
including the equality of M nurturant and nondirective;
This is similar to Behaving Style 1 for the Public School
Group (Figure 13) in its unorganized quality and to yet
there is indication of need for control and criticism;

This style reflects an individualistic type of behavior
found in the status and professional dignity linked with
teaching disturbed children, Style 11 reflects constric=-
tion and control but a definate need for order, supervision,
and criticism of the pragmatic aspects of teaching shown

by the equality of M practical and rebellious, Motive
dependency contributes in its interaction with M preadult-
fixated as reflection of need for the children to rely upon
the teacher for direction in theilr self;éxpressions. This
style reflects a constritted-dissatisfied teacher., Style
111 (Figure 13) features a primary permissive pattern with
adult self-assurance (concave M g;éadult-f;xated and rela~
tively low M dominance and ordeglinesg). This style is es~

sentially the controlled permissive teacher shown in Figure 10
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with higher expression of empathy and personal display of
respect for children. Style IV is another in the constricted
group, similar to the style shown in Figure 12 with an in-
creased tendency toward interaction with adults (relatively
low M dominance and orderliness) and with need for super-
vision and guidance, This style reflects a well controlled,
satisfied mode éf behavior,

The first separate analysis for the mixed TOQ Pro-
file group was for the Mixed Orientation A; Two weak types
were identified and behaving styles were not formulated for
these types since their magnitude was very low and extreme
caution would necessarily limit any interpretation of the
styles., Table 19 presents the essential data for these types,

The analysis of tﬁe Mixed Orientation B profiles
identified four strong types and one insignificant type,
Table 20 presents the appropriate mean scores and magnitudes
for these types, Four behaving styles were formulated from
the strong types and Figures 18 and 19 present the corres-
ponding pictorial representations. All four styles have
relatively few persons in them and therefore typify particu-
lar sub-groups as in the case of Style I in which five of
the persons represent a particu}ar intensive treatment
setting, Style 1 features wide variance as shown by low M
dominance and relatively high M nurturant and nondirective
in combination with concave M preadult-fixated, thereby
indicating a need for identification with children, freedom
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of expression yet relative self-assurance as an adult, The
relatively low M orderliness in combination with other

structured motives and M status-striving and exhibitionis-

tic reflect a need to appear permissive with little self-
investment or personal display but the covert controlled
permissive pattern is in opposition. This style reflects

a constructed, intellectual, permissive style of behavior,
Style II is characterized by its generally high motives in
all patterns with a definite direction toward permissiveness,
This style is similar to Behaving Style Il1 for the Intensive
Treatment Group shown in Figure 10, This style reflects a
high degree of organization, feeling for children, and need
for change in both tangible and intangible goals, It also
reflects a high degree of sensitivity and empathy for
children and adults and ability to utilize the elements of
structure for the pursuit of child-centered activity.

Style 11l is a constricted permissive pattern emphasizing
relatively high identification with children (M preadult-
fixated) and the teaching profession (M status-striving).
Motive rebellious mediates this style and focuses upon an
identification with the need for change and innovation with
children, This style reflects controlled permissiveness
for reasons of instituting change in children, Style 1V is
consistent in its structured pattern shown by the eveness
of M practical, dominance, dependency, and the concave M
preadult-fixated., The permissive pattern is also clearly
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differentiated, especially by covert M nondirective. This

style is similar to Behaving Style 111 for TOQ Groups shown
in Figure 16, This is a highly individualistic form of
permissiveness and structure with M rebellious as a mediator.
This style reflects individualized behavior found in the
status of teaching disturbed children in a permissive yet
organized fashion,

4, Behaving Styles for Male
and Female Teachers

Separate HICLASS analyses were carried out for male
and female teachers in consideration of the previously noted
ratio for these groups. The analyses revealed five male
types including one of strong magnitude, three of weak mag-
nitude, and one insignificant, while there were also five
female types including one of very strong magnitude, twé of
strong magnitude, and two of insignificant magnitude,

Table 21 presents the mean TPS scale scores by type and
magnitude for both male and female analyses, Behaving
styles were formulated for the strong and very strong types.
Figure 20 shows the behaving style which was formulated for
the single strong male type, This style features a permis-
sive pattern including high M status-striving and inter-
mediate M dependency with M orderliness close by. This
style is similar to Behaving Style 1 for Training School
Teachers shown in Figure 22, Dependency upon authority and

gratification from status seeking are characteristics of
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this style yet the style includes considerable investment

in an orderly child-centered learning environment with less
need for gratification from the pragmatic concerns of teach-
ing.

The behaving styles formulated for the female
teacher are shown in Figures 21 and 22, Style i has a well-
developed permissive, nurturant pattern, It is character-
ized by considerable need for status and relationship with
children while there is also need for some control (M
dependency and orderliness interact), Figure 22 shows
Female Behaving Styles II and II1I which are similar to
previously described styles, Style 1l is similar to Behav-
ing Style lII for TOQ Combined Mixed Groups, shown in
Figure 17 which emphasizes a permissive pattern, This
female style has M practical and rebellious as mediators
with high M nurturant. This reflects overt-positive detach-
ment but need for change within the highly affectionate
child~centered pattern, Style III is one of constricted-
controlled patterns (relatively equal M dominance, order-
liness, and nondirective) although this teacher has slightly
more identification with children than with the status of
teaching. This style reflects control and inhibition,

Synthesis of Hypotheses and
Data From Analysis

Three main hypotheses were advanced in Chapter III1
on the premise that there would be observed differences in
patterns of underlying motives as measured by the TPS and

in theoretical orientation to teaching disturbed children,
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as measured by the TOQ. The analysis procedures previously
described and carried out were designed for test of these
research hypotheses,

Hypothesis 1 stated:

There will be discernable teacher behaving styles

for the total population of teachers of emotion-~

ally disturbed children.

