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ABSTRACT

A STUDY OF THE RELATIONSHIP OF THE MUSIC
TEACHER'S SELF-CONCEPT TO THE STUDENT'S
ATTITUDE TOWARD MUSIC LEARNING
By

James R. Hughes

Purpose of the Study

This study investigated the relationship between
seventh grade general music teachers' self-concept and
three other classroom variables. The classroom variables
were: (1) student attitude toward the general music class
and teacher; (2) teacher attitude toward the general music
class and the students; and (3) the type of verbal inter-
action occurring in the general music classroom. Other
concerns of the study were the relationships between the
observed variables and the teacher's race and years of

teaching experience.

Procedure
The present study included a sample of 32 general
music teachers and 739 seventh grade general music stu-~
dents from junior high schools and middle schools located
in southern Michigan. The teachers and students comprised

classrooms in which general music was a required subject
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in the seventh grade. The sample was drawn from various
socio-economic settings and from both rural, suburban,
and urban school systems. The teachers voluntarily par-
ticipated in the study without pressure from administrators
or supervisors,

Self-concept data were obtained from the teachers'

scores on the Tennessee Self Concept Scale. Teacher

attitudes were determined from scores achieved on the

Minnesota Teacher Attitude Inventory. Student attitudes

were derived from totals expressed on the Minnesota

Student Attitude Inventory. Verbal interaction data

were compiled from one hundred minutes of interaction

analysis in each class using the Flanders System of

Interaction Analysis.

Conclusions
Spearman rank-correlation coefficients computed
for the study variables supported the following con-

clusions:

1. Teachers perceiving themselves as adequate and
successful in their interpersonal relationships
tend to have students who express positive atti-

tudes toward their teachers.

2. Teachers who have integrated self-concepts and a
high degree of self-acceptance will tend to have
students who express positive attitudes toward

that teacher and his class.




s

[T}

o~

Teachers
hody, st
and sext
ideas ir
extent

concept:s

Teacher!
degree ¢
tend o

in thei

Teacher
adequac

interac

Teacher
¥hat ¢
ticize
less gg
Teache,

teng ¢

Teache,
tiVely
Initiy
Teache
Or sel
Use of



James R. Hughes

Teachers who maintain negative concepts of their
body, state of health, physical appearance, skills,
and sexuality tend to use questions and student
ideas in their verbal interaction to a greater
extent than those teachers who hold positive

concepts of the same areas.

Teachers with a positive self-concept and a low
degree of conflict in their personalities will
tend to be more empathic, encouraging and praising

in their verbal interaction than other teachers.

Teachers with a high sense of personal worth and
adequacy also lessen their use of direct verbal

interaction.

Teachers who are very definite and certain in
what they say about themselves will tend to cri-
ticize and give orders and commands more than

less definite teachers.

Teachers who criticize themselves severely will

tend to criticize others to the same degree.

Teachers who tend to perceive themselves posi-
tively also achieve a high degree of teacher-

initiated student verbal interaction.

Teachers with a high degree of self-satisfaction
or self-acceptance also experience a decreased
use of student-initiated verbal interaction in

their classes.
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Teachers with more positive attitudes toward stu-
dents also tend to give more verbal commands and

instructions.

Teachers whose classes possess positive attitudes
exhibit a greater use of verbal empathy and
praise, and also use student ideas increasingly.
When student attitudes are negative, the teacher
tends to employ a high degree of direct verbal

interaction.

Classes in which students' attitudes are positive
also express a high degree of teacher-initiated

student verbal interaction.

Classes in which student attitudes are negative
experience a higher degree of confusion, extraneous

conversation, and disorganization.

When boys express a negative attitude toward the
class and its teacher, the teacher tends to

express positive attitudes toward the student.

Black teachers express a higher degree of self-

satisfaction or self-acceptance than white teachers.

White teachers use more indirect verbal inter-

action than black teachers.

Teachers with a greater amount of teaching exper-

ience lessen their use of self-criticism.
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Teachers with a greater amount of teaching
experience tend to have students whose attitudes

toward them are more positive.

Teachers with a greater amount of teaching
experience tend to decrease their use of verbal
interaction encompassing orders, directions, and
criticism. Their classes also experience less

confusion and disorganization.

Teachers with greater amounts of teaching exper-
ience also increase the incidence of teacher-

initiated student verbal interaction.




