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' ABSTRACT ' ¢
The study investigated the relationshiosfbetween.‘
measures of teacher personality, teacher beliefs about
the teachine process,\and style of classroom organization‘
and pup11 control as perceived by supervisors, byé@he
teacher"mhemselves, and by their pupils. Inferences
were drawn from these relationships repardlns the
implicit curriculum associated with an authoritarian‘N‘ ‘
style of classroom fontrol.
| Personality and belief measures were obtained'from‘
30 teachers in the Edmonton Catholic School System.’
Perceptions regarding the teachers’ style of classroom
oraanization and pupil control were zatheredrfrom 3 super-
v1sors, and from 300 pupils drawn from the classes of
these teachers, as well as from the teachers themselves.
Canonlcal correlatlons and first order correlatlons were

;
established between the three main areas (personallty,

bellefs about the teaching process, and style of clabsroom ’
organization and pupil control). Relationships between‘
the three sources of perceptlons of the teachers' class-
room behavior (supervisors opinions. teachers f-
. ratings. and pupils! perceptions) were analysed using the'
-same.procedures. ‘ . . : .

Hlehly significant relationshlps were found vetween
~teacher personallty and teacher bellefs q&out the teachlng

process. Tea er_\high ori;ow 1n authoritarian personallty
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characteristics weme found to have correspondingly high

1

-or low deprees of authoritarianisn in their %eliefs abput
the teaching process. Furthermore, ‘4eachers having high
Scores on authoritarian personality variables were °

perceived by thelr supervisors as less flexible in thelr 4

style of classroom organization- and pupil conﬁrol than

teachers with nonauthoritarian personalltles. wnale no

A

sienificant canonical correlations were found between
athprltarlan personality varlables in teacheq§ and the&r

. cldgsroom behavior as perceived by the teacherS'themselresJ’
e . B
! : 4

or by their pupils, there were, however, a number of

“:31qn1flcant first order correlatlons between individual

personality variables and teachers! and pupils"’ pereeptions,
of sthe teachers' ciassreem behav1or. Teachers' bellefs |
f about the teaching process were not found to be related
to thelr style of classroom organization and pupil contrel
aa perceived by the superv1sors.‘the teachers themselves,
or by their pupils. Whlle pupil perceptians were found
‘to be sianificantly related to those of both sdpervisoru
and teachers, there were no s1gn1flcant dverall relation-
‘Shlps be tween the perceptlons of the superv1sors and those
of the teachers concerning etyle of classroom organlzatlon
and pup11 control. |

Inferences drawn concerning the implicit curriculum
Aa85001ated W1th an authorxtarlan style of classroom
contrgl indi ted that whlle teachers and puplls ‘alike are

' e - . :
g ‘ \ ) -

\‘ . . ~



unclear regarding the degree to which|consideration of .
pupils' rights, encouraéement of pupil autonomy, and__'
‘teacher flexibility are exercised in the .classroom, there

is, however, significant asreement about who is in charge

~ [4

and what i§ expected of the pupils in terms of obedience
‘to the rule‘structure of the classndor. -Findings also ';
suggested an-implicit belief by both teachers and pupils
that pupils® rights are conferred by the individual teacher,
rather than predicated upon universal principles.

The study revealed a need for further research in
the area of the_impliﬁit curriculum and its effects ubqn
children, ﬁarticulafiy'in_regard to values education. The
need for the development of instruments fqg this purbose

was also indicated.
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THE RELATIONSHIPS BETWEEN TEACHER PERSONALITY, TEACHER
. ) 1 *
€ELIEFS, AND THE IMPLIJJIT CURRI CULUM
: " CHAPTER 1 '

/
‘ Introduction

Background to the study L | 'E.F
In recent decades, a ‘vast amount of research hag

beeﬂ» devoted to teacher pereona};,tty and classroom climate.
With the emphaeie upon teacher effectiveness measured in :
terms of pupil achievement (Flandere and 'Simon, 19693/ |
Gage. 1963). Rather than focusing upon the relationshipe
of teacher pereonality to achievement, thie study invest-
1gated the relatione between persohelity. teacher beliefs,
and style of classroom organiZation and control.

Rationale for the et_gx

Teacher pereonality. teag\er effectivenees. and
9pp11 achieVement have been‘etudied for their 1mportance
1J relation to tﬁe explicit curriculum of schools. Educ-
atore. however.vare aleo concerned about what is- implic-;;
itly taught 1n echoolc (Biher and Minuchin. 19703 Biggs.‘
in presss Dreeben. 19?03 Friedenberg. 1964 1970; o
Fregre. 1969. 1970. 19?13 Getzele. 19693 Illich. 19?03

‘1 Kohlberg, 1970; Jackeon. 1968. 19703 Overly. 19705
= Roeenthel. 1970; Silberman. C-. 1970; Silbermen. M.,'}wi
: },1971; To!tler, 1970), and th¥ relationehip hetween the
J?ﬁiimplicit curriculum and the pereonality of the teaoher

?:;j(Biber and Minuchin. 19763 Minuchin. Biber. Shapire. end;f“

et . . : . B Tal . s : IS
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'.curriculum (Jackson. 1968, 1970)

74
- £

i? with an ‘authoritarian style of classroom organlzation

| 2
~
Zimiles, 19693 McGee, 1955). One aspect of personality

.which has been intengely studied is authoritarianism.

According to Adorno (1950), Maslow (1943], and Rokeach

(1960), personalities characterized 8& authoritarianism

view the world differently from nonauthoritarian person-
alitieé. Tﬁis_world view, which includes attitudes about

the nature of man, and about dominance and submissibn. is

characterized by . a closed system_of beliefs about man
- Al ‘

‘andfsociety. Consequéhtly. it 1§(po be‘éxpgcted that the

N
beliefs about the teaching process and the style of class-.

room organlzatlon and pupll control of teachers high in

| authoratarlan characteristics will differ sxgnlflcantly

from those of teachers low in these characteristics. It
is also to be expected that such beliefs’and values will

be communicated implicitl& to fhe pupils zqnough the

Jstyle of-claséroom'organization~and bupil control, thus

becoming part of what has been described as the 1mp11ci§\

- .

: Statement of the problem L )

The purpose of this study was to examine the rel—
ationships hetween the personality of teachers, their |
beliefs about the ¢each1ng process. ‘and their style of
‘classroom control. ‘and to draw inferences from: these rel-{

ationbhips regarding the 1mp1ﬂbit curriculum assoclated

2

« and pupil control.
0 .

&
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Tq.achieve this, it was necesséry to obtain
measures df several personality variablesyassociated with
authoritariapism. measures g;*bqliefs about the teaching
process, as well as percepti;ns of supervisors, teachers,
and pupils regard;ng‘the tedchers' style of classroom
control.

_Spesjfically,tﬁe préblem yaskposed in tefms:of ey
" the f&llowing questions: L ' '

Are there signifiéaﬁﬁ're}ationship; between auth-
oritaria;ism in teachér personality and teachers® beliefs
about the teaching process?

Are thére significant relationships between
Iauthorita;riani.sm in teacher' personality and style o_f.
classroom organization and pupil control as. perceived

~

by: 1. supervisﬁrs? :
- 2. ‘the teachers themselves?
3. the pupils?

Are there significant relationships between
teacher beliefs abqut the teaggigg;pro?ess and style of
classroom organization and p‘;il‘qohtrol a8 perceived
bys 1. sgper#isors? ‘

2. the teachers themselves?
3. the pupils?
| tht'inferences may be drawn from these £indings
regarding an imblicit curriculum associated with author-

itarianism?



Definition of terms ' -
The terms dsed in this 8tuydy are defined as
 follows:

Personaligyx a more or less enduring organlz-

. ation of forcés w1th1n the individual. These perslsting
.forces of personality help to determlne response in vari-
ous situations, and it is thus largely to-them that con-
sistency of behavior - whether verbal or physical - is
attributable (Adornb et al., 1950, p.5).

Authoritarianisms a personality trait Character-
ized by a mental sey/wﬁfbh considers authorlty'asabsolute
and which accepts or reaects other 1nd1v1duals because
they "agree or disagree with one B belief-disbelief
gsystem (Adorno et al., 19503 Rokeach, 19‘8)

Pess
e

Belief system: an interrelataﬂ organlzatian of

-

inferences made by an observer about underlying states

of expectancy.

Each and every one of a person's countless
beliefs about physical and soclal reality are represented
in some organized but not necessarily logical form1w1thin

his belief system (Rokeach, 1969, p.2).

Imglgcit Curriculums a system of beliefs and

-4,

-values whiéh is'communicatedftacitly through’' such means

~

as school philosaphy, administrative practices, and the

system of expectations and rewards of the school.

v
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The im£1101t curriculum is understood in contrast
to the exgllcit curriculum which is a system of bellefB
and values commﬂnicated as a defined’ objective through
the school 8 program of studies.

Accordlng Yo the theoretical framework of the
study, authd/:tarianlsm and nonauthorltar}anism would
each be expected to Have a distinctive implicit currlcu-
lum. This study, however, emphasiepd(only the implicit
curriculum associated with aqthori;ariah‘is:r;Fli

.

The medium of the implicit. earriculum emphasized

~in the study was the organization and rule structure of

)the classroom (style of classroom organization and pupil
control). - .
Definitions of variables aseoclated with author-

itarianism whlch are measured in this: study‘will be given

| as the sca}es are 1ntroduced.

'si ificance of he stu

Previous studies have establisqu that classroom
climate has an effect upon pupila' attltudee. behavior,
-and achlevement (Fland s and Simon, 1969; Gage, 1963;
Minuohin et al., 1969) d that classroom climate‘lsQ
related to'teacher personality (Anderson, 194635 Clouser
and Hjelle. 19703 McGee, 1955: Piers, 1955; Sheldon, Coale
and Copple, 1959). In addition, it has been shown that
teacher personality and ‘teacher beliefs are related

(Laury, 1972; Jangen, Beeken, and Hritzuk, 1973). The



' C, 6
present etuey is significant in examining the interrelat-
lonships between all three dimeneions (teacher personal-
ity.\teacher beliefs, and classroom climate), and in
inferriné’eh implicit curriculum associated with author-
itarianism from these relationships.

¢

While the majority of studies have emphasized the
emotionalydimensions of classroom climate in its effect
upon pupils’ attitudes and behavior, this study is con-
cerned specifically with_the,rdie structure of the class-
room as an‘aspect of that climate. - Should‘the\ilndlngs
Jndicate a relationship between fhé personallty of. the
teacher and the quality of classroom climate as a reeult
of its rule structure, this study would highlight the
ihportance of thertgacﬂer's persenality in relaxion to
the rule structugé and its impact upon the learning ei
attitudes and behaviors in the pupils.

Should the relationships between - pere:ptlons of
the style of claasroom control of the authoritarlan ‘ ‘
teacher suggest a different implicit curriculum from that
of ‘the nonauthoritarian teacher?® tRe s tudy would emphas-
ize the 1mportance of authorltarianism\in ‘teacher person-

n'ality and its associated implicit curriculum.

_ Shéuld resuits of\gpe study indieate a relation-
ship between the ‘teachers' beliefa ‘abou} the teaching .
process and style of classroom cont;ol.uthe«study would

indicate the impect‘of’thelteachers% beliefs abeut the

-



teaching process upon classroom climate. _{

i Should pupils®' perceptions differ_signiiicantly
from those of t&achers and supeﬁv1sors. the study would
indicatp the importance of pupils’ perceptions of the

¥

rule structure’of the classroom. )
Most studies of classroom climate use observatién-
al techniques (Getzels and Jackson. 19633 Medley and
Mltzel. 1963). The present study attempted to use
superv180rs' opinions, teachere self—ratings and puppls
.perceptlons as méans of obdainyng lnformatlon about

classroom cllmate. Consequently. it should -yield some

information about the value of these sources of data.'

1
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CHAPTER II = :
Review of the Related Litegature
In order to'provide an overview.ofurelated liter-
ature, the following areas have been examined:
Theoretical | - f |
(a) Authoritarianism as a dimension of personality,

associated with a personal belief system.

(b) Authoritarian belief systems as communicated implicitly

~ through school procedures

Empirical
(ec) Methods in the study of classroom climate.

(d) Classroom climate as a function of teacher person-'
ality and beliefs., '

(e) Indications that classroom climate commepicatee an .
implicit curriculum.

(f) Effects of the implicit curriculum upon children.