To test this hypothesis, the HICLASS Analysis for
the total group and for the éontrast groups was carried out,
Four teacher types and two contrast group types were of
sufficient magnitude that they could be formulated, by the
procedure outlined, into discernable behaving styles,
Further differentiation of the contrast group was made and
separate undergraduate and graduate student behaving styles
were formulated, The magnitude of the basic types and the
differences in patterns within styles indicated sufficient
descriptive differences between styles, The Kruskal-Wallis
One-Way Analysis of Variance By Ranks (Siegel, 1956) was
employed to determine whether the differences among the
types, for the teacher types shown in Table 9, were genuine
differences or just chance variations within the population,
A summary of the analysis is presented in Table 22,

This summary supports acceptance of the null hypoth-
esis (alpha = ,05) that there are no statistical differences
among the identified general teacher types although signi-
ficant descriptive differences have been shown, The Mann-

Whitney U Test (Siegel, 1956) was employed to determine
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TABLE 22

SUMMARY OF RESULTS OF KRUSKAL-WALLIS ONE-WAY ANALYSIS
OF VARIANCE FOR STRONG TEACHER STYLES

Style 1 |[Style 2 |Style 3 H Significance

# of Cases 10 10 10

2,04 |p= <450 >,30
Sum of Ranks 179.5 120 26545

whether there were statistical differences between Teacher
Styles and Contrast Group styles, A summary of this analysis

is presented in Table 23, This summary supports acceptance

TABLE 23

SUMMARY OF RESULTS OF MANN-WHITNEY U TEST FOR DIFFERENCES
BETWEEN TEACHER AND CONTRAST STYLES

Style N R 8] Significance
Teacher Style 1 10 147 A N.S
Contrast Style 1 10 111 ere
Teacher Style 2 10 130 _
Contrast Style 2 10 80 25 p=.10
Teacher Style 1 10 96 41 N.S
Contrast Style 2 10 114 *Te
Teacher Style 2 10 100
Contrast Style 2 10 109 45 N.S.
Contrast Style 1 10 98 43 N.S
Undergrad Style 1 10 112 eTe

of the null hypothesis (alpha = ,05) that there are no
statistical differences between the identified teacher types

although significant descriptive differences have been
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shown., On the basis of the descriptive formulation of dis-
cernable teacher behaving styles, Hypothesis 1 is tenable.
Hypothesis 2 stated:

There will be discernable teacher behaving styles
for each of the treatment setting groups,

To test this hypothesis, the HICLASS Analysis for
each of the treatment setting groups was carried out and
corresponding behaving styles were formulated, On the whole,
nine types were of sufficient strength that they could be
formulated into discernable behaving styles including two
each for the mental hospital, intensive treatment, residen-
tial treatment, and public school groups and a single style
for the training school teachers, The Mann-Whitney U Test
(Siegel, 1956) was employed to determine whether there were
significant statistical differences between the pairs of
types for each group, and to test for significant differences
between the structured and permissive patterns within each
style, A summary of this analysis is presented in Tables 24
and 25, The summary in Table 24 supports acceptance of the
null hypothesis (alpha = ,05) that there are no significant
statistical differences between the identified behaving
styles within each treatment setting group, although signi-
ficant descriptive differences have been shown for each
style, The summary in Table 25 in all except one test,
that for differences between permissive patterns in the
mental hospital styles, supports acceptance of the null

hypothesis (alpha = ,05) that there are no significant
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TABLE 24

SUMMARY OF RESULTS OF MANN-WHITNEY U TEST FOR
" DIFFERENCES BETWEEN STYLES FOR EACH
TREATMENT SETTING GROUP

Group and Style N R U Significance
Mental Hospital

Style 1 10 81,5 =1

Style 2 10 | 138.5 | 26 P=e10
Intensive Treatment

Style 1 10 97 N.S

Style 2 10 | 113 42 e
Residential Treatment

Style 1 10 88 N.S

Style 2 10 | 121 |33 e
Public School

Style 1 10 102 N.S

Style 2 10 | 109 47 °e

TABLE 25

SUMMARY OF RESULTS OF MANN-WHITNEY U TEST FOR
DIFFERENCES BETWEEN PATTERNS WITHIN

TREATMENT SETTING STYLES

Structured Permissive
Group and Styles Pattern ., Pattern
U |Significance| U |Significance

Mental Hospital

Styles 1 and 2 6 pP=0343 0 p=.014%
Intensive Treatment

Styles 1 and 2 2 p=.057%% 6 P=.343
Residential Treatment

Styles 1 and 2 4 P=e171 7 pP=+443
Public School

Styles 1 and 2 8 P=557 8 P=e557
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statistical differences among the structured and permissive
patterns, In the case of the mental hospital permissive
pattern, the null hypothesis is rejected, Since the HICLASS
analysis identified discernable types and on the basis of
the descriptive formulation of separate behaving styles for
each treatment setting group, hypothesis two is tenable,

An additional statistical test for differences among
styles identified for the TOQ Profiles, Mixed Orientation B
group was carried out, The Kruskal-Wallis One-~Way Analysis
of Variance by Ranks (Siegel, 1956) was employed, Table 26
presents a summary of this analysis., This analysis supports
acceptance of the null hypothesis (alpha = ,05) that there
are no statistical differences among the identified types
for the specific group, although significant descriptive

dif ferences have been shown,

TABLE 26

SUMMARY OF RESULTS OF KRUSKAL-WALLIS ONE-WAY ANALYSIS
OF VARIANCE FOR TOQ PROFILE,
MIXED ORIENTATION-B STYLES

Style 1|Style 2|Style 3|Style 4| H |Significance

# of Cases 10 10 10 10
Sum of Ranks | 150,5 284,5 153,5 219,5

24 [p>420 <10
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Hypothesis 3 stated:

There will be a positive relationship between

stated theoretical orientation and teacher

behaving style,

To test this hypothesis, the TOQ responses for
teachers were formulated into three discernable groups,.
Those representing structured orientation, those represent-
ing permissive orientation, and a mixed group, Separate?
HICLASS analyses were carried out for eaéh of the profile
groups and two styles were formulated for the structured
profile group, one style was formulated for the permissive
profile group and two styles were formulated for the com-
bined mixed profile group. In addition, four separate styles
were formulated for the Mixed Orientation B profile group,
Tests for significance of differences among these styles
have been previously noted, A recapitulation of the for-
mulation of be@aving styles for the TOQ Structured and

Permissive Profiles is presented in Figure 23, The TOQ

FIGURE 23

RECAPITULATION OF BEHAVING STYLES FOR TOQ PROFILE
GROUPS (PERMISSIVE & STRUCTURED) ACCORDING TO PATTERN

TPS Motives Acco;ding to Pattern
Structured Permissive
1 107 8 9 3 6.4
TOQ Permissive Oriented
Style 1 I- L I-1 H H H H
TOQ Structured Oriented
Style 1 I- I~ I- I- I+ I+ I~ 1+
Style 2 I- I~ 1= I== I+ I+ 1~ 1+