1n pay



A STUDY OF THE RELATIONSHIP OF THE MUSIC
TEACHER'S SELF-CONCEPT TO THE STUDENT'S

! ATTITUDE TOWARD MUSIC LEARNING

By

s
James R. Hughes

A DISSERTATION

Submitted to
Michigan State University
in partial fulfillment of the requirements
for the degree of

DOCTOR OF PHILOSOPHY
College of Arts and Letters

1974







ACKNOWLEDGMENTS

The writer expresses sincere appreciation for the
assistance given him by the members of his doctoral com-
mittee: Dr. Robert Sidnell, chairman, Dr. Russell
Friedewald, Dr. Robert Erbes, and Professor Robert
Unkefer. Special recognition is given three significant
people: Dr. Robert Sidnell, who patiently advised and
guided the preparation of the dissertation; Mr. Joseph
Wisenbaker of the Office of Research Consultation, who
assisted in the preparation and analysis of the data;
and to my wife, Barbara, whose assistance and forbearance

were indispensible.

ii




1L REVIEW

Intr
Self
Teac

Co

Inte
Atti
Suny

. tRiggy

Var)
Teny
Miny
Min
Py



Chapter

I

II.

o

TABLE OF CONTENTS

OVERVIEW OF THE PROBLEM . . . . . =«

Introduction. . . .« .« .« . . e e

The Problem . . .« « « =« =« =« =« =
Need for Study . Y o e Gr e GeR S
Questions To Be Answered. R
Hypotheses . . Se ket Pt Be i er T8 @
Definition of Terms Gir i M. @SB Tie o6
Major Assumptions . . . . . . o

Limitations . . « « « « o o .
Procedure. . .« + s+ o o o s e e

REVIEW OF RELATED LITERATURE . . .« =« =«

Introduction. . .+ « .« o .o o e
Self-Concept. . .« =« =« Sro 1 dah . le
Teacher Variables Pertalnlng to Self-

Concept. . .« . ot - e fe ey w4 48

Teacher Perceptions of Self. . . .
Training and Self-Concept . .
Personality Traits and Evaluatlon of

Others « « o« ¢ o ¢ o o o o

Interaction « .« « o o o e e o °
Attitudes. .o «s & e e oel Lt le e @
summary . . e o s s e s s C

CRITERION INSTRUMENTS. . =« =« =« = * °

Variables To Be Measured. . . =« =+ *
Tennessee Self Concept Scale . . «
Minnesota Teacher Attitude Inventory. -
Minnesota Student Attitude Inventory. -
Flanders System of Interaction Analysis.

Page

-

25

25
33

37,

48
55

59

63
101
120

124

124
125
129
133
136




saver
T AVALYSIS

Revie
Prese
Relat

T, SUMMARY,
ADR:

Sunm
Tincdi
Disc:

Se
St
S

WAy,
Ny

LEDIY

Criterion I

w

HTED BIBL]



) Chapter
IV. ANALYSIS OF THE DATA . . . .

Review of Procedure . . .
Presentation of Data . . .
Related Data. . . . . .

V. SUMMARY, FINDINGS, DISCUSSION,
| AND RECOMMENDATIONS. . . .

SUMMATYY' & ‘o an snc i e e
Findings . . . . . . .
Discussion . . . . . .

! Self-Concept and Teacher Attitude.
) Self-Concept and Student Attitude.
Self-Concept and Verbal Interaction

Relationship of Dependent
Related Questions . . .

Conclusions . . . . . .

Implications. . . . . .

Recommendations. . . . .
APPENDIX

Criterion Instruments . . . . .

SELECTED BIBLIOGRAPHY . . . . . .

iv

Variables

Page
143

143
144
166

175

175
179
185

185
187
190
197
200

202

205
206

208

224




landers'
(FIAC)

1. Observer

1, Spearman
the var

Spearman
the var

. Spearman
the va

Spearman
the va;

Spearman
the va;

" Spearman
the va

Spearnan
the va

Speamah
the va

Spearnap
the vz

SPeaman
the vz

S Speﬂmar
the v,

SpeaYll'lar
the v,



LIST OF TABLES
Table

Flanders' Interaction Analysis Categories
(FIAC) . .