Authoritarianiem as 8 gimegaion of gereona;itx.f' \
aesociated with a pereona) system of belief |

The understanding of. authoritarianiem accepted in |
this study has grown out of the. theoreticpl framework
provided by Maolow’(l9b3). Locating his theory in a
peycho-eooial framework. Maslow atated that ‘the dbrldnview
of the authoriterian individual is oharacterised by a
negative view ot ihe nature of man. Because man is 'r§?~'

seen ‘as eeeentiolly'evil. the world is viewed as a danger-

ous pltoe in ‘which ell pereone having a acale of valggs

I
-
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) o

different from one's own are considered threatening,

Protection from such enemies is assured by seizing power

:ﬁ‘!-‘ano exercising it in ah autoecratic manner. Authoritarian ,

-~ persons hare a strong tendency to judge by externais end

to adopt generalized concepts of superiority and infer- .
iority. Consequently, they hold a view of groop inter-
action in'whico ?superior" persons are deferred to and

: . inferior" persons are kept under rigld control. )Sidce

chanpe of the status quo is reParded as threatening, the

T

authoritarlan 1nd1v1dual adopts 2 rlgld mental set,

1’;

resists change, and champlons conservat1v1sm. Protect-
ive structures are thereby malntalned in a potentially
threatening environment. For Maslow, the authoritarian
individual's nezeﬁive view of the nature of man, his
‘\resistance to change, and his autocratic uieNOf‘power
réiéél'ﬁlm as fearful and insecure. TR,
'The‘concept of the. auxhorltarian individual as
fearful was supported by Adorno et al. (1950).* Their
studies revealed common underlylnq needs and a common
ideology dlstinpuishlng authorﬁﬁerian from nonautho
itarian indivzdual-s. These needs include fear of bef{
overwhelmed, desire to erect sooial-barriers in order to
malntaln 1nnroup morility and control. and an extreme

cghcern with domlnance pnd power. Aseociated W1th these

~ peeds is a oommon ideoldgy. understood as an “organlz-

q

ation of Opinlons._attitudes, and values - a way of
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thinking about man and society”" (Adorno et al., p.2),
which reaults,in&stereotyped thinking and rigid adherence
to specific social class values.

Rokeach (1948, 1960) descrined this understanding
of authoritarian ideology as a closed way of thinking and
an\intolerance towards those WLth opposing beliefs; '

To say that a person is dogmatic, or that his

belief system is closed, is to say somethin

about the way he believes and the way he thfnks -

not only about, single issues, but also about

networks of issues (Rokeach. 1960, p. .5)

The rigid belief system of the authoritarian individual @
makoérhim rosistant to change, intolerant of ambiguity.
and with greater tendency to premature closure. |

The literature on the authoritarian personality
| structure may bde summarized as follows. The authoritarian
individual's negative View of the nature of man results in
feelings of inseou;itx and foarfulness., The individual
~ attempts to overcome these feelings by adopting a

ierarcnioal viev of gro p inte;act;on wnioh regards
authority as absolute, and a rigid mental set charactor-

- ized by stereotyped thinking and an ‘*ejither-or” attitude o
_towards reality. Such a view of group interaotion obtains
,nthe proteotion of . those 1n authority und at the same )
“time provides control over thoae beneath by rendering

. g
- them dopandont upon one's own wishes and dectsions. The

&

characteristic of rigidity finds exproaaion inan <

[ 4

£y, which eliminatei alternate or -
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Pluralistic points of view,.and in a highly structured _
existence in which all details are ordered and brought
under control. The same rigidity is expreesed in a

conservativism which opposes change and supports the

present order as a further means of protecting oneself

.against the threatening factors in the env1ronment. iﬁb

The authoritarian personality structure may be
conceptualized as shown in Figure 1. ‘i@
Applied to the classroom, this conceptualization

would suggest that the authoritarian teacher would estab-

" lish a style-of rule structure in the ‘classroom which ‘is

i different frdm‘that ofra non%uthoritarian teacher. ‘Itg

is also to be expected that the belief system of .the

authoritarian personality will be communicated implicitly
to the pupils§$hrough the style of classroom or&pnizatlon
and pupil contrﬁl. \' vV a
tarian belier s'stem as communicated igpl;ci§§i

frough school proced res - BT }ﬁﬁw;

A number of educators have atressed the,}mportance

~

0f the organizational procedures<of the school L1te philo&

vsophy and expectations as, means of implic1t1y communicat-

| ing a syetem of beliefs and values.- Silberman (1970)

| stated that“attitudee and valuos are shaped far more by

'the so-called invxsible or infcrmal curriculum thgn by the -

. 'formal curriculum" (p.469). Jackson (1968. 19#1). who is'
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. ies QI students. 3 o

credited‘dlth the phrases both "hidden curriculum” and
"unstudi;#‘curriculum" to refer to ninety percent of what
goes on . in classrooms, used the expreseions to describe
the totéﬁity of rules, regulations. and routines Whish
have a profound impact upon the learning and personalit-
K? The kind of philosophy or belief system behind
school procedures determines the values communicated
impiicitly\ 0f interest here is -the communication result-~

1n§_from authoritarianism. The presentation of specific

: clsss values through an authoritarian style of schooling
‘vhas\been well documented. Kohlberg (1970) stated that

"theﬁimplicit curriculum currently reflects the goals and

soclal order of the school itself rather than the person-
al development of students. _The value eystemcenmunicat-
ed in schools has been described as socialisation into a

’ maep society of banality. mediocrity. and confornity

(Friedenberg. 1964, 1970). and as a meane of creating'and

'-msintaining a consumer society (Illich. 1970). Many

':jstructures and etylee within the present educational

Pes
e ot

“i in presé). and implicitly teach the valhes Which produce f
V‘"ineu-trlkl uan” (Toftlor. 1970) | BENET

"fsystep saturate young People with the agsr0'31°n"'

‘ competition--suecees system ot the curreht euttg;e (BiggST

-

ot ‘(’

: J

@dueators have dravn aztention to chcific struc-'f
fstyles by Which an 1mplicit currieulum is
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communieatéd. The power of eleménta of the informal
curriculum, such as'rulqs. fd&tines, and regulations
(Jackson, 1968; 1971), seating arrangements, age segr
ation, the authority of teachers, even the school bellj
in transmittlng values by sending unspoken messages to
students, shaplng their attitudes and outloo has been—
streseod (Toffler. 19?0) Ce Silberman (19701 asserted .
that the attitudes and values of students are shaped by
the manger in yhich the faculty-gembera.trgat‘studonte,.
respond to epr;r, and encouraée.stuaents to assume
réspodsibility.'by their attitudes towards teaching and
reggarch.'and‘by %he échoél's'eystem of status and
~ rewards. | ' |
' Other eduoationistqi!aintained that the impllcit
' curriculun,is coulunicated through inconsiatentjbr
"contradlctory teacher behavior (Bbtf and Warren, 19?1)3
fimplicit social and emotion41 domands made upon studonts
'~f(Brenner. Hormanu, nnd weddington. 19?1)3 vary ng sets or )
'v‘teacher and geg# group xpectations (Roscntha ’ 19?0):

_and through g?qﬁittfonmprocedurns which define progress

fllin norn-reteEaned-rather than: criterion-rotbrenced

‘ ”11ns the’ runction ofzevaluation to inplicitf‘

itorle (Biggs. ;;?2).; Blool (1971) raiqad isauo: concorh-»;
teuch eaeh '

1"18tud9nt who ho 13 ln rnlation to othors. r;w7er than huw

| e mrfcm 1“ “1“1“‘ t°‘7’th‘ tuk itulf or to his own
‘t:fpr'71°“3 Plr-vfuanoc'” ’ o & o
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'Still others perceived the communication of an
implicit curriculum through such informal structures as
teaching styles and student sub-cultures (Getzels, i?69)&A:
through the organizatioool and administrative dimensions
) of school (Dreeben. 1970); and through school philosophy
. aﬁd practice. espccially as theae apply to modern as
versus traditional types of schools (Minuchin et al., 1969)."

Freire (1969, 1970, 1971) stressed that the very .
'language of instruction carries an ideology and that
schools implicitly teach the belief and value system of
the dominanf ruling class. | S _
| M. Silberman (1971) argued that the rules, routines
and proceduros of schoola designed to mould individual
behavior to thc nequirements of institutional living
‘arc typically prescntod ns moral 1mpcratiVes rather than'
as functional procodurcs, thus inplicitly 1dentifying

B
morality with oonformity.' According to Kohlberg (1970).

-

it ie the moral character of the teachers and’ principal

ab these are translated into a uorking aocial atmosphere.

‘which in!luencca ‘the, enviromnent of the chndm. - '[

“7_:working social atmospherc. whether authoritarian or .

" i nonauthoritarian. is what rosnrchers h:anrg3 rsferred to

"-Has olasaroom clinatc. ,_ﬂj“?“f ;f;]fﬁﬂ;4~v,vg
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"pupils shafe in commen in spit%‘of individual differences"
(Flanders, 1963, p.38). Different operational definitions
and dimensions for the term have baen used in different

| studies; such as dominative-integrative (Anderson. Brewer,
and Reed, 1946), teacher-centeredness versus learner-
centeredness (Whitall. 1949), hostlle-supportlve 1nf1uence
(Medley anﬂ Mltzel. 1963). diréct indirect influence
(Amidon aﬂd Flanders. 196?).: However, a}l these refer to
tlcal dlmen91one of behavior.

)
reliably measured. and important 1n educational theory”

"hlghly szmllar. even iden

(Medley .and Mltzel. 1963, Pe 274)

Lew1n. Llppitt. and White (1939) used observ&tion
methods in their studies of the 1nteract10n between
different styles of leadership and the pehavior of IOf
year old boys in work clubs. The obeervatione carried out
by Anderson et al (1946) on teacher-chlld contacte used
two maln categories. namely, domiqllf’gnd integrat;ve.
‘Sub-claesificatione were made- according to whether or
not evidence of conflict or WOrking toqpther was . observeg,~
An overall score wasused, d&L;ed the I-D Index, the |
ratio of the total numben gf 1ntegrative contacts by a '
teacher to ‘her total numbér of dominative ones. _

Withall- (1949) renamed claesraou climate "Social - {.

] Enotional Clinate" and euggeete&~ij";uit be mea%ured in

terns of teaehor behavior‘f; ] \*Uégng'reeordihga of
hcteaeher statements, -he devit (& npﬂing‘éystem by'ﬁhich'
. ‘ . . ' ) { .

o
[}
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statements could be categorized along a continuum from
learned-centeredness to teacher-centeredness. The ratio
of the learner-centered statements to the total was
called the Climate Index. Using variations of the
Withall technique, iMedley and Mitzel (1958 b) classified
teachers' expressive non-vérbal behavior Zé hostile and
supportive. The reliabilities’of these categories were

4

.81 and .97 respectively, indicating that contrary to
expectations, such behaviors could be classified more <
reliably than teacher statements. Medley angd Mitzel
combined their Manlfest’Eeacher Hostlllty Scale and
Supportive Teacher Behav1or Scale into a dimension called
Emotional Climate. It is in%eresting to note that this
teehnique required twelve observers and up to twelve‘
visits to raise. thehféliability from .&7 to .92 (Medley‘
and Mitzel, 1958 a) Without restrictina themselves to
verbal behav1or, Huahes and associates (1959) developed

a comprehen31ve set of categorles for classifying teacher
benav1or, also similar -to Wléhall 's. Although their
flndlngs have been crltlcized by Medley and Mitzel (1963)
because of the small sample and number of observations
involved, Huqhes reported that teachers' behavidrs are
»stable through tlme.

Copan (1956) developed a pencxl-and-paper instru-

ment to assess student perceptlons of their teachers 1n

terms of the teacher_s abxl;ty to atrouse 1nterest, to

.
o

-

/
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,‘i ’ﬁb §€°f hls»publls. to motivate them.
"'”,n_;*

- ™

#
".ﬂppiﬂg?erceptlons. the teachers were
grouped as dpm;native, aggre381ve. and re jectant, or as
‘1nEegrat¢ve, affll;atlve. and nurturant. The underlylhg
rationale was ghat the way pupils perceive the teacher's
behavior leads to certain predictable behavior by the

~
pupils.

Flanders‘(l960; developed a technique for measur-
ing classroom climate in which ten categories were uSed.
© 0f these, seven dealt with teacher talk, with sub-class-
ificati&ns for indirect. influence and direct influence;
two categories dealt with student talk, and one final
categofy was used to describe periods of silence or
confusion. A particular value of Flanders' technique
was its preserv;tion‘of:a certain amoﬁnt’of information

regarding the sequence of behavior.