H High Motive (X = 45-60)
I+ Intermediate Motive (Z
I- Intermediate_Motive (X
L Low Motive (X = 10-26)

35-44)
25-34)
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Permissive Oriented teachers (Style 1) have uniformly high
mean scores for the permissive pattern and intermediate low
mean scores for the structured pattern. We can, therefore;
conclude that there is a congruence between their stated
theoretical orientation and their behaving style, The evi-
dence is less clear for the structure oriented styles.
Style 1 features both structured and permissive patterns,
while Style II is equally inconclusive, Thus, Hypothesis 3
cannot be accepted from the evidence generated in this
study,

Finally, a fourth hypothesis, stating differences
between male and female teacher behaving styles was stated,
To test this hypothesis, separate HICLASS Analyses for
male and female teacher groups were carried out, One male
and three female types were of sufficient magnitude that
they could be formulated, by the procedure outlined, into
discernable behaving styles, The magnitude of the basic
types and the dif ferences in patterns within styles indicates
sufficient descriptive difference between styles. The Mann-
Whitney U Test (Siegel, 1956) was employed to determine
whether there were significant statistical dif ferences
between the types for males and females, A summary of this
analysis is presented in Table 27,

This summary supports acceptance of the null hypoth-
esis (alpha = ,05) that there are no statistical differences

between the identified types although significant descriptive
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TABLE 27

SUMMARY OF RESULTS OF MANN-WHITNEY U TEST FOR
DIFFERENCES BETWEEN MALE AND FEMALE STYLES

Style N R U Significance
Male Style 1 10 115 '
Female Style 2 10 95 40 NoS,
Male Style 1 10 129 _
Female Style 3 10 81 26 P = 610

differences have been shown, On the basis of the descrip-
tive formulation of discernable teacher behaving styles,

Hypothesis 4 is tenable,

Summary

The data from the "Theoretical Orientation to
Teaching" (TOQ) was analyzed by frequency distribution, per-
centage representation and correlational analyses, Dicho-
tomies and categories were formulated and judged to be
consistent or inconsistent according to the responses, both
from all teachers and from teachers in the five types of
treatment settings, According to analysis of TOQ responses,
the central theoretical orientation for teachers of disturbed
children is one which emphasizes a permissive educational
framework and a structured classroom atmosphere, Further
analyses showed that the majority of the teachers (58%)
were of mixed theoretical orientation, while 34% were of

structured orientation and 16% were of permissive orientation.
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Correlational analysis showed varying relationships between
current and ideal educational framework and all treatment
setting groups except the intensive treatment group were
consistent in their statements,.

HICIASS analyses were carried out for major groups
and sub-groups and discernable teacher behaving styles were
formulated. Focus, through descriptive analysis, was placed
upon the structured-teacher centered pattern and the per-
missive-child centered pattern, The permissive-child
centered pattern was the more generally manifest pattern
while the structured teacher-centered pattern was more
generally latent in most styles. The results of the HICLASS
Analysis were utilized to test the major hypotheses and all
hypotheses except the third, that postulating relationship
between TOQ Profile and Behaving Style, were tenable, Addi-
tional non-parametric statistical tests were carried out
and there were no significant differences at the stated
level of significance.,

The focus of the study was upon descriptive rather
than statistical investigation, The non-statistical nature
of the data accounts largely for the lack of significant
statistical dif ferences to support deduced descriptive
differences. The pattern analytic methodology yielded
useful typology data about teachers of disturbed children,

In conclusion, it can be said that there is evidence
that there are differing teacher behaving styles among

teachers of disturbed children and that there appear to be
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characteristic styles for treatment setting groups, and
styles according to sex of the teacher., Some evidence
exists to support a statement of congruence between teacher

behaving style and theoretical orientation,



CHAPTER V

SUMMARY AND CONCLUSIONS

Summary

The rapid growth of special education programs for
disturbed children, the implementation of Federal training
grants to colleges and universities, and the demand for
specially selected and specially trained teachers has
created new problems for which research on special educa-
tion teacher personality and behavior holds great promise,
The sensitive nature of the teaching-learning process with
disturbed children amplifies the need for understanding of
therapeutic management of children, dynamic psychology,
and corrective education on the part of the teacher, Each
of these understandings is founded, to some degree, upon
the teacher's personality characteristics and the classroom
behavior of these special teachers., The behavior of the
teacher must necessarily include both empathic-~giving
elements and empathic~receptive elements which allow the
teacher to cope with certain pathological behaviors and to
defend against the constant bombardment of a wide range of
disturbed children. The selection of these teachers is
primarily the province of teacher educators in colleges

and universities with special education programs,
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The general purpose of the study was to identify,
through descriptive analysis, personality characteristics
of teachers of disturbed children, The major population
for the study consisted of teachers of disturbed children
from five defined types of treatment settings and a con-
trast group, congisting of undergraduate and graduate
students, |

The review of literature concerned itself with the
character of research on personality differences in pro-~
fessions in general, teachers in general, special education
teachers, and teachers of disturbed children, There was
extensive literature and research to demonstrate the exis-
tence of varying personality characteristics among profes-
sions and within the general teacher profession, however,
there were few significant studies of personality variables
or behavior of special education teachers nor of teachers
of disturbed children, There was in existence considerable
opinion, both negative and positive, among leaders in special
education, A general finding from the literature was that
there was sufficient research evidence to isolate a rela~
tionship between field of study And personality character-
istics and that research on personality characteristics of
disturbed children was empirically neglected,

A theoretical framework was outlined to provide
ground for the study. Ryans! (1963b) systems model was
adopted and teacher behaving style was utilized as the con-
ceptual definition of the functioning of personality char-

acteristics in the classroom,



148

In the study, the Teacher Preference Schedule (TPS),
a validated measure of unconscious motives, and'the Theo-
retical Orientations to Teaching Emotionally Di;turbed
Children Questionnaire (TOQ), an instrument designed for
this study, were the major data collection devices,
Teachers from five treatment settings and non-teaching
students (undergraduates and graduates) at Michigan State
University completed sets of the instruments used in the
study, There were 119 teachers and 29 students who par-
ticipated in the study, Data collection was carried out
through a purposive sampling method which enabled the
investigator to send and receive materials through a con-
tact person at each treatment setting, The basic data
collected on each participant were: a measure of the
strength of ten unconscious motives, a choice of educational
framework, and a choice of classroom approach, both of
which were defined in the theoretical framework of the
study.