2. Observer reliability coding data .

3. Spearman Rank Correlation Coefficient between
the variables of Hypothesis I . . . . .
4. Spearman Rank Correlation Coefficients between
the variables of Hypothesis II . . . . .
5. Spearman Rank Correlation Coefficients between
the variables of Hypothesis III. . . . .
6. Spearman Rank Correlation Coefficients between
the variables of Hypothesis IV . . . . .
7. Spearman Rank Correlation Coefficient between
the variables of Hypothesis V . . . . .
8. Spearman Rank Correlation Coefficient between
the variables of Hypothesis VI 5, el es
9. Spearman Rank Correlation Coefficients between
the variables of Hypothesis VII. . . . .
10. Spearman Rank Correlation Coefficients between
the variables of Hypothesis VIII . . . .
11. Spearman Rank Correlation Coefficients between
the variables of Hypothesis IX . . . . .
12, Spearman Rank Correlation Coefficients between
the variables of Hypothesis X . . . . .
13. Spearman Rank Correlation Coefficients between
the variables of Hypothesis XI . . . . .
14,

Spearman Rank Correlation Coefficients between
the variables of Hypothesis XII.

Page

128

141

144

145

146

147

148

148

149

151

155

157

159




tle

15, Spearman
the var

Spearman
the var

Spearman
the var

Spearman
the vas

B, Spearman
the va;

Spearman
the va

Spearman
the va

Spearman
the va

" Spearman
the va

“+ Spearnan
Tace ;

Spearnar
Years
Variat

Spearnay
the
and s

. Speamal
Selec
Cateq



Table

15.

16.

17.

18.

19,

20.

21,

22,

23,

24,

25,

26.

27.

Spearman Rank Correlation Coefficient between
the variables of Hypothesis XIII . . . .

Spearman Rank Correlation Coefficients between
the variables of Hypothesis XIV . . . . .

Spearman Rank Correlation Coefficients between
the variables of Hypothesis XV on e @ Bl s

Spearman Rank Correlation Coefficients between
the variables of Hypothesis XVI . . . . .

Spearman Rank Correlation Coefficient between
the variables of Hypothesis XVII . . . . .

Spearman Rank Correlation Coefficients between
the variables of Hypothesis XVIII. . . . .

Spearman Rank Correlation Coefficients between
the variables of Hypothesis XIX . . . . .
Spearman Rank Correlation Coefficients between
the variables of Hypothesis XX o4 L3 et el g
Spearman Rank Correlation Coefficient between
the variables of Hypothesis XXI . . . . .
Spearman Rank Correlation Coefficients between
race and selected variables. . . . . . .
Spearman Rank Correlation Coefficients between
years of teaching experience and selected
variables ORI N U U S T T SR
Spearman Rank Correlation Coefficients between
the mean achieved by boys and girls on MSAI
and selected variables . . . . . . . .
Spearman Rank Correlation Coefficients between
selected TSCS Subscales and selected FSIA
categories . . . . . < . .

vi

Page

160

160

161

161

162

163

165

165

166

167

168

L7




wo nu
sl grasp of s
% encourage s
sdeocratic ¢
¢ student a
% difference
Heher's se) f
51 teachey!
“Sroon beh:
] Does ¢}
Stheytg inte
hdict, g (
sel:‘~concept i
< ay educat,
* Wnogyy of .

;’atential eff

femionships



CHAPTER I

OVERVIEW OF THE PROBLEM

Introduction

Two music teachers of equal intelligence, training,
and grasp of subject matter may differ in their ability
to encourage student motivation and learning; to achieve
a democratic classroom atmosphere; and to engender posi-
tive student attitudes toward music learning. Part of
the difference may be accounted for by the effect the
teacher's self-concept has on his students. Does the
music teacher's self-concept influence, not only his
classroom behavior, but the behavior of his students as
well? Does the phenomenon of self-concept effect the
teacher's interpersonal relationships, his classroom
conduct, his goals, his accomplishments? 1Is the teacher's
self-concept a viable concern of the music educator--
or any educator? The teacher's self-concept should be
a concern of any teacher training program because of its
potential effects upon other classroom variables. These

relationships are the major focus of this study.
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The Problem
The purpose of this study was to examine the
relationship between the music teacher's self-concept
and (1) the students' attitude toward music learning,
(2) teacher attitude, and (3) the verbal interaction

pattern which occurs in the general music classroom.

Need for Study

After teaching for many years in the public
schools, the writer observed that some beginning teachers
appeared to be successful in their teaching experiences
and others were not; even though they had received similar
teacher training. While such unproductive results were
defeating for the unsuccessful teacher, they were even
more devastating for the students who found themselves
in a situation where academic motivation was difficult,
and in some cases impossible.