Classroom climate as a function o;;teach@r_personalitx

and. beliefs o~

Using such methods} the major studies on class-
__room élimate have focused upoh the relatioﬁship betweénu
classroom climate, teacher effectiveness, and pupil
~achievement. Since. however, class¥oon climate is the
result of teacher behavior, and béhavior can»be'expectéd
to be functionally related to personality. it is of

interest in this study to review especially those whlch

have sought to find the- relationshlp between teacher
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personality, beliefs, and classroom ciimete. )
Withall (19495 raised the queetion‘of the extent,;
to wh;;h the climate in a give classroom is a function
of the personality of the teadher. Anderson et al.
(1946) showed that claeeroome differed markedly in the
kinds of interactions that most commonly occur, and that
the I D Index is related to some characterletlc of the
teacher 8 personality. Co-ordinating data from recent
studies. Cohen (1972) .showed ‘that over 7“% of the 300
teachers questioned agreed that the pereonality charact-
eristics of a teacher are more important than particular
knowledge or skill in determining Success in teaching.
Coates (1970) attempted to identify the person-
ality characteristics that accountlfor students’ percept-
ions of teacher effectiveness. Factor analysis of 42 000
responses to the Teacher Image Questionnaire by students
in Grades 7 to 12 revealed a skngle ill-defined factor.
which the experimenter labelled "teacher charisma”
accounting for 61.5% of the variance in test items, with .
five other factors accounting for the balance, Shaver
and Richarde (19?1) correlated threespersonality measuree
of open- and closed- mindedness in teachers with etudentvv
ratings on the inetruotore. end nith’achievemente of.

students in the .gourse. Sceres on pereonallty measures

iff‘ehowed no coneietent relatighehipe with the ratings of

the instructor, nor with the achievemenzﬂ';‘etudenteu
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Commentiné on such attempts to ‘find predictors of
._teacher effectiveness from measures of teacher person-
ality, Flanders and Simon (1969). cautioned that these
attempts are not likely to be rewarding.‘siﬁce they |
disregard the analysis of teacher-pupil interaction.
In fact.chowever, a number of sfudies have been
sucgessful in identifying a regationship between teacher
peernality, teacher beliefs, and classroom climate.
Piers (1955) reported significant correlations between
authoritarian personality fy?es and auﬁhoritarfad
ten&encies in tegcher-pupil relationshisf. and between
~ the more liberal or democratic persénality types and more
permissive tendencies. Using Adorno's (1956) theoretical
framework, McGee (1955) found én overall correlation of
.58 between scores on the F Scale and observation measures
of "teachers’ pvé;E a&thoritapian_behavfor in the class-
.room. Sheldon et al. (1959) found that high scorés on
"warm teacher scales" (affiliat;on.‘nurtqrancé, succor--"
‘ance:.y) correlated siénificaptiy with low scores on
aﬁthoritafianism‘as’medsured by the F Scale. J—
Laury (19?2) investlgated the relationship between
fpersona11tg/;haracteristlcs of teachers and their phllos—
;ophies of education and found that relatlonshlps did
' exist. " . ' . ’ —
In order to compare rg&ationShlps between teacher '

‘beliefs and the Internal-External dlmenf'"n of personallty.

1]
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Janzen et al. (1973) administered Wehling and Charters'
Teacher Belief Questionnaire and Rotter's I-E Scale to
80 teachers. As expected, they found that high scores on
belief in Classroom Order and Subject Matter En;hasis -
cqrrelated wifh a high score on Externality. Contrary
tb expectations, belief'in Student Autonomy. Integrative
Learning, and Personal Adjustment Ideology also correl-

ated with Externality.

Indications that claséroom climate communicates an

implicit curriculum ‘

While the preceding etudieq gave an indication of
e functional rélaf;onship between teacher personality
and classroom climate, other studies have indicated
results from which the existence of an implicit curricul-

" um mizht-well be inferred. . For insfance. in their

»

o

analysis of recordings of 15 classes from Grades 10 and
12, 1nvolving 15 teachers and 345 students, Bellack,
Kliebard, Hyman. andISmith (1966) found'that 85% of the
Patterne'of interaction were,teacher initiated, and con-
cluded that the characteriJ!!c teaching pattern in high
sghool classes was teacher eolic;ting - pupil responding -

- teacher reaeting.‘ The data revealed that 50% to 60% of
claesroom discouree was related tv*fact—stating and ex-
. plaining, with analysis and evaluation aegaunt;ng for :

only a small percentage of the entire classroom diecourse.

Pupile' solicltations usually concerned 1nstructional
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procedures.
These findings were supported by Flanders”(l970)
who interpreted data rgperted in other studies (Flanders
1964; Pankratz, 1967) to show the predominant pattern of
classroom interaction in high schools. While 88% of all
teaching cycleslor events were consistently teacher
initiated, the percentage of all classroom talk devoted
to teacher reactions to and making use of pupil ideas was
as low as 4% in junior hlgh- Rather than 1ncreasinﬂ in
senior high, as would. be expected, results showed even
less use of pupils' ideas at the senior level.
In regard to teacher and student questions.
Flanders noted that an analysis of data from various ,
researchers over a ten-year period (1960 -197q9 revealed
the following: questions by teachers drop from 16ﬁ of all
teacher talk in the primary grades to 6% in senior high,
with two-thirds of these concerned with safreﬁ lines of
" interrogation which stimulate ankexpected response. |
‘Questions asked by pupils range from 1 - 3. or 4% of all

talk. with over 80% of. these being requests ?Lr clarific-
"ation and direction.

These findings. both in secondary and elementary
echools. indieate a style of teacher-pupll interactlon

from which nght well be inferred an xmplicif curriculum

in which passlvxxy 15 given priorlty over 1nitiat1ve3

T
4
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sitfing end listening over defining, verifying, question-
iné. reflecting, and evaluatings and following direction
and remembering facts are preferred to the development
of eelf—direction and the skills of inquiry.

A further illustration may be cited. Category 1
of Flanders' Interaction Analysis Categories, which
'meaeureeAacceptanoe of pupil’ feelings, accounted for less
tﬁan one percent of tallies in all categories in all
zrades and subject matters in an observatlonal study
carrled out by Furst and Amldon (1967). In only three
lessons did the total reach half of one percent, and in
each case the teacher involved admitted to a ohiloeophy
w*Which streesed acceptance of teelinge as baezc to the
teeehxng-learn;ng process. Similarly, Pankratz (1967)
in an Analyeis of verbal behavior of 10 high school
teachers found that the category of accepting feelings
was the leest ueed of all categories. Here again, one
seems juetified in inferring anlimplicit curriculum which
devalues emotion. and in which the control, expression,
'and use - of feelings is glven little importance.
| These flndings illuetrate the concept of an

=rrinplioit currioulum which can ‘be inferred fron classroom

znteractione.: The efreot of suoh a curriculum has been

~_ the focus of a aeriee of etudiee-
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Effects or the implicit curriculum on children
Lewin. prpitt. and White (1939) studied the

effects of democratic. autocratic, and laissez-faire
leadership roles upcn ten-year olds in a cumber of boye'
clubs. They found that aggressive behavior was either
very high or very low under authoritarian conditions,
extremely high under laissez-faire conditions. and inter-
_Ymediate under democratic conditions. Productive behavior
was higher than or as high in authoritarian climates when
the leader was present, as in democratic climates, but
fmuch lower when the leader was absent, moderately high'
and independent of the leader’s presence or absence irrthe
democratic climates, and-lowest in the laissez-faire |
climatee.(:size, cohesiveness, communications. compos-
ition, and style‘of leadership were.all found to be
relevant factors in group_cehavior and cerformance by
Hare (1962). | |

Studying the ‘effects of teacher expectations on
pupils, Rosenthal (1970) ‘'showed that behavior and perfor- |
mance (including I Q. scoree)improved signlficantly where
.teache;s were led to expect improvement. It was also
found that children who achieved contrary to the teacher 8‘“
expectations. tended to- be rated less favourebly by the"
'teecher on pereonal qualitiee, such as adduetment.‘
- attrectiven;se. and co-Operation, Leacock (1969) end

o Levy (19?0) concluded from their studies of urben echoois
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that in many classrooms with low-income children, the
primary objective of the teacher is tﬁe socialization of
obedience behavior, rather than any type of substantive
iea}ning. Similarly, Henry (1957) showed that the teach-
er's need for acceptance by her children aé& her fear of
inability to control free discussion often resulted in
her forcing children into uncritical docility by which
they seek her appro?al. Honest feelinéﬁand originality
are stamped out in the elementary school by the atmosph-
ere of rivalry whiéh is at once stimulated and feared by
the teacher herself.
| In contrast to these studies which emphasised

socialization to confarmity. Jackson (1968) observed the
power of the iﬁplicit curriculum to create conflict in
students; at times they were expected to be passive and
conforming; then, upon cue, they were expected to become
‘intellectually’curious and aégréssive. He concluded that
the frequent outcome is to falsify both behaviors,
feigning interest’in some instances and confprmlty in
others -"aeb?rding to tﬁe réquirementé of the‘momont.\

_Colshan (lQél)'poinfed‘out thé£ the student sub-
culture has a dirsct inpact 5n siudént oﬁtput} When fﬁe
'student culture devaluee academic ac evement. indiv1duai

 students are deterrod from striving for good grades.

" -Evidence ot two sota of expcctations in the[sehool

,culture were fdund by Gcrdon (1957)! thosp;darivingﬂrfoh,

-
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the formal structure of the school itself and those
deriving from peer-group pressures. The expectations of
the student sub-culture were seen to be.the dominant
motivation. .Where the two sets of expectations came. into
| conflict, the st;dente frequently re-defined thé'meaning
énd_valye of the formal expsctations. The resultant

. Stress upon the classroom teacher'ofteA’forced the teach-
er to:adjﬁst thevsituafion in order to protect his own
personality. ' |
’ 0f major importance in the analysis of the
implicit curriculum is the gtudy coqducted by Biber, |
Minuchin and associates (Biber and Minuchin, 19703 M;n-
uéhin et al., 1969), who reported significant effects of
schbol philosophy.and pfactice on the attitﬁdea and self-
image of children. Four schools were selected which
ropresented variations in educational philoéophy and
method, ranging along a continuum of modern to tradltion-
al ideology and practice. Distinctions betwosn tradit-
ional and modern orf&ntations were nade on the baeis of
task definition, intellectual growth. pg,dqgog,‘sﬁmluax‘ ion,

’ \:Ltf
discipline. and toacher role. Since they wished | 40 in-

‘clude g_private echool in thia study. it was necesaary to ;
'match it with three other schoola maznly populatcd by
ehildren from. middle and uppor-niddla claaa homas.‘ L

|  Fburth-grade children were chosen since tha reaearchers H

‘ywanted to study ohildren who had some cnnulative offocts o
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of schooling, but would not present the psychological
complicatlons of adolescence.-

| Using standardized sentence completion tests,
interviews, and simulated dilemma situations,” the re-
searchers attempted to compare the children's eonceptions
of aohool authority. their developing codes and judgments
conoerning right and wrong, and such nspects of self-
image as sélf—differentiation. images of life stages, and
‘social‘sex roles. Using their responses to the Sentence
COmpletion Test concerning attitudes towards school

jhe researchers categorized the children as

sentful, conforming, or r;tional. It was
children from the most fully "modern"
jtation were the most free from resentmant
_ity; ‘they were also the most ratiog;l and ob-\_
{ their attitudes and did not see the authority h
 of the. school as ‘threatening. -
ﬁhildren from traditional schools responded to
,tions about right and wrong, rairness and justicg.
‘iwith more consistent reterral to tho rulos. aguiations. :
.j:_and infractions or the echool world. and sho od groater N
?concern with the punitive consequancns that ollowed

C o .

h':misconduct. Children frdm tho modorn schools evidenced

'“;moro\attempts at forging gonoralized principles which
‘ o ;.l.dult damands in. the school ntting._, |
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The Belf—image of.childrgﬁﬁrroﬂ”tﬂe modern schools

showed significantly greater self-differentiation, and
included a greater range of qualities, touching more
Jfrequently on feelings, plans, and memories,- rather than
simply descriptive accounts of their activities.