The data were analyzed by McQuitty's Method of
Pattern Analysis, using Hierarchial Classification By Recip-
rocal Pairs (HICLASS) to determine patterns of response
and to isolate types, Teacher Behaving Styles were formu-
lated and described, In addition, nonparametric statisti-
cal tests were utilized to test differences between styles,
The data from the TOQ were formulated into theoretical pro-

files and pattern analysis was carried out for each profile.,
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Frequency distributions and correlational analyses were

also carried out,

The pattern analysis revealed discernable types for
the total group of teachers and the contrast group; The
formulation, according to the magnitude of the type, of
teacher behaving styles for both groups followed, There
were no statistical differences between types although they
were descriptively different from each other, The pattern
analysis also revealed discernable types for the treatment
setting groups, for the TOQ Profile groups, and for male
and female teachers, Individual teacher behaving styles
were formulated for each of the group types which were
identified, There were no statistical differences among
and between the types although they were descriptively dif-
ferent from each other, Table 28 presents a summary of the
number and magnitude of behaving styles for all group
analyses,

TOQ data showed that the majority of the teachers
preferred a mixed theoretical orientation emphasizing struc-~
tured educational framework and permissive classroom approach,
Various treatment setting groups were, upon further analysis,
shown to be consistent or inconsistent in their choices,

An index of satisfaction was generated and all groups except
the intensive treatment group appeared to be functioning
in an atmosphere in which they stated that they were com~

fortable,
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TABLE 28

SUMMARY OF THE NUMBER AND MAGNITUDE OF BEHAVING
STYLES FOR ALL GROUP ANALYSES

Total Number of Types by Magnitude
Group Very Strong Strong

Teachers, All 119 1 3
Contrast Group, All 29 1 1
Undergraduates 20 1 0
Mental Hospital 22 0 2
Intensive Treatment 32 2 0
Residential

Treatment 22 0 2
Training School 33 0 1
Public Schools 9 0 2
TOQ - Structured 40 0 2
TOQ - Permissive 18 0 1
TOQ - Mixed

Orientation A 58 2 2
TOQ -~ Mixed

Orientation B 45 0 4
Male Teachers 62 0 1
Female Teachers 57 1 2

Teacher behaving styles tended to have primary and
secondary patterns within them and within these patterns
specific motives seemed to enter into complex interactions.
The permissive pattern was predominant (had higher mean
scores) in all styles while the structured pattern was
secondary in strength of need, The focal motives in the
styles were the generally high M nondirective in the pér—
missive patterns and the low MAdéminanée in the structured
patterns., These behaving styles emphasized high need for
identification with children, relative degrees of need for

change and guidance along with similar patterns of need for
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control, A second general style seemed to be that of a con-~
stricted controlled teacher with less need for identifica-
tion with children and greater need for the status and
rewards forthcoming from teaching, One rather unexpected
style came from the TOQ group which indicated a preference
for structure, and learning theory based approaches, Their
behaving style indicated a rather free, child-centered
pattern with indications of a high degree of self-assurance
and need for direction and supervision, The styles for
male and female teachers were of interest as the single
male style reflected very child-centered nurturant, yet
organized patterns while the female styles reflected child-
centered, nurturant, unorganized patterns, One female
style was constricted,

In conclusion, there was evidence of discernable
teacher behaving styles for teachers of disturbed children,
The method of descriptive analysis was utilized to formu-
late these styles and to define patterns within the styles,
Hypotheses tested pertained to discernable styles for the
total group and a contrast group, for treatment setting
groups, and according to theoretical framework, All hypoth-
eses were tenable, with the exception of that pertaining

to theoretical framework,

Conclusions
The conclusions drawn from this study must be con-

sidered in the light of the samples which have been
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investigated, the nature of the data collected, and parti-
cular methodology which was used, The descriptive method
has essentially provided the investigator with a statement
of the nature of the specific populations which were
studied with the particular instruments and analyses used
for those data., It is hoped that sufficient data have been
presented to allow for significant conclusions and a degree
of generalizability, The conclusions of fered, when taken
with conclusions of previous research should make a con-
tribution to better understanding of teacher behavior.

Conclusions advanced are:

l. There was sufficient descriptive evidence to
show that teachers of distrubed children have
varying behaving styles which can be assessed
and analyzed,

2, There was descriptive evidence to conclude that
the behaving styles of teachers of disturbed
children and undergraduate students were descrip-
tively different,

3+ There was sufficient descriptive evidence to
show that teachers of disturbed children, in
five types of treatment settings, had varying
behaving styles which could be characterized by
their primary and secondary patterns. There
was not sufficient evidence to demonstrate
existence of a complete dichotomy between the

two major behaving styles.
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4, There was not sufficient evidence to demonstrate
a relationship between theoretical framework and
teacher behaving style.

5. In this study, there was an unusually high per-
centage of male participants and there were
discernable teacher behaving styles for both
male and female teachers,

6. Few teachers of disturbed children espouse a
consistent theoretical orientation and fewer
still espouse a total orientation based upon
permissive-child centered substrata. The
majority of teachers, in this study, espoused
an eclectic point of view, There was a very
definite separation between methods of teach-
ing and the process of teaching in the view of
teachers of disturbed children,

7. Specific groups of teachers showed lower need
for change and innovation in their behaving
styles while others had high need for innova-
tion, Most characteristic of the low change
group were the mental hospital and the training
school teachers, while the intensive treatment
group had higher need for change and a low
satisfaction index.

The conclusion pertaining to discrepancy and incon-

sistency of theoretical orientation is of special note and
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there is some evidence to show that this discrepancy between
theory and practice exists for all teachers, Evidence for
this conclusion is to be found in the statement by Ryans:

» ¢ o the educational viewpoints of an indivi-
dual teacher may or may not conform to the
objectives of the school system in which he

is employed, Furthermore, because of lack of
real understanding of the implications of
viewpoints held, or inability to translate the
viewpoints into classroom behavior (or perhaps
because of external pressures), a teacher may
not actually conduct his classes in keeping
with the viewpoints he professes about educa-
tional matters., Nevertheless, one might ex-
pect a teacher committed to a particular set
of educational viewpoints to behave differently
in specified school situations from a teacher
committed to some different educational view-
point, Or, to put it briefly, it seems rea-
sonable to assume that teacher behavior is in-
fluenced by the educational values held by the
individual teacher, (Ryans, 1960, p. 148)