While the students were being cheated in their
academic work, the unsuccessful teachers experienced
frustration and self-doubt. After investing heavily in
teacher training, these unsuccessful teachers were,
indeed, discouraged. The course of action for the
unsuccessful teachers was either to remain in education
as a marginal teacher or to give up, seeking employment
in other fields. Either choice could result in a loss

of self-esteem for the teacher. The outcome of such a
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teacher dilemma would result in a loss for both the stu-
dents and the teacher.

In time it became obvious that the students'
self-concept, as well as the teacher self-concept, was
an important classroom variable. Student self-concept
was important as it related to academic achievement, to
attitude, and to inter-personal relationships. The con-
viction of the self-concept's importance prompted the
author to become involved in several studies in hyponosis
which were designed to improve student attitude and self-
concept. These activities produced extremely encouraging
results which reinforced the confidence in the potential
of a positive self-concept as it related to academic
achievement, attitude toward learning, and interaction.

Exploiting the psychological possibilities of a
learning situation presents exciting new techniques for
enhancing motivation toward music learning. Utilizing
psychological techniques does not minimize the importance
of content; even though, some early research indicates
it is overemphasized.1 In fact, concern for motivation

might be less of a problem if content could be taught

—

lF‘rank W. Hart, Teachers and Teaching (New York:
The Macmillan Company, 1934), pp. 131-32, 250-51; Paul
Witty, "An Analysis of the Personality Traits of the
Effective Teacher," Journal of Educational Research 40
(May 1947): 662- 71, Arthur T. Jersild, "Characteristics
of Teachers Who Are 'Liked Best' and 'Disliked Most',"
Journal of Experimental Education 9 (December 1940):

=51,




2 sore self
» learn about
»iis persona

Studen
iivated towa

xtivated to d

some even

intentl

Satly avare

iduals w}

Sle differey

Resea)

S confiy;

RS o),

Propos;
) self'conc'
£ prgyg
U one kg

y Uterng),

) h .
2 (Rost

by



in a more self-related manner. No one is highly motivated
to learn about those things which appear to be unrelated
to his personal life.

Students are always motivated, but they may be
motivated toward different ends. Some students are
motivated to disrupt music classes, some miss school,
and some even drop out. Other students are motivated to
listen intently, set music goals, and study diligently
to achieve them. With this apparent diversity in student
motivation, a music teacher's task may appear hopeless.
However, diverse motivational attitudes toward learning
should be a signal to the teacher that he must be con-
stantly aware of himself and his students as unique
individuals who respond to and interpret the world of
music differently.

Research literature is adequately supplied with
studies confirming the dynamic quality of the self-
concept's role in motivation. Combs and Snygg, and
Rogers propose that the maintenance and enhancement of
the self-concept is a primary motive behind all behavior.2
If this premise is accepted, there appears, then, to be
only one kind of motivation--a kind which is both personal

and internal, a kind which is present at all times, no
R PN LA Y

2Arthur W. Combs and D. Snygg, Individual
Behavior, 2nd ed. (New York: Harper & Row, Publishers,
» Chaps., 17, 18; Carl R. Rogers, Client-centered
lelerap (Boston: Houghton Mifflin Company, 1965), pp. 483~
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matter the activity. Combs believes "People are always
motivated; in fact, they are never unmotivated. They may
not be motivated to do what we would prefer they do, but

it can never be truly stated that they are L\m‘ncn:ivat:ed."3

Quoting Combs further, he described the nature of motivation

as "An insatiable need for the maintenance and enhancement

of the self; not the physical self--but the phenomenal

self, of which the individual is aware, his self—concept."4

The teacher may interpret this phenomenon as a basic
internal drive toward self-fulfillment. Such a self-
fulfilling drive is usually established before the stu-
dent arrives at school and should be considered an
advantage by the teacher.5

Individuals are internally motivated to behave in
a manner which is consistent with the way they perceive
themselves. Festinger proposes in several sources that
dissonance occurs when we act in ways that are inconsistent
e —

3Arthur W. Combs, Perceiving, Behaving, Becoming,
Yearbook of the Association for Supervision and Curriculum

Development (Washington, D.C.: National Education Associ-
ation, 1962), p. 85f.

4Art:hl.u: W. Combs, "Some Basic Concepts in Per-
ceptual Psychology," paper presented at the American Per-
sonnel and Guidance Association Convention, Minneapolis,
Minn,, April 1965, p. 8.