Children from traditional schools: lived much more'
ih the future than in the present; they looked upon the
future as a time of independence, accomplishment. and |
aatiefaction. and generally pfeferred adoleecence‘and

adulthood to their _present 1ife stages. Their concept of
life roles evidenced much more convenxionality than did
those of the modern school children. ~ These, latter were |
more apt to proje¢ t preeedt intereste info future careers
and their fantaeﬁ lives were oriented more to the present
than to the future. L

Children from the traditional schools. eapecially

the boye. expressed greater allegiance to the. advantages
of their own sex, and tended to havp more conventional
'imagee of role behaﬁior aa related to eex. cnildren from-
the modern echoole ehowed leee tendé/cy to identity with 3
~ the ueual role coneeptionx the gigls eepecially were leee  :
1ike1y to typify the femily-centered interests and con-" ‘
J”cerne traditionaily expected or sirle. The reaearchere ?;
lvwarned.;however. that the inflﬁinces of the home in‘ |
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ngg;usiqn
The literature reviewed suggested that a system
of beliefs is asscciated with authoritarianism, that this
belief system finds expréssion in the style of classroom
organization and pupil control of the authoritarian |
teagher, and that this belief sysfem is-comgunicated to
the pupils through the rule strueture<ef the c;aSSrooa.

thus allowffig an implicit curriculum aesdciated'With-

authbritarianism to be inferred.

Hypotheses

' - The literature reviewed provided'the}backgroudd

to the specific questions posed in the study. In order

to answer these. the :glloW1ng hypotheses were formulg/ed’//‘
1. There are no signlficant correlations between

measurea‘df authoritarianism in teacher personallty and

measures of b fs about the teaching process obtained ﬁg

on selecte;/;ii::s. | o | |

o ) It was-expected that’hyﬁetheeis~1 would be re-

;Jected. and sxgnificant correlations establlshed between

teacher personality and belie:rs. A 2 o |

| | _'»’2;_ There are no. aignificant correlations between

measuﬂee of authoritarianism in teacher pereonality and

ifshperviaors' opiniona regarding degree of authoritarianiem‘
‘:ffin*teachere’ etyle of classroam organizatlon and pupil
ij;fcontrol as meaaured on a 5-point acale. ;;>{_f;fif ;;a}'; ol

L



. » ' 30
.“it weg expebted that hypothesle”z would be
rejeetéd. and ‘significant correletioné established
Setween teacher personality and supervisors® opinions.

. 3. There afe no significant correlations between
measures of authoritafianism in teacher personality ‘and
teachers' self-rafings on style of‘classroom'organizatfbn
and pupil control

Tt was expec%bd that hy%othe31s 3 would be
reJected and 51gnif1cant correlatlonsestablished between
teacher personallty and teacher self—ratings.

4. There are no significant correlations

' between meaeures of authorifgrianiam in teacher person-

ality and measures of pupils' perceptions of the teachers’
style of classroonm organization and pupil controip

It was expected that hypothesis 4 would be

‘rejected and significant correlations established between

'orga.nization and pupil control.
-

teacher personallty and pupil perceptionsg é?&

_ 5., " There are no significant correlations
between measures of te?chers' beliefs about the teachin’
process and supervisors' opiniona regardlng degree of

authorltarlanlsm in the teachere' style of classroom.

Fup

»
e It waz expected that hypotheﬁis 5 would be
r&jected and significant correlatxons estaq%ished between

teacher beliefs and supervisors' opinions. .
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6. There are no significarit correlations between

measures of teachers' beliefs about the teaching process

) A
and teachers' self-ratings on style of classroom organ-

izaAtion and pupil control. ‘ 4
'If Qas expected that hypothesis 6 would be
fe ectedvand significaht correlations estéblished between
. tedcher beliefs and teacher self-ratings.
7. There are Ao significant correlations between

measures,of teachers' beliefs about the teaching process

and measures of pupils' perceptions of style of class-

»

room organization and pupil cohtrol.  ‘

v

It was expected that hypothesis ? would be re-
jected and significant correlations established between

teacher beliefs and pupil perceptions.
L . ?
A ;



. CHAPTER IIl1I
Experimental Design and Statistical Procedures

General description
In order to test the hypotheses. & study was

14

planﬁ@d ‘which would involve a sample of supervisors,
teachers. and pupils at the Grades 5 and 6 levels in the
Edmontog Catholic School System. Data was required con-
cerning authoritarianism in teacher personality, in
teacher beliefs about the teaching process, and in -

the teachers' style of classroom organization and pupil
control. Personality and belief measures were -obtained
frdm,the'teachers. Perceptions regarding the teachers'
style of classroom organization and puﬁil control were
gathered from the;hupervisors. from the teachers %hemQ
selves, and from their.pupils. Relationships between the
three main areas (peraonality. beliefs‘about the teachlng
proéess. and style of classroom organization ana\pupil
control) were studied. Relationships between the three
.sourcés of information regarding the teachers' classroom
behavior (supérvisors' oginioqé.,teachers‘ self;ratihgs,
and pupils® perceptions):were analysed. Final ‘lnfer-
. ences were drawn - regarding the impitcit curriculim, based
| upon the relationships. emphasos, and dlscrepancles

| presnnt in these data.

!

As a first step, a pilot study was conducted tb‘

' obtgin information fogarding timing. wiliingness to

3z
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participate, and reactions tojinstrum;nts. Teachers in

three classes at the Grades 5 and 6 leyglg»were asked to

review a Teacher Questionnaire com iled by the experi-
menter to obtain measures on persezality andgbelipfs.

An initial form of .a Pupil Survey, designed by the
experipenter, was administered to 90 pupils in these
classes. The 3 teachers were also asked to cemplete the
Same survey, rating themselves‘on the same 5-point scale.
Both pupils and teachers were asked to indicate items )
which they considered uﬁclear. The pupil feSponaes to
the survey were factor analysed and items which failed
to load on any factor were eliminated. Ae a result of
the pilot study, 10 items out of 50 were discarded and

5 others were re-worded.

'1vallowing.the‘pilot study, opinions of thre
-supervlsors were obtained regarding the style of J§§ss-
room organizatlon and pup11 control for each teacher
participatlng in the study. Queetionnairee were admin-
1stered tp the 30 teachers in the sample to obtain
measures of personal;ty and beliefs about the teaching
process, as Well as self-ratlngs regarding style of
" classroom oeganizatlon and pupil control. Measures of
pupil percebtidn of the'etyle of classroom organization
and pupil coﬂ&rol were obtained from samples 6f pupils
selected from mhe classes of participatlng teachers. The

\
\

\
. .
\

‘\-
\
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pupil perceptions were factor analysed, and analysis of
‘variance ecarried out. Correlational studies were con-
dﬁc}pd onntﬁe data.. Inferences were drawn from the
analysis concerning the implicit curriculum of the class-

»

‘rooms in the eample;
Subjects
A population of six schools from the Edmonton
Catholii%School System was chosen in consultation with
the directors of two departments of the Central Admln-
istration of the E.C.S.S. Selection of schools was made
on the basis of socio-economic status of .the children ih
attendanéel three inner;city schools with children from
ioq socio-economic backgrounds, and three subyrban schools
with children from middle and upper-middle socio-economic
backgrounds were chosen. o ‘
Three supervisors were selected from subject areas
which bring them into frequent and direct contact with
the classroom teachefs in these schools. o
Supervisors®' opinions regarding the style 6f class- -
room organization and pupil control were obtained on 30
','Of the 38 Grades 5 and 6 teachers within the selected
schools. These 30 teachers and a group ot,pupils from
Atheir classes formed the’ eanple for the study. Ten
pupils (5 boys and 5 girls) wero‘selectad ‘randomly from
each of the élaescs»to gz$§°a representative view of |

the pupils’. perceptions of how rules are made, changed,

-
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and enforced in each classroom as a measure of the

teachers®' style of,classroom organization and pupil
control. <:i:1i

By the time the teacher data was gathered, two
4teachers had been replaced. During the gathering of the
data, one teacher was not available due to illness, one
declined participation in the teacher questionnaire,
and one teacher answered both .the Pupil Survey and the
Teacher Questionnaire in a random fashion. While fh?
original 30 class samples wers retained {9ripurpoéﬁe of
factor analysis, this brought the number of teachers '
participé?ing to 27; wfth‘super&isqrs‘ opinions on 25
o; these (see Table 1). Mean ratings of supervisors;

/opinions were used for the other two teachers.

| : - | .
Q) : . [Y . ' . -
e | TABLE 1 - * | D-PJQ

S Teacher Sample by Sex and Grade :

) .
a C e

Ma1$ 'Female " Totals
) f
Grade 5 . 5 10 15
Grade 6 6 6 12

Totals 11 - 16 [} 27



36

Materials
Instruments were required which-would prbv1de

¢

measures of the degree of authoritarianism in:
:; :::ggzgz‘ g:ffgggligﬁét the teaching process;
c) teachers®' style of classroom organization and
pupil control as perceived by supervisors, the
teachers themselves, and the pupils.
Since no instruments were available which would provide
~these measures, questibnnairea were designed spscifically
for the study. The literature on authoritarian person-
ality structure (see Figdre 1)‘provided the rationale for
and guided the selection of variables in designing these
instrumenta. )
The Teac&gflaaestionnaira was constructed of
scales from prevtdualy validated instruments which
measured variablea related to. .the dimensions schematized
in Figure.l. A number of instrumenta rala/yé to author-
itarianian in teachers were exa@ined (Adorno et 51,} |
‘13503 Caifall'and Eber, 195?1 Cook, Laed%’ and Callis.
1951: Gough, 19573 Guilford and. zimmerman. 1949; Jackson
19673 Rokeach, 1960; Shostrom, 1962; Wehling and
Chartcra. 1969). Fronm these, Qi!ht‘gcglga megguriﬁg
peraonality variabioa }elatéd to authoritariaﬁiam were
selected. Thése included four acalea from ‘the. Pbraonal,

:Oriontation Invani%ry (Shoetrom. 1962), nnnelya

Ny
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E enti 1+ defined as the ability to react
8 onally without rigid adherence to prin-
Cipl 8. . ; . .
§ggn%gng;£xs defined as the freedom to react
spontaneously, to be one‘'s self.

N te o t measuring constructive view of the
nature of man; sees man as essentially trustworthy,
rather than in need of constant control. .

Synergy: defined as the ability to transcend
‘dichotoniea. to see interrelationships, to
synthesize. .

- 1Rgliabilifios-for the sub-scales of the Personality
orientation Inventory are‘reporfod as beyond 90
‘(Shostrom, 1962). | |

| Pbur add;t1ona1"bersonality scales were includeds

o CEg%;tivg~Stggctggg (Jackson, 1967)s- defined as
~ tha mension of personality which manifests
“itself as a dislike for ambiguity or uncertainty,

~and a need for precise, literal information..

.. A | g o R
o , no er (Adorno et al,,
e 150} s ”meaanr‘ng“cupfor of‘conservative values

s and reeistance to soclal change. ' e

Aty (Cattell and Eber, 1957): indicating
the degree of flexibility and adaptability of a = /
person’s thinking and social behavior, with low

‘ tgoisra tending to be seen as conventional and

_ ogmatism (Rokeach,. 1960): neasures authoritar-
~ lanlsm and intolerance, defined as belief in pos-
. itive and negative authority, commitment to . a . -
" cause, and.intolerance toward the renegade and

the. disbeliever. L o S

* Thése_fir§t3%hmé§;§qﬁtiéiﬁgro erortediasvhavlhg .
reliability coefficients of .78, .73, and .67, =

R Ju B ',\ . Y

éﬂ\/, . ,.
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Also included in the Teacher Questionnaire were
four scales measuring dimensions of beliefs about the
teaching process (Wehling and Charters, 1969) related to
authoritarianism, namely: | . ,
~ Student Au tonomy veg¥¥s Tg%ggeg Directions reflects
e teacher's conception o e appropriate locus
of control over the classroom learning process as
lying with the teacher or the students.. A high
score indicates emphasis upon student autonomy.
Classroom Order: understood as the belief in a

egree of order and decorum in the classroom
ag providing the best conditions for learning.

Consjideration Student View inti represents
The %eacﬁeris accep%ance o} cmpatﬁy’as an instruc-
tional strategy. C
egrative Learninas measures the teacher's
ellef in the nee or the student to see relat-
ionships between the subjects a4t hand and their
other learning experiences. .
These first.three scales were selectsd as measures of
belief concerning view of group interaction, Specificity‘
of demands, and tolerance of a*b;guity (see Figure 1).
The last-scale ﬁas included as/it was-considered to be
related to ths characteristic of rigid mental set
associated with the authoritarian individual 8 propensity
to isolate ideas and experiences into rigid pategories.
The reliabilities of these scales were considered |
| adequate'(Wehlihg'andCCHarters;.19693 Janzen, et al.,
1973). ‘ o
| The items‘from'ths”fouf belief scales we:g'ran-
domized and combined to form FPart A of the Teacher Ques-
_tionnaire. The 5-point scale was retained, but the.
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response categories and scoring were reversed in order
to establish uniformity between Parts A and C. Since
the iteme on the four scales from the Personal Orientation
Inventory consisted of matched pairs, these scales were
randomized and combined to form Part B of the qu‘gtion-
naire. The four remaining personality scales were con-
verted to S-point scales, randomized and combined to
form Part C. The entire Teacher Questionnaire comprised
,»»480¢items (see Appendices B anefc).