The nature of this discrepancy and inconsistency for
teachers of disturbed children is twofold., Not only did
teachers describe themselves as theoretically committed
to a behavior style which had little congruence with their
personality characteristics but they espoused theoretical
committment to a position which wasy, in some instances, not
congruent with the purposes of the treatment setting nor
the clientele they served, The findings of unorganized
styles in public schools and of permissive styles in train-
ing schools seems to substantiate this conclusion, The
confusion may well lie within the need to reexamine the
concepts of permissiveness and structure, It is evident,

from this study, that teachers of disturbed children have
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both permissive and structured theoretical orientations and
behaving styles with a reasonable degree of reliance upon
order and supervision so that we can no longer speak of
classification as functions of extreme points, Heil,
Powell, and Feifer (1960) have suggested that a complete
rethinking of the concept of permissiveness is necessary.
They noted that there has been a "confusion of structure
and order with irrational authority™ on the one hand and a
misconception on the other hand that permissiveness implies
"letting the child do what he wants" because it is good

for him, They stated further:

A second misconception regarding permis-
siveness is that of regarding it as a "tech-
nique," The fallacy has been that this is
something you learn to do like tying one's
shoe laces and you use it when necessary,

The fact that genuine permissiveness flows

from one's own self-acceptance, self-under-

standing and general good mental healthy, has

tended to be neglected., Permissiveness is not

a "face" one puts on,

The conclusions and the previous discussion raises
another significant question pertaining to both behaving
style and theoretical orientation, To what extent do ex-
ternal conditions influence the thinking and behavior of
the teacher? 1In essence, what specific effect do particu-
lar treatment settings, the particular clientele within
them, or administrative structure have upon the behavior
of the teacher? The index of satisfaction for theoretical

orientation suggests that there may well be a situational

factor operating upon behavior. One might hypothesize that
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the cause of the dissatisfaction among intensive treatment
teachers is related to their greater degree of therapeutic
support and their generally recognized higher level train-
ing and the intensive intellectual stimulation which ensues
from working in a research and training milieu;_ In effect,
their relative dissatisfaction represents a higher degree
of sophistication and knowledge of the need for change,
It would seem that the more sophisticated people know what
is ideal and therefore strive for it, and are dissatisfied,
relatively speaking, until they achieve their goal,
Another consideration, from the conclusions, per-
tains to what Rabinow (1964) refers to as the "fixity of
traits, characteristics, and attitudes, and the degree and
manner in which these may be influenced by training,
supervision, or consultatione" The literature indicates
that there is a mutual attractiveness between the person
and the field, thereby giving indication that the person
brings with him a general mein which may be relatively un-
changeable, The question which should be considered has
to do with the extent to which teacher training programs
can institute, amend, or solidify behaviors which are
adaptable to work with disturbed childreﬁ in specific set-
tings. It is evident that cognizance might well be given
to the situation and clientele with which the teacher of
disturbed children will interact. The program description

given by Dorney (1964) and that given by Douglas (1961),
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for instance, seemingly require teachers with different
theoretical orientations and behaving styles, Can univer-
sity teacher training programs, in a single comprehensive
program, meet the needs of both extremes of consumption

of their products? ‘

A final consideration has to do with the extent to
which there is congruence between the '"paper and pencil"
behaving styles of teachers of disturbed children and their
on-the-scene performance, in a classroom with a multitude
of counter forces impinging upon them, This, of course,
is a necessary extention of this study. With the data in
hand that there are describable behaving styles, there must
be an effort to validate their existence, de facto, through
systematic observation of teachers and classroom processes
in all treatment settings, Failure to confirm the existence
of these styles leaves the field in much the same position
as Ryans (1960) has suggested it is in relation to con-

gruence between theory and practice.

Implications

General Implications
The first implication has to do with the current

state of thought pertaining to teachers of disturbed chil-
dren and their characteristic behaving styles and theoretical
orientations. The study demonstrates, to some extent, what
has been known but not acknowledged all along: that there

are significant, individual differences among teachers and
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various groups of teachers. Since there was no "all-per-
missive teacher™ nor "all-structured teacher," but one
representing several degrees upon the continuum, teacher-
educators, and researchers should be able to proceed in
other meaningful fields of research with knowledge that
personality characteristics can be assessed, in terms of
their supposed influence in classrooms. Subsidiary to this
implication is the fact that there was little evidence to
suggest that pathological-like needs were part of the com-
plex of behaving styles. In only two styles, was there
suggestion of negative quality as it would effect behaving
style. This finding also suggests procedure for an effec-
tive method of screening for purposes of more intensive re-
view by faculty charged with the responsibility of candi-
date admission, Subsidary to the implication pertaining to
the attraction that the field holds for certain personality
types and the possibility of effective screening procedures,
is the implication of the higher percentage of male teachers
who are practitioners in various settings. This finding in
itself is surprising, based upon the distribution of males
in the general teacher population, One study (Gottfried

and Jones, 1965) reported a sample of prospective special
education teachers from one college and there were more
males (based upon a very small N) than females. No explana-
tion is given for this finding, In other reviews on special
education teacher education (Cain, 1964) there are no impli-

cations pertaining to the sex of the teacher,
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The second general implication has to do with the
relevancy of teacher behaving styles within other fields
of special education, The sparcity of literature and
empirical research seems to indicate a pressing need for
differentiation between teachers of exceptional children;
Questions such as: are there varying strength of patterns
for different teachers of exceptional children? Which
behaving styles are optimal for enhancement of the teach-
ing~-learning process with crippled, blind, deaf, retarded,
or disturbed children? What is the effect of differences
in behaving styles for males or females upon exceptional
children? These are the matrix from which significant study
and advancement of knowledge develops.