5Dcmald L. Avila and William W. Purkey, "Intrinsic
and Extrinsic Motivation: A Regrettable Distinction,"
Psychology in the Schools 3 (July 1966): 206-08.
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with the belief we hold about ourselves.6 The manner in
which we respond to people, tasks, roles, and environ-
ment, then, is consistent with what seems to be consistent
with our self-image. Our self-concept is expressed
through our behavior.

When the multiplicity of teacher, student, and
self-concept variables are considered, it becomes apparent
that there might be no best way of responding to students'
music learning needs any more than there is a best way of
their achieving those learning needs. Instead of one
single method of teaching and learning, there seem to be
many appropriate ways of teaching and learning. Whatever
the appropriate method may be, it would seem to depend
on the teacher, the student, and especially the current
environment., Research suggests that a specific method-
ology will not always be successful. Existing <:’(at:a7
confirm that methods which are more democratic than
authoritarian; which provide for adaptation to individual
differences; encourage student initiative; urge individual
and group participation; and stimulate "self" involvement

6Leon Festinger, A Theory of Cognitive Dissonance
(New York: Harper & Row, Publishers, 1962), pp. 3-31;

Festinger, "Cognitive Dissonance," Scientific American
207 (October 1962): 93-107.

7Ned A. Flanders, Teacher Influence, Pupil Atti-
tudes and Achievement: Studies in Interaction Analysis,
Final Report, Cooperative Research Project No. 397
(Minneapolis, Minn.: University of Minnesota Press, 1960).
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will probably achieve positive results in both student
attitude and achievement. In order to encourage methods
of this type, a flexible, totally dedicated teacher with
a capability of planning around people as well as ideas
is needed.

Flexible, total music teaching is ultimately an
existential process. A process which reflects the per-
sonality, outlook, ideals, and background of the teacher,
who may claim objectivity, but in reality exhibits the
subjectivity of his work and thinking. A good music
teacher not only knows his subject, he radiates and com-
municates a zest which goes far beyond the content. The

teacher possessing the most knowledge is not necessarily

the most successful with students in terms of motivation
and music learning. Instead, it may be found to be the
teacher who is so involved with his work that he fills
students with the kind of zest for music learning that
travels far beyond the classroom and enables students

to become their own best teachers.

Assuming that the teacher variables just mentioned
have a determining influence on the effectiveness of any
music teacher, it would seem that teacher training pro-
grams might well reexamine the direction of their cur-
ricula. Should the music teacher's training be aimed
at content and performance alone? The teacher training

Programs at most institutions emphasize academic areas
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and neglect the teacher/student interpersonal relation-
ships which research indicates may be of greater or equal
importance in student attitude and achievement.

Critics of personality training suggest that this
is an area that cannot be altered successfully or that it
is not the domain of the training institution. Remarks
such as these completely disregard the work of Carl
Rogers and others who are deeply committed to personality
and self-concept modification. Other critics believe
that changes in teacher personality will occur only after
the person assumes his classroom duties. This type of
rationale supports an on-the-job training program in
interpersonal relationships, a rationale which might be
applied to other aspects of teacher training. Experience,
however, has shown this concept to be inefficient; might
it not also be inefficient when considering personality
training? A recent study indicated that most teachers
and student teachers were well prepared academically,
but poorly trained in the effective use of teacher-student
interactions.8 The study further stated that half the
teacher trainees possessed personalities ill-suited for
teaching. When consideration is given to the effect

this would have on student approach-avoidance behaviors

8Louis M. Heil, Modifying Behaviors (Self-Concept)
of Certain Prospective Teachers (Brooklyn, N.Y.: Brooklyn
College, 1962).
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toward music learning and the effect teacher personality
would have on student personality, self-concept, attitude
or achievement, it presents a rather bleak picture of
general music classrooms.

Recognizing the less than adequate interpersonal
relationships that now appear in most classrooms, this
study is addressing itself to a specific aspect of this
situation. Scientific studies have explored the relation-
ships between student self-concept and achievement;
attitude and achievement; teacher attitude and achievement
in academic classrooms. This research will determine the

correlation between these variables in classrooms dedi-

cated to aesthetic education--music classrooms. At this
writing, no correlational studies in music classrooms
involving the variables of teacher self-concept, teacher
attitude, student attitude, and verbal interaction have
been found. The results from this study, then, will be
unique in the literature of music education. These data
will, hopefully, serve as a guide for future studies and
also as a basis for restructuring teacher training for

future music teachers and for in-service programs.