The Supervisors Ooinionnaire was constructed ou
the ba31s of selection of four of the characteristics
designated in Figure 1, which were most applicable to
classroom situations. In order to procure a more favour-
able reactiom from the supervisors, these variables were.
reflected~as indicatihg non-authoritarianism or/fIEX-
1bility, with high score given 'for a lower degree of

authoritarian ehiracteristics. The four characteristige

. included:

View of Grgug Lntergctignc measures view of power
str on in the classroom - participatory or
‘hierarchical. :

" A high scorer shares reeponeibility for classroom
decisions (rules, assignments, etc.) with pupils.

,Fle;;b%litxa _measures capacity to respond situ-
‘atlon Yo . o

- A high scorer readily adapts sehedultc. rules,
‘asd!gnmente. etc., to situational demands.

. Tolerance of -Ambiguity: measures Sapacity for

- .indlviduated exper ence, uncertainty. dichotomy,
pluralism.

high scorer 1s comfortable with open-ended and

. .
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unresolved questions, and acgepting of pupils’
opinions and viewpoints.

Qn’“"’%f'lgtghefsg' measures capacity to question
conventlonal values and ideas.

A high scorer is open to new ideas and prepared
. to change previouo ways of doing things.

w .

Supervisors were asked to indicate where they would

expcct each teacher to be placed on a 5-point scale for

~each of the characteristics "§see Appendix A).

vncccqgfry‘to deg.}op an instrunont for the purpose. The

G

Tests of inter-rater reliability using DE§T¢5 ‘
Aresultedﬁin correlations of’.7b. .82. and ;92. respect-
ively, for the three seto of snpervisors' opiniohs- The
actual . sq‘Fds ranged from 8 to 19 on a possible range of
4 to 20, with a mean rating of 13 21,

Prior‘to°decigning the Pupil Survey. the:possibil-
ity of using‘an adaptation of the Sentence Completion o
Test from Minuchin et al.fi969) was considered, but '
ruled out as too open-ended. Sevcral other pencil-and-
paper instrupohta wcre«oxnmidcd (Cook and Leeds, 1947; -
Lins, 19463 Valdeman and Pbck. 1963) but did not meet

-3he specific‘neods of fhia study. conceQuentlyzif was

kevd

procedure for denign was eescntially deductive; the
various defining charac&eristica of the authoritarian

poraonality (see Figure 1) wore scrutinized and state- . R

{*ncnts of cl sroom behavior dosigned to opcrationalizc

these characterisiica were cOnatructed. SQVGral 1tems :

_gnore adapted from»thoae in the instrunenta oxnmined for

é
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items using a 5-point scale were -

&

highest score (5) being given for

; ys or almost always true), then in

er throush to the lowest score (1) for
;ever or very rarely true). It was expected
5u1d identify seven variables related to

' Figure" ;mely: View of Group Interactlons Fiex1b111ty.
Toleranc Ambiguity; Rigid~Mental Sﬁ?: Speclficlty of
Demands rct Control; and Openness to Change.
Witial testinz of this instrument formed

part of thetwklot study. The revised inetrument (see
Appendix D)j 's1sted of 40 items and contlnued to use
a 5-poLnt? _#:Further factor analys;e of the 1nstru-
ment was~_ ed out durlng the actual study, as reported
in Chapter IV.‘ The Pupil Survey was also used as a self-
ratlng scale for the teachers to measure thekn perceptlon
of thelr own sty]e of classroom organizatlon and pup11

control. e

.'Research Methodologx

Each eupervisor was given a list of the Grades 5
~ and 6 teachere in the eampig schools and asked to .com-
vplete the Supervzeors Oplnionnaire (see Appendix A).
_eSince each of- the four characteristics 1nc1uded on the

ieSuperv1sors Opinionnalre reflected an aspect related to t
dearee of authoritarzan behavior, the four ecoree were
/,
totalled and used ‘as a sinzle measure to indicate the
_.,‘ . s, B .

R PR S e
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dégree of. thoritarlaniem expected to be associated with
the stxle o ‘blassroom organization and pupil control of
each teacher. A high score represented greater flexi-
bility (lower degree of Authoritariénism)“and a lmnaéore v
reflected greatei'rigidity (higher degfee-of authorit-
arignism’as regafds supervisors® expéctations of a toaéhé‘
er's ciassroom behavior. ‘//‘ :
Particlpating teachers eompleted the Teachers |

- Questionnaire and the Pupil Survey (Appendix D), provii;///
ing measures of persdgglity and boliefs in the teaching
process as well as self—ratinga regarding their style of
classroom organizat1on adg pupil control. Scores were
computed on all 22 variablés- Data concerniqg the sex of
the teacher and the grade tdhght woge also gatheradw_ v
| The pup11 Survey (see Appendix\D) was adninistered

to the 300 pupils from the 30 ciasaroome% Pupil perccpt- “

'ions (group means) were computed r each teacher on the
10 factored variables from the Pupi_ Survﬁy | o

Statistzc

. \ :
Tne pupils' responses to the Pupil Survey were

,factor anaLysed. Intercogrolational matricee~were ob-

. tained by assigﬂing cardl5*  numbers to ‘the response / e
:_alternatives of the itima and cOmputing prod%ct-m t;.‘”

,"correlations betvten theu._ Theae data wermondalysed bylt

'“,*the principal conponents method and rotated.to an

. orthogonal solution (Varimax). Analysis of vartance’,

e NS =
L L _-_-_.g.,\‘u, S
Ly
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rV(ANOV1§) waa conducted on‘pupii goroeptions of their
teaohera in order to test the power of the instrument.to
~discriminate between teachers as perceived\byitnoir |
pupils (Perguson, 1966). |

'., .Group means were’ obtained on the personality |
scores, belief scores, teacher self-ratings. and supér-

Hvxsors opinions using DESTﬂ?. A 35 X 35 correlation

" matrix (DESﬂﬂZ) was siE“ﬁﬁ’Which included the following
variables: Sex of teacher, Grade taught. 8 Teacher
Personality variables. 4 Teachor Belief variables.
 Supermisors Opinions. 10 teacher Self-Ratings. and 10 |
Pupil Perceptions in termg of means. Standard, deviations

fof pupils' pdrceptions wereralso analysed for 81gnific-

.__ancq. but excluded from further study when nonszgnific-‘

anoe was eatablished. . oL "; , oo

' ‘In order to identify patterns or authoritarianw'
| ;nonaﬁthoritarian personality, structure aasooiated with L
a;patterna of beliefe about %hp'teaching pnaéoss and of
"classroom b}havior. canonical oorrolations iA.eatab-»” |
" "1lighed”’ “between anunbor of sete of variablcs using ﬁvgu. . =
"'CQnonioal oorrelations ate ueorul for detormining t}g

‘ _dogree ot relationahip that might exist betwesn two sets-‘- S

- Of variabloa..'rho prooeduro woights thed variablos within S
| each get to doﬁne a oonpo-ite variable in one not thatf:._."_;‘.u_
<fomaxima11y oorrelatﬁs,with a similar;y dofinod compoaitof 
”;7jvariablo in the othor 3’2 It ia possiblo tor savoral 5

- fﬁ :;.«,’ R
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canonical co?relations to exist between a set of vari-
ables. Through this proceduré. optimal weightings were
' dete}mined for the differenthvlriables resulting in the
best correlations possible between the two sets of‘vari-
ates beiné tested (Anderson, 1958; Tatsuoka, 1?71).’
.Canonical correlations were established between the
following sets of variables: )

Teacher Personality and Teacher Beliefss
Teacher Personality and Supervisors® Opinions,Grade,Sex;
Teacher Personality and Teacher Self-Ratings;
Teacher Personality and Pupil Perceptions:
Teacher Beliefs and Supervisors'Opinions,Grade,Sex;
Teacher Beliefs and Teacher Self-Ratings;

. Teacher Beliefs and Pupil Perceptions;

'While not ifcluded in the hypotheses, contrasts _
ahd comparisons betveen the three eourcee,/; perceptienei
regerding thé teachers' classroom behavior?kere consid-
ered to be of interest, Ceneeqhently, canénicalncerrel-
ations were also established between:

Sup:rvieore'Opinions.Grade Sex and Teacher Self\ Ratingss

Teacher Self-Ratings and Pupil Perceptions;
Supervieore Opinions.GradeaSex and Pupil Perceptione:

The results of these etataetical proceduree are

presented and analyeed in Chapter Iv. -]
\ . | A .

- A
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CHAPTER IV
Analyeis of the Data
ctor analysis of Surve |
Factor analysis of the Pupil Survey resuited in
10 factors,with eigen values greatef'thCn unity,
aécounting for 48.43% of the total varignce. These
factors are given in Table 2.
BLE 2
/ Factor Structure of Pupil Survey
(Items and highest loadings)

1 Coné;deratigg of Pupils’ Rights

(% of Vvariance = 7.73; Eigen Value = 4.31)
Number  Loading Item |
35 | .69 » In our classroom you never get
° blamed for something unless you
; deserve it. |
34 S Our teacher is pleased as long
_ as we are trying to do our work
well.
39 : 53 .. If the rules in our classroom

are unfair, our teacher is will-
ing to. change them. ¢

10 . .52 If‘our‘teacher makes a mistake
' : - he/she admits it to the class.
33 49  If our teacher is wronz about, *
: something, he/ahe likes you to
‘ 8ay 80. - . .
26 KL Our teacher lets the sfudent3>

discuss different points of view.

40 43 Our tedkher aceepts qur ideas
: " .and opinions.

45
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TABLE 2 (cont.)

1. Consideration {18°' Ri cont.)
Number Loading tem
28 .40 _ No matter how hard we try, our
teacher is never satisfied.
24 L. 38 If we break something in our
Yoo classroom we can explain how
it happened.
19 -+«38 In our classroom you get the

blame whether you deserve it
or not, '

2. Enoouragement of Pupil Autonomy

26

32

.40

<40

(% of Variance = 5.91; - Eigen Value = 3,14)
75 The pupils in our room help
plan new pro jects.
e57 Our teacher likes us to suggest
R different ways of doing things.
\ " .50 The students help to make the
? : rules in our classroom.
48 our teacher is often pleased with
.our work.
\ .
47 Our teacher lets the students
discuss different points of view.
47 Our teacher lets the children
take charge of different tasks
in our classroom.
Our teacher accepts our ideas

and opinions. '



h | TABLE 2 (cont.)
3. Impgsition of Teacher Apthority | | _
(% of Variance s 5,10; Eigen Value = 2,42)
Number Loading  Item
17 .62 Doing what you are told is the
most important thing in our
classroom.
25 «57 Our teacher is certainly ihe
- “boss"” in our classroom.
’
23 e5S1 . Even if you think you're right

you 8till have to take the
teacher's answer in our classroom.

18 43 We don't gét away with anything
. - in our claésroom.

4. Imposition of Specific Demands

(% of Variance = 4,44 'Eiéen value = 1.57)

3 =469 ‘We. are allowed to chew gum in our
classroom. ‘
27 ‘ .68 | Pupils wﬁo chew gum in our class-
room get a punishment.
31 .40‘» When we want to leave the class-
- reom we have to ask permission.
5. Flexibility | |
(% of Vhrlance = 4,363 'Eigen Value = 1.52)
21 : .?2' . " If -our teacher blames someone
< : for- something ‘they didn't do,
he/she apologizes.
22 .56 our teachcr can look at things
' " * from the pupils’ point of view,
20 52 “Our, teacheér wi}l chan
| : assignment if 1t's tos. hard.
30 . «.40 7 our teacher agreds with the

, - - -principal no matter what
.- . happens. -
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TABLE 2 (conta)

6. s1x1s:nann_nx;anlzgﬁazezszgsni

(% ?f Vvariance = 4.35; . Eigen Value =.1.43)
Number Loading Item
13 «58 In our classroom we have very
~ a strict rules about personal appear-
ance.
8 49 The rules in our classroom are
very strictly enforced. N
12 18 Qur class decides upon the pun-

ishment when the class rules
are bdbroken.