The final general implication pertains to the util-
ization, by special education, of research and literature,
particularly concerning teacher behavior, from sources other
than those specifically directed toward exceptional children
and their teachers, The review of research for this study,
the adoption of a "non-special education" theoretical frame-
work, and utilization of an existing teacher personality
assessing device points toward the feasibility of increased
usage of existing knowledge and methodology. Studies such
as Grimes and Allinsmith (1961) on the effect of intra-
psychic processes on learning and behavior or of Martin's
(1963) formulation of a logical position concerning effec-

tive teaching have unusual relevance, if they can be viewed
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by special educators as meaningful to general practice rather
than to specific groups of children, In this regard, there
would then be no lack of sound theory upon which to study

processes in special teacher behavior,

Research Implications

Several research implications arose from the study,
particularly relevant extensions of the study which would
make other significant contributions to the literature and
knowledge in special education,

a., Further research on educational framework (methods
of teaching) and classroom approach (process of teaching)
with disturbed children should be undertaken, Any research
consideration should, in all probability, include the
rationale suggested by Schmid, et al,, 1962, in their study
of some'necessary qualities of teachers, Cognitive formu-
lations such as knowledge of the principles of educating
disturbed children and a measure of the teacher!s knowledge
of the clientele he contacts would be essential, These
assessments would give an objective and comparable comple-
ment to the TOQ.

b, Further research on teacher behaving styles
should include a consideration of the-on-the scene behavior
of the teacher along with personality assessment, Gump (1964)
suggests that there is a inter-dependency among various
factors which operate in the classroom, Teacher behavior

may thus be only a single factor and "significant
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methodological implications arise™ in the flow of attitudes
between the teacher and the children, the specific techniques
and behaviors that the teacher uses and displays, and the
range of deviant behaviors found in the particular treat-
ment setting. This varied situation is prevalent in class-
rooms for disturbed children and future research might well
be directed toward investigation of the entire, complex
classroom milieu rather than maintenance of specific and
often unbeneficial focus upon isolation, manipulation, and
measurement of minute variables.

In conclusion, several general implications and two
important research implications have been drawn from the
study of behaving styles of teachers of emotionally dis-
turbed children, Significant conclusions were related to
needs for future research on all teachers of exceptional
children and for greater understanding of the teaching-
learning process with disturbed and other exceptional
children and the need for developing insight into the effect
of teacher education programs upon the behavior of teachers

of exceptional children,
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APPENDIX A

LIST OF MOTIVES FROM THE TEACHER PREFERENCE SCHEDULE
(Stern and Masling, 1958)

l, Practical, These people utilize teaching as a
means of achieving pragmatic, utilitarian, tangible goals,
Involvement in teaching is limited to the instrumental
value the occupation has for such individuals, in terms of
hours, pay, vacations, and similar sources of gratification,
Since their primary investments are in non-academic activi-
ties, the supporting attitudes must necessarily justify
detachment,

2, Status-Striving, These are the individuals for
whom the ascribed status of the teacher is more important
than the teaching function, Whether for socio-economic
reasons, family ambitions, or personal identifications,
they find considerable gratification in teaching from the
prestige it confers on them, The significant attitudes in
this case reflect a preoccupation with professional dignity
and propriety, :

3¢ Nurturant, These teachers are characterized by a
pervasive feeling of affection for children, and a desire
to assist and support them, These teachers are warm and
loving in their relationships with children, devote them-
selves freely to their pupils problems, and derive their
greatest satisfactions from the reciprocal affection and
gratitude of the children, They justify these activities
on the grounds that a child's greatest need is for love,

4, Nondirective, The motive here is to minimize the
pupils! expression of dependency on the teacher, These
teachers feel rewarded to the extent that their pupils
demonstrate capacities for self-direction, and they identify
with an ideology which stresses respect for the integrity
of the child and justifies the use of pupil-centered class-
room techniques in the name of self-actualization,

5« Rebellious, (Critical) For these teachers, the
central theme is a dedication to reform and improvement,
These teachers are the organizers and critics of the pro-
fession, and find gratification in the opportunities which
exist for championing the cause of an underdog. Relevant
attitudes involve criticism of contemporary practices in
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educational administration, and a generally negative view
concerning the qualifications and motives of authority
figures,

6, Preadult-Fixated., These people prefer the society
of children to that of their own agemates, feeling essen-
tially inadequate in the role of an adult, Their greatest
pleasures in teaching come from sanctioned opportunities to
participate vicariously, and sometimes directly, in the
activities of their pupils, Their attitudes reflect an
idealization of childhood and a justification for identify-
ing with pupils,

7. Orderliness, The motive here is to codify and
regulate behavior, minimizing the uncertainties inherent
in personal interactions, These teachers are characterized
by a compulsive preoccupation with rules and procedures,
and are most gratified by demonstrations of bureaucratic
timing and organization in the classroom and school, They
Justify this in terms of the need for developing good
pupil habits,

8. Dependency. The focus for these teachers is the
inverse of the rebel, Their personal insecurities are ex-
pressed in the form of a reliance on support from authority
figures, and their major gratifications in teaching come
from close supervision and guidance, Supporting attitudes
justify compliance and cooperation with authority on the
grounds that superiors know best,

9, Exhibitionisgtic, For this group of teachers the
motive is oriented toward personal display and attention-
seeking, These teachers achieve satisfaction from opportun-
ities to entertain and captivate their pupils, They have a
pervasive need to be admired, and rationalize their exhibi-
tionistic activities in the classroom on the grounds that
clowning, personality, and showmanship are essential quali-
ties for effective instruction.

10, Dominance, These individuals are concerned with
reassurances regarding their own superiority and value,
The subordinate status of the pupil is a significant source
of gratification for them and they derive considerable
pleasure from activities which keep the child in that posi-
tion to the enhancement of their own, These behaviors are
justified in terms of the need to maintain discipline,



APPENDIX B

MICHIGAN STATE UNIVERSITY
College of Education
Department of Elementary and Special Education

Enclosed is a packet of schedules to be utilized in a study
entitled: "Characteristic Teacher Behaving Styles of
Teachers of Emotionally Disturbed Children," The packet
includes one copy of each of the following:

Teacher Preference Schedule (TPS%, Form A 958

Teacher Preference Schedule (TPS), Form G 958

Theoretical Orientations to Teaching Emotionally
Disturbed Children (TOQ)

Separate Answer Sheet for TPS Form A 958
Separate Answer Sheet for TPS Form G 958
Separate Answer Sheet for TOQ

No special pencil is required, Use any #2 lead pencil,
GENERAL DIRECTIONS:

l, Each schedule has a description of its purpose and
its own directions, Please read and follow them
carefully,

2, It is not necessary to enter your name on any form:
enter Teacher or Student, as applicable, Please
complete all other information; (How long have you
been at your present school, how long have you been
teaching all together, age, and sex.§

3., Please return all forms and materials in the self-
addressed stamped envelope provided for the pur-
pose, or according to other instructions,

RETURN WITHIN TEN DAYS FROM
WILL BE GREATLY APPRECIATED,

Thank you for your cooperation in this project,

John L. Johnson

National Defense Education
Act Fellow, 3rd Year

343 Erickson Hall
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U.S, Office of Education Study No, 1620,479
Syracuse University