Questions To Be Answered

What relationship exists between the teacher's
self-concept and the teacher's success in terms of stu~
dent attitude? There may be a significant relationship

between the teacher's success and the phenomenon of
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10

self-concept. This study will show the degree of that
relationship, but will not attempt to predict or infer
single causal relationships.

The writer believes that individuals possessing a
negative self-concept perform in a manner which is con-
sistent with their negative and defeating beliefs about
themselves. As a result of this consistency, success
or full realization of the human potential is hampered.9
Such success may be measured in terms of achieving a
positive student attitude toward music learning, estab-
lishing a democratic classroom atmosphere which stimulates
the student mind, or achieving an indirect verbal inter-

action pattern in the classroom. A fear of success, then,

would be consistent with a negative self-concept.

Some individuals avoid finding out more about
themselves for fear of having to give up a self-concept
with which they have grown comfortable. Success may
demand a more thorough knowledge of self which may result
in personality changes. Most people have an inclination
to resist personal change, but the resistance is even
stronger for an individual who cannot visualize a changed
behavior with his current concept of self. Individuals

with a negative self-image are hesitant to find out more

D —

9Prescott Lecky, Self-Consistency: &a Theory of
Personality (New York: Island Press, 1945).
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11

about themselves because they fear having to make a pos-
sible change toward more personal maturity.

Maturity implies many things. It may indicate
a certain degree of independence, a capacity for self-
discipline, a certainty about goals and values, and a
motivation toward some level of achievement. Greater
maturity means greater responsibility and for people
with a negative self-concept this is frightening.

Fear of success, fear of moving on to higher
levels of personal realization are maintained primarily
because the fearful doubt their ability to sustain a
high level of performance if it is achieved. Fear of
success, fear of greater maturity, and fear of failure
are very much related. The more successful the indi-
vidual, the more people expect of him. Consequently,
the greater the expectancy, the greater the chance of
failure. For many there is just too great a risk in
becoming competent, for then, much is expected. This
writer believes many music teachers possess this sense
of fear due to their poor self-image, and that they find
refuge in being neither too far ahead nor too far behind
their peers.

Maslow suggests that although we all have an
impulse to improve ourselves, to actualize more of our
potentialities, and proceed toward fulfillment, many

stop short of developing their fullest potential because
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of what he calls a "fear of one's own greatness" or the

"evasion of one's destiny” or the "running away from

one's best talents."l0 He states further that:

Not only are we ambivalent about our own highest
possibilities, we are also in perpetual . . . con-
flict and ambivalence over these same possibilities
in other people, and in human nature in general.
Certainly we love and admire good men, saints--
honest, virtuous, clean men. But could anybody who
has looked into the depths of human nature fail

to be aware of our mixed and often hostile feelings
toward saintly men? Or toward very beautiful women

or men? Or toward great creators? Or toward our
intellectual geniuses? . . . We surely love and
admire all the persons who have incarnated the

true, the good, the beautiful, the just, the per-
fect, the ultimately successful. And yet they also
make us uneasy, anxious, confused, perhaps a little
jealous or envious, a little inferior, clumsy. They

usually make us lose our aplomb, our self-possession
and self-regard.ll

Fear of maturity, fear of success, and fear of self-
actualization resulting from self-doubts are under-
standable feelings, but these same feelings are the ones
that eventually lead to self-defeat.
Once our feelings have imprinted the blueprint

of our capabilities on our mind it is difficult to change

that image. This writer believes that a consistent nega-
tive self-image guides many music educators into a pat-
tern of unrealized potential which results in uninspiring

classroom performance and in music students that are

10Abraham H. Maslow, "Neurosis as a Failure of
Personal Growth," Humanitas 3 (Fall 1967): 153-69.

1ibid., p. 164.
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bored at an early age. This rationale, then, is the

basis for the questions to be answered in this research.
Other questions to be answered and relationships

to be analyzed: What relationship exists between the

teacher's self-concept and the teacher's success in terms

of verbal interaction? What relationship exists between

the teacher's self-concept and the teacher's success in

terms of verbal interaction? What relationship exists

between the teacher's self-concept and the teacher's

attitude toward his class? What relationship exists

between the teacher's self-concept and his length of

teaching experience? What relationship exists between

the teacher's self-concept and his race?

Hypotheses

The study was designed to test twenty-one hypothe-

ses. These are:

Hypothesis I:

There will be a significant correlation between the

teacher's total self-image score (P+N Score) as
measured by the Tennessee Self Concept Scale and the

students' positive attitude score as measured by the
Minnesota Student Attitude Inventory.