30 43 Oour. teacher agrees with the
. prinocipal no matter what
happens.
18 .35  We don't get away with anything
£+ : in our classroom.
7. Resistance to Change .
(% of Variance = 4.32; Eigen Value = 1.30) -
38 .67 Our teacher always thinks \A
° v he/she is right. ‘
16 -~ 55 ° Our teacher never changes hié/her \
‘ mind about anything.
o
28 51 No matter how hard we try, our
o - teacher is never satisfied.
19 E e 35 In our classroom you gét the
' blame whether you deserve it
‘ or nO',to ' ' .
8. Encou ent o pil Interactl S
(% of Variance = b.,15; Eigen Vai?e = 1.26)
. 29 63 Our teacher oncoﬁragas up’fb
o help one another with our work.
37 .58 - * Qur teacher lets us talk.to one

another while we're doing our
work. :
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TABLE_Z (cont.)

4,053 Eigen Value = 1.20)
Item

We have very few rules in our
classroom.

We have rules about nearly
everything in our classroom.

The rules in our classroom
are very strictly enforced.

Demand for Conformitx to Teache; Authority
(# of Variance =‘3.91l\_‘\ Eigen Value = 1.17)

9. Rule Structure
(% of Vvariance
Number Loading

7. ' -9 68

1 « 64

8 43

10.

15 *55
!

‘9 .40

2 -.36

Arguing with the teacher is
never permitted in our class-
room .

We lose marks for untidy work
in our classroom.

If we don't do our homework we
get a punishment.

The students help to make the
rules in our ¢lassroom.

NOTE: Items 11 and 36.failed to load on any factor.

»

scores resulted in significant differences on all vari-

An analysis of variance of ‘Pupil Perception

ables Wlth one exception (see Table 3). These results

indicate that the groups of pupils found differences

.

in their teachers on all the variables related to. style

of classroom organization and pupil control. with the

9«'«‘,

exception of Variable 1, Coneideration of Pupils Rights.
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Consequently, it was concluded that the Pupil Survey

has the pbwer to digcriminate amohg teachers on its

"lﬁ“u‘ )
“‘factored variables.

TABLE 3

Differences between

Pupils® Perceptions of Teacheré

Variables Means Homogeneity

of Variance

F.
(afs 29,270)

Consideration of 1.09 - NS, ‘ NS .
Pupils' Rights o
Encouragement of 3.43 .001 .05
Pupils' Autonomy ' .
" Imposition of 2.06 .001 .01
Teacher Authority
Imposition of 6.89 .001 NS
Specific Demands
Flexibility ‘ 1.67 05 - NS
Strictness of 2.53 | .001 NS
Rule Enforcement '
Resistance to 1.87 .01 .0l
Change ‘
Encouragement of 2.44 .001 NS
Pupil Interaction | *
Rule Structure - 3.09 . .00l NS
Demand for Confogmity 1.96 .01 ~ . NS '

‘to TeucherfagthOV ty “ : ,

kN

TN
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egti e theses

Thé‘hypotheees tb be tostéd are summarized in

Table 4. -
TABLE &
Summary of.Hypothoses.
Hypothesis concerning personality and beliefs . ' \

hypothesis 1
Hypotheses concerning'péraonalityvand classroom behavior
h&pbtheeis 2 (supervisors' opinions)
hypothesis 3 (teachera solf—ratinga)
hypothesis (pupils®' perceptions)
Hypotheses concerning beliefs and classroom behavior
hypothesis § (aupervisore opiniona)

hypothesis 6 (teachers self-ratings)
hypothesis 7  (pupils’ perceptions)

‘Hypothesis concerning authoritarianism in teacher

: iggfheSis ; atated thatvthere.aré no significant.
correlationa between measures of authorjitarianism in |
teacher personality and measurea of beliefs about the
teaching proce:s obtained on selectod scales.

\ Canonical corrolations between scores measuring

._Teacher Personality and Teacher Baliers (see Table 5)

1ndicatcd aignlficant corrclntions between these'aets of

.
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"“-Canonical Correlations between Teacher Personality and

Teacher Beliefs

- -

Canonical Correlation 1t Roots 1 - & L7

I'a QWZ' T. 73'02’ df\. 323 Pe = 0005
Set Av Teacher Personality Set Bs Teacher Beliefs
Existentiality: 0162 Stu.Aut.ve.T.Dir.: .782 *
Spontaneity: «059 Classroom Orders 43k
Nature of Mans <386 # Consid. Stu. Views .178
Synergy: . «398 * Integ. Learnings =~ .379
Coge. Sgructure: .160
P-E Conservatisms -e635 * .
Flexibility: 482 » &
Dogmatism: 043

Canonical Correlation 21 Roots 2 - 4
s 0783’ X t 330653 (df = 213 Pe = 005

_ Set A+ Teacher Personality. Set Bs ' Teacher Beliefs

' stentialitys  -.520 * StusAut.va8.TeDir.:s -.569 *
Spontaneity: «055 Classroom Order: .197
Nature of Man: «366 Consid. Stu. Views .065
ynergys 37 * Integ. Learning: ¢ 796 %
Cogs Structure -+057 - '
P-E Conservatism' -.073 ‘ e
Flexibility: | +085 : L
Dogmatism: : " e621 # C o~

* p. .05
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variab]es. Canonical Gorrelation 1 demonstrated that
éeacﬁers who scored low on Politico-Economic Conservat-
ism an& hirch on Flexibility, Synergy, and Nature of.Man
tendgd to score high on beliefs in Student Autonomy
versus Teacher Direction and low Qn‘beliefs in Classroom
Order. When these variables'were~optima11y weighted,‘the
two sets of variaies correlated at .90, significant at
the .005 level.

canonical Correlation 2 indicated that teachers
_ who- scbred‘hiqh on Dogmatism and Synergy, and low on
.‘ExistentialiFy. tended to score high in Integrative
Learning; and low in Student Autonomy versus Teacher
Direction. While}the remainihé variance accounted for
b§,Canoni¢ai qurglatioh_z was -only 12% of the total
| vériancé.'the pattern among the .variates as shown in
taBle 5 is noted for lafer comment.

The s;éhificant-dorrelations obtained between
measures of teacher personality and beliefs about the
teaching process 1eéd7to the rejection of hypothesis 1.

First order correlations indicating significant
correlations»between inéividual~scales measufing
Teacher Personality variables and Teacher Beliefs are
given 'in Table 6. | | |

“Testinz of the hypothésisicoﬁderninz'authoritarian-
ism in teacher peraonality 1nd;cated that teachefs hlgh

or low in authoritarlan personallty characterlstlce had

: A
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TABLE 6 |
Teacher Personality and Teacher Beliefs

Correlation Matrix

2 : 3 - L
Stu.Auton. Classroom Consid. Integ.//
vs.T.Dir. Order Stu.View. Learning
. ! ’
1. Ex 433 # <400 # 406 ‘
' '
2. Sp -
3. ‘NaM 6l ww -.392 = o 524 % ‘.593’**
' ? ! B
L, Sy 0386 *, ‘ -507 ol
5‘ CS ’
. 6+ PEC ~o711 ®2® 535 w# '
7. Fl « 660 #ﬁ* ~e71h unn
i ! . :
8y Do -663 ##% AUBY wm ‘ \

[

* p. < .05 * pe<< +01; bl po< «001

. CODE3

Teacher Beliefs , ’ ' ‘
1. Student Autonomyvversus Taacher Direction
2. - Classroom.OQOrder o

g.- .Consideration of Studant Viewpoint ‘

)

Teachef Perggnfli;x L ’
x Existentlality: CS Cognitive Structure

Sp . Spontaneity - PEC Politico-Egonomic
Nai Nature of Man Conservatism
Sy Synergy . Fl1. Flexibility

Do - Dogmatism

. 4

Integrative Learning
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in Table 8.
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correspondingly high or low degrees of authoritarian

beliefs about the toaching process.

Hypotheses concerning ;oagher gegggnalitx nnd classroom
beglziog
| gxggtgeg; 2 stated that - there are no significant

correlations between measures of autgpritarianisn in
teachef'Personplity'and supervisors’ opinions regarding
degree of authoritarianism in teachers® style of class-
room organizafion ahdrpupil control as measured &n)a
S-point scale.

Canoniﬁal correlatibne calculated on Teacher
Personality variables and Sgp;rvicorp? Opinions, Grade,
and Sex indicated significant correlations between the

two sets of variitos (see Table 7). Teachers wh6 scored

high on Spontsneity and Existentiality and low on Dogma-

! tism and Cognitive Structure were rated as more flex-

ible by . the_ eupervisors. Optiuully wcighted. those two

-sets of variablel correlated at .91, eignificant at@the

.001 level. thus rejecting hypothesia 2.
First ordcr cdrrela&ions betveen scales noasaring

Teacher Porsona;ity and Sup.rvi:ors' Opinione are given

Jfrﬂj |
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t

TABLE 7

Canohical Correlation between Teacher. Personality and °

Supervisors' Opinionsi Grade, Sex

Canonical C rrelation 13 Roots 1 - 3 .
r - .9I / - 51 833 df - 24; p. - 001

N -

/1

Set At Teacher Personality Set B: SUp.Opiniéna.Gd"Séx
Existentialitys 'f4486 * §up.0piniénssv L <990 *
Spontaneity: . . 542 ~ Grade: .. -.087
Nature of Man: . « 281 Sex: . =e112
Synergy  =.13b ' : .
Cog.Structures . =e384 ) - '
P-E Conservatisms 3, 128
Flexibilitys "~ .278‘
Dogmatisms Tl =386 * o
. * pe<< .05
0
/ ~ TABLE 8 o T
Teacher Personality and Supervisors' Opinions S

~ Correlation Matrix.

0 Supervisors®
o o Opinions
Exisfentialityah | - ) ‘3?1.
QSpontaneity;, . ; ‘_’.u°52°£ 4 “.‘ h
Nature of Man | o +507 %%
. Synergyt - ' ‘ 2529 ** -
Cognitxve Structures  -, :.--059 :
P-E Conaervatiamt - 'v '»f &}lghi ?
"'j'Fle,‘x:_Lbilityu e e <

- 56, #%
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: Strict Rule Enrorcement and Impoeition of Specitic -

~ ¢ 5?

ngotﬁeeis,z atéte& that there are no significant ' .

correlations between measures of authoritarianism in

. teacher personality'and,teachere' self-ratings on etyle

of classroomforganization and pupil control.

While GanonicaI’Correlation 1 fo; these sets of
variates indicated that teachers who scored high on
Exietentielity and~F1e§ibility and.iow in Dogmatism
tended to Bcore‘high on Encourhéement of Pupil Interact-
ion. theee findings did not meet the statistical require-
ments for 81gnificance (see Table 9)e - Although first ‘

order correIations were found between a number of indiv-

idual scales (see Table 10), nevertheleee the canonipal

.correlation between the two sets of. variates did not

give eufficient evidence for reaection of hypothesis 3.
ngothesis 4 stated that there are- no significant

correlatione between measunps of authoritarieniam in

teacher personality and measures of: pupils’ perceptione

of. the teachers' etyle of classroom organization and pup11

1] o
i

| control- e U A

. y;L Cenonlcal COrrelation 1 betveen degree of author- '

itarianiem in Teacher Personality and Pupil Per eptionq |

of their teachers’ style of claeeroom organizat'on and

T-ecored high on Exietentia!ity and low on Synergy and

Politico-Economic Coneervatien. tended to ecore low on

. < P : . e DO -~ N
i y Coa
. - B LI

LY

bpupii control (eee ‘Table 11) lndicated that teach. 5 Who o
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TABLE 9 . ‘ . L

panohical Correlations between Teacher Personality and

Teacher Self-Ratings ,
Canonical Correlation 1: Roots 1 - 8 :
I = 082, i [ 70096’ df = 80' Pe = NaSo /
_ Set At Teacher Personality Set Bi- Teacher Self-Rating
- Existentiality: 573 * Cdnéid. Pup. Rts.: .359
Spontaneitys -.113 Encs Pup. ‘Autonomys .069
Nature of Mans 232 - Imp. T. Authority: =-.338
Synergys . 086 . " Imp. Specs:Demands: -.377
Cog.Structures 143 Flexibilitys o154 5
P-E .Conservatisms 127 Strict Rule Enforc -.214 £
Flexibility: 472 % Resist. to Change:s -.325
Dosmatism: ' -.582 # Enc. Pup.Interacts .581 *
: Rule Structure: -+136
.Dem.Conf. T. Authe -.281
* .p.< .05 |
. &
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TABLE 10
Teacher Personality and Teacher §l1f Rating
Correlation Matrix (pe=<<.05)
. . )
1. 2. 3. 4, s, % 8.
Ex Sp NaM Sy CS PEC L 1 Do
1. €PR -.431
2e EA -586 0516 o385 0511
3. ITA | .
uo ISD 'u05
5. A 402 502 \
6. SRE 474
7. RC -.450 .398
8. EPI| «500 .596 ..565 .536
10.DC <372
CODE s ‘.
Teacher Personality: Teacher Self-Ratingy
Ex - Exlstentiallty R Consideration of
Sp ontanei ty Pupils’ Rights
NaM N#¥ure of Man ) EA  Encouragement of
- Sy  Synergy / Pupil Autonomy
38 Joenitive Structupp ITA Imposition.of
PEC Polltlco-Economlc - Teacher Authority
: . Conservatism - ISD Imposition of Specific