TEACHER PREFERENCE SCHEDULE
FORM G958

The purpose of this schedule is to investigate teachers'!
preferences for various aspects of teaching. The schedule
consists of a number of statements describing many kinds of
activities, events, and situations relating to teaching.
Teachers differ in their feelings about these activities
and this schedule has been developed as an aid to determining
how great and how varied these differences are, It is im-
portant that you record your own personal feelings about
these activities, even in those cases where you think that
most teachers probably feel differently than yourself. Your
responses will be processed and tabulated with those of
other teachers by means of electronic devices, and no one
will ever be permitted to examine the replies you have given
here, Although your name is to be recorded on the answer
sheet, this is solely for the purposes of cross-tabulating
materials from the other schedules you have completed,

Please indicate on the special answer sheet the items
that you like, approve of, or would find pleasant to experi-
ence., For the purposes of this study it is not important
whether or not you have actually done the things mentioned
or have really had the opportunity to experience the events
described, The schedule requires only an indication of your
feeling about these events if you were to have the oppor-
tunity to experience them,

Directions: Be sure your answer sheet is labelled
Teacher Preference Schedule G958, Please do not make any
marks on this booklet. Fill in the questions at the top
of the answer sheet, and proceed as follows:

Use the special pencil provided and blacken the space
opposite each item number, all or part of the way, according
to the following key:

3 b d e f
RLVEOPOIVOC Strong liking, preference, approval

Blacken space through f

a
m:f Moderate liking, preference, approval

Blacken space through e

abcdef
g Slight liking, preference, approval

Blacken space through d
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abcde f

TR . s s .

XEXXK Slight dislike, disapproval
Blacken space through c

abcdef

% Moderate dislike, disapproval
Blacken space through b

abcdef
=
XX Strong dislike, disapproval

Blacken space through a

Note that the length of your line indicates the extent
to which you like, view favorably, or approve of the teach-
ing activity described by the item, The longer your line,
the more you like the activity; the shorter your line, the
less you like it,

Please check your item numbers carefully as you proceed,
to be sure your preferences are marked in the correct place.

Thank you for your assistance and cooperation,

l, Playing games with my pupils.

2, Having my pupils put on plays and exhibitions for other
classes or for parents,

3. Subscribing to educational journals,

4, Enlivening my lessons with stories, jokes, or personal
anecdotes,

5. Working actively to promote greater public recognition
and appreciation of the professional problems of teachers.

6. Being concerned about my pupils welfare outside the school,

7. Letting my pupils whisper or talk quietly among them-
selves,

8. Having the pupils do over papers that are not neat,.

9. Having a principal who takes a close interest in the
things I do,

10, Keeping careful and accurate records of pupils' pro-
gress, assignments, attendance, etc,

11, Getting home early enough to spend a few hours every
afternoon with my family and/or other interests,

12, Having my pupils dramatize stories and lessons,

13. Conducting myself in the community in ways that reflect
my status as a teacher.

l4, Permitting no infractions of discipline, however minor,
to go unnoticed.

15.. Discauraging children from telling me personal things
about themselves,
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i6., Seeing how much I can do for children who have been
deprived of affection and emotional support,

17, Having as few rules and regulations for the students
as possible,

18, Fighting for better pay, sickness and accident protec-
tion, retirement provisions, etc., for teachers,

19, Browsing in toy shops.

20, Having brothers and sisters, or children of former pupils
in my class,

21, Having a supervisor or principal who shows as much con-
cern for my Personal development as for my professional
growth, .

22, Having my pupils copy my favorite expressions or man-
nerisms.

23, Being introduced to others as a teacher,

24, Following a daily classroom routine faithfully.

25, Having other teachers take an interest in my work and
offer me advice or suggestions,

26, Being an active member of a teachers! federation or
union,

27. Capturing the attention of my pupils to the point where
they're hanging on my every word,

28, Attending concerts, art exhibits, plays, etc., with
other teachers,

29, Making up stories for children}

30, Writing letters to newspaper editors or congressmen
about educational problems,

31. Having the principal or supervisor visit my classes
regularly.,

32, Giving the pupils the opportunity for a lot of drill and
formal recitation,

33. Hearing a child unconsciously call me "mother" or "father."

34, Keeping my classroom as clean and neat as my own home,

35. Putting loyalty and obedience to my principal or super-
visor above personal differences of opinion,

36. Keeping my classroom so quiet that you can hear a pin
drop.

37+ Finishing all my work during the school day, so that
when 1 go home my time will be my own.

38, Attending educational conferences,

39, Discouraging pupils from getting to expect extra help
after school, .

40, Praising a child only when he's really done something
deserving,

41, Bringing the problems of the school system to the atten-
tion of the public,.

42, Having pupils regard me not only as their teacher but
also as someone who understands and really cares about
them,

43, Letting the students make their own decisions about

_ classroom activities and procedures.

44, Keeping up with the songs, books, T,V, programs, etc.,
that my pupils are interested in,
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45+ Encouraging other teachers to take an active role in a
teacher federation or union.

46. Being closely supervised by my superiors, _

47. Scheduling activities of the school day minute by minute.

48, Having pupils compliment me on my clothing or appearance.

49, Having the entire class do the same thing at the same
time,

50, Being provided by the school administration with de-
tailed lesson plans to be followed throughout the term,

51, Permitting children to talk only when called upon.

52. Following the careers of former pupils.,

53, Encouraging my pupils to direct their own activities,
providing help only when needed.,

54, Forgetting all about teaching during the summer vacation.

55. Having a reputation among the pupils for being a strict
teacher,

56, Seeing the girls in my family, or of close friends,
develop an interest in teaching as a career,

57. Speaking up for more objective and politically inde-
pendent appointments of principals and educational
supervisors,

58. Being invited by the pupils to join in their games or
parties,

59, Telling others what my occupation is,

60, Being appreciated by the children for my sense of humor.

61, Making sure my pupils cover every bit of the curriculum,

62, Inviting pupils to question my decisions and express
their own opinions,

63. Relying closely on a supervisor for help and guidance.

64, Having a pupil confide in me as in a parent,

65. Discouraging class discussions and other distractions
from the planned lesson,

66, Leaving school right after the end of classes,

67 Introducing a great deal of variety in my lessons so that
the pupils are continually looking forward to the next
sunprise,

68, Running my class with a firm hand.