Hypothesis II:
significant correlation between the

There will be a
teachers' total self-image score (P+N Score) as
measured by the Tennessee Self Concept Scale and the
teacher's total Indirect verbal interaction as deter-
mined by the Flanders System of Interaction Analysis.
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Hypothesis III:

There will be a significant correlation between the

teacher's total self-image score (P+N Score) as
Tennessee Self Concept Scale and

measured by the
the teacher's total direct verbal interaction as

determined by the Flanders System of Interaction
Analysis.

Hypothesis IV:
There will be a significant correlation between the
teacher's total self-image score (P+N Score) as
measured by the Tennessee Self Concept Scale and
the total student verbal interaction as determined
by the Flanders System of Interaction Analysis.

Hypothesis V:
There will be a significant correlation between the
teacher's total self-image score (P+N Score) as
measured by the Tennessee Self Concept Scale and
Category 10 of the Flanders System of Interaction

Analysis.

Hypothesis VI:

There will be a significant correlation between the

teacher's total self-image score (P+N Score) as
measured by the Tennessee Self Concept Scale and the
teacher's attitude score of the Minnesota Teacher

Attitude Inventory.
Hypothesis VII:

There will be a significant correlation between the
teacher's Subscale scores of the Tennessee Self Con-
cept Scale and the students' attitude score as

measured by the Minnesota Student Attitude Inventory.

Hypothesis VIII:

There will be a significant correlation between the
teacher's Subscale scores of the Tennessee Self
Concept Scale and the teacher's attitude score of

the Minnesota Teacher Attitude Inventory.
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Hypothesis IX:

There will be a significant correlation between the
teacher's Subscale scores of the Tennessee Self Con-
cept Scale and the teacher's total indirect verbal
interaction as determined by the Flanders System of

Interaction Analysis.

Hypothesis X:

There will be a significant correlation between the
teacher's Subscale scores of the Tennessee Self Con-
cept Scale and the teacher's total direct verbal

interaction as determined by the Flanders System of

Interaction Analysis.

Hypothesis XI:

There will be a significant correlation between the
teacher's Subscale scores of the Tennessee Self Con-
cept Scale and the total student verbal interaction
as determined by the Flanders System of Interaction
Analysis.

Hypothesis XII:

There will be a significant correlation between the
teacher's Subscale scores of the Tennessee Self Con-~
cept Scale and Category 10 of the Flanders System of
Interaction Analysis.

Hypothesis XITII:

There will be a significant correlation between the
teacher's total positive score of the Minnesota
Teacher Attitude Inventory and the students' total
positive score of the Minnesota Student Attitude
Inventory.

Hypothesis XIV:

There will be a significant correlation between the
teacher's total positive attitude score of the

Minnesota Teacher Attitude Inventory and the teacher's

total Indirect verbal interaction as determined by
the Flanders System of Interaction Analysis.
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Hypothesis XV:

There will be a significant correlation between the
teacher's total positive attitude score of the
Minnesota Teacher Attitude Inventory and the teacher's
total direct verbal interaction as determined by the
Flanders System of Interaction Analysis.

Hypothesis XVI:

There will be a significant correlation between the
teacher's total positive attitude score of the
Minnesota Teacher Attitude Inventory and the total
student verbal interaction as determined by the
Flanders System of Interaction Analysis.

Hypothesis XVII:

There will be a significant correlation between the
teacher's total positive attitude score of the
Minnesota Teacher Attitude Inventory and the Category
10 total of the Flanders System of Interaction
Analysis.

Hypothesis XVIII:

There will be a significant correlation between the
students' total positive attitude score of the
Minnesota Student Attitude Inventory and the
teacher”s total indirect verbal interaction as
determined by the Flanders System of Interaction
Analysis.

Hypothesis XIX:

There will be a significant correlation between the
students' total positive attitude score of the
Minnesota Student Attitude Inventory and the teacher's
total direct verbal interaction as determined by the
Flanders System of Interaction Analysis.

Hypothesis XX:

There will be a significant correlation between the
students' total positive attitude score of the
Minnesota Student Attitude Inventory and the total
student verbal interaction as determined by the
Flanders System of Interaction Analysis.
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Hypothesis XXI:

There will be a significant correlation between the
students' total positive attitude score of the
Minnesota Student Attitude Inventory and the Category
10 total of the Flanders System of Interaction

Analysis.

Definition of Terms

Terms used in the Tennessee Self Concept Scale

need to be clearly defined as they are used in that

instrument and in the present study.