Demands

" FI'  Flexibility

SRE Strictness of Rule
Enforcement
RC Resistance to Change

EPI Encouragement of

' Pupil Interaction

RS+ Rule Structure '
DC Demand for Conformity

to Teacher Authority

v

/
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TABLE 11
Canonical Correlation between Teacher Personality and

Pupil Perceptions oo

3
. »

Canonical Correlation 13 Roots 1 - 8
r = 853 X": 81-09“’3 df = 80; pe = NS

Set A+ Teacher Pergonality Set Bi Pupil Perceptions

Existentiality " <-.615 * Consid. Pup. Rts.: -.093
_Spontaneity: . +119 Enc.Pup.Autonomy: -.368
Nature of Man: .085 Imp. T. Authority: .080
Synergy 577 * Imp. Spec.Demands: .396 *.
Cog. Structures . 278 Flexibility: -.483 +
P-E Conservatism: 417 *  Strict.Rule Enforcs .489 +
Flexibility: .083 Resist. to Change: -.14]
Dogmatism .096 Enc.Pup.Interact.: -.258
Rule Structure: -.095

’ Dem.Conf.T.Auth. '353

* Pe < 005‘
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Demands and high on Flef&biiify as measured by Pupils’
Perceptions of the teachers' classroom behavior. Cor-

relations between these sets of variates, however, were

not significant. Hypothesis 4, therefore, was not

v ~

rejected.
~ Tests of the three hypotheses concerning person-
ality and classroom behavior indicated that teachers
having high scores on authoritarian personality var%—
ables were rated by the supervisors as less flexible in
their style of classroom organization and pupil céntrql
than teachers Witﬁ nonauthqritarién personalities. No
significant canonical correlations were found, however,
between guthoritafian personality variaples and teachers’
classroom behavior as measured by the teachers' self-
ratings or bthQeir pupils' perceptions.
Hypotheses concerning teacher beliefs and classroom

behavior
Hypothesis 5 stated that there are no significant

correlations between measures of teachers' beliefs
about thé teaching process and'measures of sgpérvisors'
opinions regarding degree of authoritarianism in the |
teachers’' style of ciassroom organization and pupil
control. ¢ . ‘

Canonical Correlation 1 begween autﬁoritarianism ‘,//
in Teacher Beliefs and Supervisoréﬂ Opinions; grad€; Sex

(see Table 12), indicated. that teachers who scored high

-
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TAB 2

Canonical Correlation between Teacher Beliefs and

Supervisors’ Opinions, Grade, Sex

7

Canonical Correlation 1 -

B Vi P

Set A

Stu.Aut.vs.T-Dir. ]

Classroom Orders
Consid. Stu.
Integ. Learning:

»

Pe << 005

Views

Teacher Beliefs

-883 #
~.318
~.054

268

Roots 1 - 3

= 15.895 df = 125 p. s N.S.

Set B4 Sup.Opinion, Gnw Sex

Sup. Opinions: 859 #
Grade: . -.255
Sex1 B RY L5 B

N
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in beiiefo about Student Autonomy versus Teacher‘Direct-
ion also tended to be rateo as highly flexible\by super=-
visors. However, the correlation between these)iwo sets
of variates was not significant. Hence hypot is 5 was
not rejected.

First order correlations between variables measur-
ing Teacher Beliefs and Supervisors' Opinions are given
in Table 13.

| Hypothesis 6 stated that there are no significant
oorreiations between measures of teachers’ beliefs about
the teaching process and teachers' self—ratings on style
of clasaroom organizat1on and pupil control.

Canonical Correlation 1 between Teacher Beliefs
related to adthoritarianiom and Teacher Seif-Ratings on
-style of classroom control (see Table 14) ihdiigted that

teachers who scored low on belief in Consideration of
Student Viewpoint and Student Autonomy versus Teacher
Direction. also tended to score loﬁ in self-rafings on
Encouragement of PUPll Autonomy as a classroom practice.
The correlation between these sets of varlates, however,
was not significant, and therefore ‘insufficient for the
re jection of hypothesis 6. ' E - .

First order correlations between variables measur-

1ng Teacher Beliefs and the Teachers' Self-Ratings ‘on

claqeroom behavior are g1ven in Table 15.°

N
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TABLE 13
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Teacher Beliefs and Supervisors' Opinions

Correlation Matrix

—

Supervisors® Opinions

L. o
Student Autonomy A7k .01
versus ' e
Teacher Direction:
Classroom Orders: -.364 .06
Consideration of 054 .79
Student Viewpoint:s
Integfative . 349 .07 .
Learnings _
TABLE 14

Canonical Correlation between Teacher Beliefs and

[y

Teacher Self—Ratings

"Roots 1 - 4 -

Set A Teacher Beliefs
'Stu.Aut.vs.T.Dir.s f;,uoz_*
Classroom Order:. .336
Consid.Stu.View.:s -.842 %
-.‘o 129 '

Integ.Learning:

Céndnical orrelation 1:
' r s «75; =z 46.026;

df = L}O; Pe = N§ f\ -0

Set Bt Teacher Self-Ratings,

nsj'-dr-PupoRtSoJ -2‘46
nce.Pup.Autonomys -.749 #
mpe«T.Authority: 380 #
mp.Speo-DemandSt -183 .

- Flexibility:s = -,233

- Strict.R.Enfore.: .182 .
Resist.to Change: . .299 ;
Enc.Pup.Interacts -.027
Rule Structure: 082

Dem.Conf.T.Auth.t 127

>
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| TABLE 15 65

Teachér Beliéfs and Tqacher,Self-Rafings

Correlation Matrix

1 2 S o
Student Cilass- ~ Consid- Integrat-
Autonony room . eratlon ive
versus Order of = Learning
Teacher - Student L
Direction , Viewpoint S
1. CPR , o .
2. EA 390 ¢ -.394 % A15
3. ITA |- , | o
u. ISD -r-u33 *
5. F1 Lg2- ¥ R | \
6. SRE ' ‘ | Tee
7. RC | s 379 * .
8. EPI | : \ CB6 e
9. RS | -.bb9 | L
10.DC | -.403 * ST

CODE$ ‘ ST T

Teacher Self-Ratings

CPR Consideration of ~ F1 Flexibllity
. Pupils‘'Rights; SRE - Strictness of
EA Encouragement- of : . :Rule Enforcements.
Pupil Autonomyi RC -‘Resistance to Change;

ITA Imposition of . 'EPI ' Encouragement of
Teacher Authoritys; . Pupil Interactions
ISD Imposition of - RS Rule Structures
Specific Demands; DC Demand for Conform-
o . - - ity to T.Authority. -

. o -
- . o o . v
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Hypothesis 7 stated that there are no sigﬁificant
C9rr¢igtions between measures of teachers' beliefs |
ébout the teaching process and measures of pupils’
percepffons of style of classroom organization and pﬁpil
control.

Canonical Correlation 1 between'Teachef Beliefs
and PUpifﬁPerceptions.(see Table 16) indicated ihat
teacherséﬁ%o scored low on belief in Claésroom Order
tended\to score high on Consiperétion of Pupils' Rights
4 éndnEnceragement of Pupil Interaction as perceived by

the pupils, The corrglation between the Eyq sets of
’ “Variates wéé not éigﬁifibant,‘howevér. and hypothésis 7
w;s not rejected. ' '
Tests of the fhree hypotheses concerning teacher
beli;fs and their classroom behavior indicated that
thére}wefe nb Significaﬁtbcanonical correlations between
~ the te;chers' béliefs about the teaching proceés and their
séyle ;fuglaSsrbpm organ;zatién and pupil control as
perceived by gﬁpérviéors{ by the teachers themselves, or

by the pupils.

Y
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Canonical {Correlation between Teacher Beliefs and

Pupil Peréeptiohe .

)

Set As Teécher\ﬁeliefs

Stu.Autevs.TeDir.s -420h'
-.856 f

Classroom Order:
Consid.Stu-Vie\v. ] -o 2 8
Integ. Learnings +369

* po< ¢05

Roots 1 - 4

Canonical Correlation 1:
. e e H = 40-853

daf E-] ’40; Pe = NeSe

Set Bt Pupil Perceptions

Consid. Pup. Rts.1 .605 #
Enc. Pup. Autonomy:-.275
Imp. T. Authority’ -,181
Imp. Spec. Demands:-.166
FPlexibility: .=s16

Strict Rule Enforos-.28

Resist. to Change: -.243
Enc.Pup.Interact.s .418
Rule Structure: -«119

" Dem.Conf. T.Autha .377
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Summagy'

A summary of conclusions drawn from the testing

of hypotheses in the study is given in Table 17.

SN
[
S TABLE 17
Summary of Conclusions
- Null Hypotheses  Conclusions

No correlation between
1. personality and beliefs | rejected

No correlations between personality
and classroom behavior as perceived

by
2. superviéors : re jected
3. teachers - not rejected
4. pupils : : not rejected

: /e
No correlations between beliefs and
classroom behavior as perceived by

5. supervisors not fejected
6. teachers not rejected

7:- pupils ' not rejected

Results of the hypotheses tested‘tnﬂeca&e that authoritar-
1an13m in teacher personallty is related te\;;echef\Beiteia_“
aboutvthe Feachlngﬂprecess,1and that teachers with authori-
vtariah persdnalities were perceived by supefvisors as .less
flexible fhan teachers with nonauthoritarian bersonalities.
No such overall relationship.was percelved by the teachers

themselves nor by their pupils, however. qTeacher beliefs

about the teaching process were not found to be. related to

i

-~ X ~
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'style of classroom organizatlon and pupil control as
perceived by the supervisors, the teachers themselves,

or by the pupils.

Perceptions of teachers' classroom behaviors

Confrz§€e and comparisons

Whﬁie not tested as hypotheses, -a number of
interesting contrasts and comparisons may be noted in
the way in which the supervisors, the teachers, ‘and the
pupils perceive the teachers’ style of classroom organ-
ization and pupil control. | .

-

Supervisors and teachera. Canonlcal Correlation

1, establlshed between Superv1sors' Opinlons, Grade,

Sex, and Teacher §e1£-Ratings (see Table 18), indicated
that teachers who Were rated as nogauthoritarian by the
sqpervisors'tendedrtozrate themselves high on Flexibility

¥

and.low on Imposition of Specific Demands i;airding
rgked

less authoritarian by the supervisors, and tended to

their classroom behav1or. Male teachers'we

‘rate themselves hlgher on Flexibllity and lower on

Imposit1¢of Specific Demands than the female teachers.

s

The correlation between the two sets of varlates. >v”'°A

YLy

ﬂ;_however. indivated no significant relatlonship between

eupervieers and teachers' perceptioqshof the teachers®

~ety1e of claserom eontrol.

Suge;v;sors and guglls.f Canonieal Correletien 1

~ befween.Supervisors‘HOpin;Jhe. Grade, Sex. and Pupil

& ,

%
r

AN
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TABLE 18

Canonical Correlation between Supervisors’ Opinions,

Grade, Sex, and Teacher Self-Ratings

Canonical Correlation 1 foots 1 - 3 e
r = 088' j = 39099‘ df = . 30’ P = olo

Set Ay Sup.Opinion,Gd.Sex Set Bs Teacher Self-Ratings
Sup. OpifﬁOﬂS‘ J6U0O * Consid. Pup. Rts. 1 0336
Grades 06k Ence. Pup. Autonomy: .002
Sexs ' ~e766 * Imp.T.Authority: -+250 '
: g Imp.Spec. Demandss -.496 *
Flexibility: «704 %
Strict Rule Enforcs .097
™ . . Resist. to Change: -.089

Enc.Pup. Interact.: .052
Rule Structure: - -,073
Dem.Conf.T. Author.-.238

-

* ‘Peo < 005
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Perceptions (see,Table 19), however. indicated that.
supervisors; and pupils® perceptions of the teachers'
elassrooh behavior were eigrificantly related. Optim-'
ally weighteq.‘the two sets of variatee correlated at
<85, significant at the .01 level. Teachers who were o
rated as nonauthoritarian by the supervisors were rated
'lowvin Imposition of Specific Demands and Strictness
of Rule Enforcement by the ;upils: These"eecriptions
applied particularly to male teechers. and to teachers
of Grade 6 classee. _ ( |

R' ry
Teachers and nglls. A nificant relationship

was also found between the perceptions of teachers and
pupils concern;ng the teachers’ classrobm bepavior.