69, Being identified as a member of the same social and
cultural class as other teachers,

70. Putting school problems out of my mind as soon as 1 get
home,

71, Letting students choose their own projects, topics for
themes, etc.

72. Questipning activities of the local school board of
legislative agencies,

73. Joining in the fun my pupils are having.

74, Helping children with their personal problems.

75. Helping children to discover and assert their own indi-
viduality.

76, Holding the whole class responsible for any breaches

- of discipline,

77. Working for a principal who doesn't make excessive de-

mands on my personal time.
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Spending a considerable amount of class time in group
discussions.

Leaving extra-curricular assignments to teachers who
are more interested in them,

Having my pupils know who is boss.

Helping children with their hobbies,

Being known as a colorful and stimulating teacher.
Continuing my education as a teacher by taking courses,
attending lectures, etc,

Being outspoken in defense of teachers' rights.

Getting to know my pupils well enough to be able to
share fully their thoughts and feelings with them,
Doing my best to please my supervisor or principal,
Reminding my pupils to dress warmly, button their coats,
wear rubbers, etc,

Following specific and carefully organized lesson plans.,
Encouraging pupils to express themselves freely in my
classroom,

Being supervised by a person who expects me to discuss
all my problems with him,

Making it clear to the youngsters that 1 won't tolerate
any foolishness,

Being selected to represent the teaching profession on
a civic committee,

Having a reputation for experimenting with novel and
unusual teaching techniques,

Having the pupils maintain proper respect at all times
for my position as their teacher,

Insisting that parents contact me during the school day
rather than on my own time,

Being a pal to my pupils.

Organizing my class so that each pupil is following his
own interests and doing independent work most of the
time, ,
Encouraging other teachers to express their opinions
publicly about issues or events of significance to

our profession,

Forgetting my dignity and getting right down to the
children's level,

Having former pupils remember me, stop to talk on the
street, or come to visit,
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APPENDIX C

THEORETICAL ORIENTATIONS TO TEACHING
EMOTIONALLY DISTURBED CHILDREN

Questionnaire Booklet (TOQ)

The paragraphs you have been given describe several
types of educational provisions for socially and emotion-
ally handicapped children. They are not intended to be
exhaustive, nor are the various descriptions entirely
independent of one another., Some of them may seem less
desirable to you than others, but all of them are based
upon theoretical orientations commonly known to teachers
of disturbed children. The purpose of this questionnaire
is to determine the theoretical orientation of in-service
teachers of disturbed children. Your responses will be
coded, transcribed, and processed electronically, no one
will ever be permitted to examine your responses,

DIRECTIONS

a Please read the entire set of descriptions on
Form 1 gEducational Framework) and: ’

l. Decide which descriptions are most and least
descriptive of your current classes. Record
your choices in the space provided on the
separate answer sheet,

2, Decide which descriptions would most and
least complement your personality when given
ideal conditions., Record your choices in the
space provided on the separate answer sheet,

(b) Please read the two descriptions on Form Il
(Classroom Approach) and on the separate answer sheet,
circle the number of the statement which most closely ap-
proximates your personal classroom approach,
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THEORETICAL ORIENTATIONS TO TEACHING .
EMOTIONALLY DISTURBED CHILDREN

Form 1 (Educational Framework)

Paragraph 1

The disturbed child should have a classroom atmosphere
which is based upon freedom.and the program should be
elastic enough to ensure that each child is reached on his
own level of development, The classroom should present a
picture of diverse activities in which the disturbed child
can work on his own project, academic or non-academic, se-
cure in the knowledge that what he is doing is looked upon
with approval and is of value to himself and to the group.
The function of the teacher is to provide experiences
which the child can meet with growing confidence and success.

Paragraph 2

The classroom for disturbed children should have an
emphasis upon the diagnosis of learning potential capaci-
ties and their relationship to specific remediation techni-
ques. The use of associative learning, formal habit, and
behavioral training should be an integral part of the
classroom, There should be a very highly structured but
non~-punitive atmosphere with emphasis on changing sympto-
matic responses through specific techniques on a planned,
ego level,

Paragraph 3

The classroom fur disturbed children should have an
interweaving of an educational and clinical environment,
Decisions about the educational procedures to be followed
should be formulated within the framework of the under-
lying and unconscious motivation of the children involved.
Educational aspects will normally stress creative, project
type work, individual differences, and a benign but not
permissive atmosphere,

Paragraph 4

The classroom for disturbed children should have an
emphasis on the formalized, accepted educational procedures,
The existence and resolution of psycho-pathological aspects
of the personality should be secondary to the instructional
goals and attention should be given to skill training, use
of workbooks, and routine drill, There should be minimum
emphasis on group procedures and maximum emphasis on control
with restrictive handling, in a non-hostile atmosphere.
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THEORETICAL ORIENTATIONS TO TEACHING
EMOTIONALLY DISTURBED CHILDREN

Form II (Classroom Approach)

Paragraph A

The disturbed child should have a regulated school
environment which is based upon the present and what can
ve done to bring about growth-producing changes. There
should be an especially prepared daily program of educa-
tional tasks, behavioral limits, the use of consequénces
to aid in motivation, and a definite overall routine,

The function of the teacher is to interfere with patholog-
ical and immature processes and to provide a well-defined
learning environment which will help the child achieve
s'iccess in learning,

Paragraph B

The classroom for disturbed children should have an
emphasis on opportunity for the child to gain insight into
his behavior with educational considerations being secon-
dary., The most important aspect should be the provision
of a benign therapeutic environment which will permit the
child to express these emotions, whatever they might be,
without censure and to control these emotions realistically
within the framework of what is considered socially accept-
able, The teacher's role is based upon acceptance and the
use of interpersonal relationships to foster education of
emotions,.
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THEORETICAL ORIENTATIONS TO TEACHING
EMOTIONALLY DISTURBED CHIIDREN

Age Sex: M F School or Institution

Form I (Educational Framework)
Current Description
Please list the paragraph by number below, which you

find most descriptive and least descriptive of the educa-
tional framework of your current classes,

Paragraph Number
Most descriptive

Least descriptive

Ideal Deéscription

Please list the paragraphs by number below, which in
an ideal setting would most complement your personality.

Paragraph Number

Most descriptive

Least descriptive

Form 11 (Classroom Approach)
Circle one of the following, after reading Form Il
l. Strongly accept description A and reject description.B,

2, Partially accept description A and partially. accept
description B.

3. Partially accept description B and partially accept
description A,

4, Stronglyaccept descriptionB and reject description A,
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