Identity.--The individual describes what he is

as he sees himself.

Self-satisfaction.--An individual describes how

he feels about the self he sees.

Physical Self.--The individual presents his view

of his body, his state of health, his physical appearance.

Moral-Ethical Self.--The individual describes the
self from a moral-ethical frame of reference--moral worth,
relationship to God, feelings of being a "good" or "bad"

person, and satisfaction with one's religion or lack of it.

Personal Self.--The variable reflects the indi-~
vidual's sense of personal worth, his feeling of adequacy
as a person and his evaluation of his personality apart

from his body or his relationships to others.
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Family Self.--This factor reflects one's feelings
of adequacy, worth, and value as a family member. It
refers to the individual's perception of self in reference

to his closest and most immediate circle of associates.

Social Self.--This is another "self as perceived
in relation to others" category but pertains to "others"
in a more general way. It reflects the person's sense of
adequacy and worth in his social interaction with other

people in general.

Variability.--This factor provides a simple
measure of the amount of variability, or inconsistency,

from one area of self-perception to another.

Distribution.--This variable is a summary score
of the way one distributes his answers across the five
available choices in responding to the items of the
Scale. It is also interpreted as a measure of still
another aspect of self-perception: certainty about the
way one sees himself. High scores indicate that the
subject is very definite and certain in what he says

about himself while low scores mean just the opposite.

True False Ratio.--This is a measure of response
set or response bias, an indication of whether the sub-
Ject's approach to the task involves any strong tendency

to agree or disagree regardless of item content. It can
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also be considered from the framework of self-theory.

From this approach high True False Scores indicate the
individual is achieving self-definition or self-description
by focusing on what he is and is relatively unable to
accomplish the same thing by eliminating or rejecting

what he is not. Scores in the middle ranges would indi-
cate that the subject achieves self-definition by a more
balanced employment of both tendencies--affirming what is

self and eliminating what is not self.

Net Conflict Scores.--These scores are highly
correlated with the True False Score. More directly,
however, they measure the extent to which an individual's
responses to positive items differ from, or conflict with,
his responses to negative items in the same area of self-

perception.

Total Conflict Scores.--This factor reflects the

total amount of conflict in a subject's self-concept.
High scores indicate confusion, contradiction, and
general conflict in self-perception. Low scores have
the opposite interpretation. The conflict scores are
reflections of conflicting responses to positive and
negative items within the same area of self-perception.
These scores are not to be confused with the variability

scores, which reflect fluctuations from one area of self-

Perception to another.
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Major Assumptions

This study assumed the following:

1. The instruments and methods employed in this study
are adequate and suitable to the purposes of the
study. (See Chapter III for information relative

to the criterion instruments.)

2. The sample of the study is typical of a group of
seventh grade general music students and teachers

in public schools in Michigan.

Limitations

The study examined the different classrooms at
progressive periods in time. Some classrooms were visited
during the fourth week of school and others all the way
through their twelfth week of school. With this number of
classrooms and the resulting commuting distances, it was
impossible to control this variable within the time span
allowed for the study.

Scheduling in some schools prevented a comparable
visiting plan in each classroom. Classes in some schools
met every day, some met every other day. This could well
have influenced student attitude and teacher attitude.

Subject matter being studied in the classrooms,

of course, varied from teacher to teacher. This variable

could not be controlled in this study. Of related concern

was the differing philosophies and objectives reflected

by the teachers.
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Student background in music differed considerably
in the various schools. This variable could also effect
the study.

Physical facilities were extremely varied from the
old inner-city schools to modern suburban schools--a con-
dition which may have influenced the results of the study.

Student socio-economic factors, of course, could
not be controlled in this study. Integration, busing,
and neighborhood schools may well have influenced the

study. Studies reviewed in Chapter II expand upon this

possibility.

The inventories used in the study obtained data
through self-reporting--a technique some researchers
question. Through his observations, the writer believed
the results were valid and the reliability level was

found to be quite high.

A limitation of the interaction analysis was the
use of only one observer even though the reliability of
the observer was found to be acceptable. Within the con-
fines of the study and the resources of the researcher,
the use of a team of observers was not feasible. Even
though an observer will generally fluctuate within a
small range of reliability, the use of one observer is a
limitation. An observational situation has the potential
for limitation. Efforts were taken to avoid such limi-

tations, but not all subjects react equally under obser-

vation,

An observer would have difficulty predicting normal
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classroom behav