. Ganonical Correlation 1 between Teacher Self-Ratings
and Pupii Perceptions. (see ‘i‘aﬁIé 20) indicated ‘that
teachers who rated themselves high n Imposition of
Specific Demands were also scored hlgh by the _pupils onf
the same VHGBable as well. as on Strlct Rule Enforcement.
Optlmally we1ghted. these two sets»of varzates correlate
at .96. 31gnfflcant at the .005 level. }. .)’/

First order r‘orrelamons ‘between Teacher Self-

'meatlngs and Pupil Perceptlons on the eame variables are

given in Table 21. These relatibnships will be commentn

ed upon in. Chapter V. n

<5
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Canonical Correlation

Grade, Sex, and Pupil Perceptions

72

TABLE19 | 1

between Supervisors'Opinions

\)

Canonlcal Correlatlonglt

=TT o
= BT tva gt S

Roots l1 -3

df = 30:" p. = .01

r = . 5; Kr = 57 10. »\
Set As+ Sup.Opinions,Gd.Sex Set B: Pupil Perceptioné
Sup.Opinions: .790 *  Consid.Pup.Rts.s 125
Grade:s 420 *  Enc.Pup.Autonomys: .100
Sexs, . -.464 * ImphT.Authority: -.272
' ' Imp.Spec.Demandss -.646 *
Flexibilitys 0b6 .
. Strict.Rule Enfors-.528 *
: Resist.to Changes -.333
) Enc.Pup.Interact: .l1l4 ,
Rule Structures -.114
vl Dem.Conf.T.Auth.: .254
*p. < .03
TABLE 20
v . ¢ , _
Canonical Correlation between Teacher Self-Rating and
Pupil Perceptions

= ==

anon1ca1 Lorrelatlon 1
- . -r. =

sSet An'

CQﬂSld Pup.Rts.:
Enc.Pup.Autonomy%
‘Imp. T.Authoritys
. Imp.Spec.Demands:

-96.

Flexibilitys =

- Strict.Rule Enforq
‘Resist.to Change:
Enc.Pup.Interact.i
ctures :
cAuth.:

Rule /tr
Dem.Conf.

b

* ~P-\ <‘ «05

. .

"
2]

X)

"= 209

«239

- =183
. «826 %
Y- 2!
174
-.161
-.033
-+ 081
°o,‘06$

~

N

D

\

Ro
145.07;

Teacher Self-Ratings

.

.Set B

éts 1 - 10 ,

Cconsid. Pup. ts. -)2_96
. Pup. Autonomyt‘ $169
Imp.T.Authoritys P 343
Imp.Spec.Demands 432 »
Flexibilitys %177
Strict.Rule Enfor: 617
Resist.to Changes -.153

. %

* Enc.Pup.Interact.s-.046

Rule Structures -e270 :
Dem,Conf T. Auth.:'-.zpl

'y : »

Pupil Perceptions,
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Teacher Self-Ratings and Pupil Perceptions

TABLE 21

73

Inter-correlations of Scores on Ten Variables

10.

* p;<: 053

Variable

Consideration of
Pupils' Rights:
e}
Encouragement of
Pupil Autonomy:

Imposition of
Teacher Authority:

Imposition of
Specific Demands:

Flexibilitys
Strictness of
Rule Enforcement:

Resistance to
Change:

Encouragement of

Pupil Interactions

Rule Structure:

Demand for Cbnfggﬁity'¢

to Teacher Authoritys v
~ ' Aoy

14

T~

"y

LY

*# p, << 013

|

Correlation

.027
T.149
-+259
.788 ##x
0192
.290
-.008
« 379 *

‘-15“’

, ‘-449 4

-

R
. 4

%% po< L001.

[}
LI
b

Tk
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Summary of perteptions of teachers' élaséroom behavior

Relatlonshlps between the supervisors', teachera ’
and pupils® perceptions of the teachers' style of class-~
room'organization and pupil control are summarized in

‘Table 22.

TABLE 22
P“summary of Relationships between Perceptions
. ] b
Supervisors®’ Opinions and Teachers

Self-Ratings: . .10 /
Supervisors' Opinions and Pupils'’ .

/
Perceptions: .01
Teachers® Self-Ratings and Pupils'’
‘Perceptionss : .005

G H

14

Anéiysis of the reiationship§ between the thre; |

Sources of pérceﬁtions,regarding the degree of author-
itarianism in the teachers' classroom behavior indicated
significant‘relationshipg'betwéed the perceﬁticns of
pupils' and those of both superviSOréﬁand teachers; Per-
ceptions of superulsors and teachers were not found to
be 31gn1f1cantly rgléted. | _ ‘

"°Resu1ts of the analysls of data’ will be dlscuss d

i
.

- in Chapter V.

-



CHAPTER V

Discussion and Implications

Relationships between teacher;personallty, beliefs and

classroom orpanlzatlon

Personality and beliefs. The theory of authorltar~

lan personallty structure .presented by Maslow (19U3),Adorno
(1950), and Rokeach‘fl960 indicated that there are‘obser{f
able dlfferences in beliefs and‘behaviors among ndividuals
regarding degree of authoritarianism. This theoretical
framework sucgested that teachers who gave evidence of
authoritarian personallty characterlstlcs would have
dlfferent beliefs about the teaching process from teachers
with nonauthoritarian personalities. The results of the
study support this expectatlon (see Tables 5 and 6).
Teachers whose questionnaire responses described them as
"flexiole; synerristic, existential§ and as having a
constructlve v1ew of the nature of man, were found to have~'
strong bellefs 1n{§tude t autonomy, cons1derat1on of
student v1ewp01ht, and jhe value of integrative learning. -
On the other hand, teac ers who’ descrlbed themselves as
‘conservative and dogmatic showed strong ballef in teacher
domlnatlon arrg classroom order. and correSpondlnely muoh
: less eMpha31s ‘upon the students p01nt of v1ew.
Personglltx and classroom organlzgtlon. Tﬁls
same background theory. suggested th;t teacher personality
wquld have an 1nfluence upon the cllmate of the classroo?.

Ty S
A
L



Teachers having authoritarian personality characteristics

3+

- mould be expected to have a different .fyle of classroom

organization and pupil control from nonauthoritarian

teachers. Results of the study showed that teachers with

authoritarian personality characteristics were seen by

" the supervisors as less flexible in their classroom

behavior than teacheré with nonauthoritarian personalities
(see Tables 7 én& 8). While relationships between
patterns,of authoritarian personality.st?ucture and
teachers® classroom behavior as perceived by the teachers
and by the pupilé (see Tables 9 and ll1) were not signif- -
icant at the .05 level, nevertheless there were a ngﬁber
of significant relationships 5é¢ween specific persoﬂakrty
chéracteriétics and particﬁlarﬁclassrobm b#héviprq as

-

perceived by the pupils and by. the‘teacheﬁg'themselves

CERY

. (see Table 10).

Where relationships between authbfi;arian pé}son-
ality characteristics and tEachep clasgroom,behavior

Aoccurééd{ these were‘appropriételx logical. Teachers

3
“-who described themselves as showing high degrees of flex-

1bllity. spontanelty. synergy, exlstengiallty. and a

_constructlve view .of the nature of man, but low in

dogmatism and conserva11v18m as personallty character-'

)
~1stics. tended to be rated as . more flexlbie 1n the clas&-

ot

"room. more encouragi g of student 1ndepenience and 1nter-




o
. &
donversely. teachers who showed high degMes of conser-
vativism and ddgmatism. and Wgw degrees\of the person-
ality characteristiés associated with nonéuthoritarianisn»
tended to be resistant to change, and specific in their
demagds. imfosing their authority and demanding conform-
ity fr&m their pupils (see Tables 7,8,9,10, and 11). It
Qould seem that an implicit curriculum of conformity and
submissicn could be inferred from perceptions of the
classroom behav1or of teacheng ‘having authorltarlan
personalities. . ‘ R 5

It is*interesting to note'thatltg; relationgﬁips
between many of the characteristics and behaviors related
.to authoritarianism change when they are exapined as pérf
of a pa;tern’réther‘t‘?n combined iAdividhaliy. One is
reminded of the stress placed by Maslow (1943). Adorno
(1950); and Rokeach (1960) upoﬂ_the autharitafién char-
-acter structure rather than Bpén indivigdual isolateqd
traits. For example, when synergy and idtegrativg learn-
ing occur as part of a pattern involving dogmatism,
cdntrary to expectation teaéhefs ﬁho deécfibed themselves »

as dogmatic also desgplbed themselves as synerg18t1° and ﬂ@%

indlcated a strong belief in integratlve learning (see i

" Table 5. Canonlca;‘Correlation 2) Varlatlons of t:?
pattern occur 1n other parts of - the study as well.v 
Teadhers who described themselves as conservative also -
describeq themselves as syn‘rglstlc. and were seen by

s S . e . .
- . . . %
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pupils as inflexible, high in strictness of rule |
enforcement, and specific in their demands (see Table 11).
'Similarly. synergistic ceachers ratec‘themselves as low
in consideration of pupils’ rights aod resistant.to
change (see'Taole 10). Such a pattern suggesxs that
persons who describe themselves as synergistic and who
stress integration 1n their teaching. may actually have a
hlgh level of intolerance of ambigulty and a need to clear
up all the loosé ends, rather than a teaching style whlch
provides chlldren with the skllls of synthesis and w1th
genuine integration of their learnlng experiences.'\

- Beliefs and classroom organlzatlon. The theoretic-
al framework.of the study also sugqested_that authoritar-
_ian teachers'vpeliets‘aboot the teaching process;yoﬁld

v

find expression in the climate of the classroom. The _

Al

study investiéated whpthEr teacherS'having authoritarian
beliefs about the teaching process would adopt a differ-
\ ent style of classroom organizatlon and pupil control

fvom teachers havxng nonauthoritarian beuiefs. Except"

* .

for some isolated relationships between gpeeiflc»beliefs_

!

) and classroom practlces, there was no ev1dence that
| teachers' beliefs about the tqaching process had any

. direct. relationShip to their style of classroom organxz-

*
ation and pupil control as seen by the supervzsqrs. the

'pupils. or ﬁhe teachers themselves (see Tables 12. 13, 1h.s?{a

'"'“_,15. ancr 16).- T A AT S
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'It wouldvappearvfrom‘these resulfs that ynet
teachers say they believe'aboutAthe teaching process does
not necessarily guide tneir'classroom practice. This
perhaps suggests that while teachers believe theoretic-
ally in such educational}y fasHhionable ideals'as student
autonomy, consideration af student yieWpoint, and integ-
rative.learning. nevertheless they do not have fhe skills
for implementing these in the classroom. This ma;iwell
indicare an implicit Furribulum‘operating in the centers
"c”of teacher education or within tne school system in
}zeneral. which\regnforces those'teacher behaviors which

encourage dependency and passlvity in pupils.

Indicat1ons of an 1mg[icit curriculum

Indlcatlons of an 1mp11c1t currlculummmay be
_found in the relatlonshlps between the teachers® view of
their own style of classroom organlzat1on and pupil con-
ttrol and pupils® view of" the s;me reality (see Table 21).
,,Results showed stro&g agreement between the teachers and | {¢
b-vpupila-regardlng the rules and regulatlons of the class-
room. edpec1ally concerning speciflclty of demande. ’ .

demand for conformity to teacher authority. B encoura€e°

ment of pupll interaction.. These rqéults 1ndlcate that |

3 teachera and pupils alikeihave a very cgear idea of. whah
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The imposition of teacher authority, uhile not statistic-
ally significant, is nevertheless an interesting point,
since the negative correlation indicated that teachers
and pupils see this in a different light. While there is
- no way. of knowing which way the original scores were
directed. one suspects that pupile rated their teachers
as being more imposing of teacher authority than d1d the
teachers themselvea. The other variable upon Which there
was Bome agreement. though not atatistically élgnificant
(ps= -14). concerned strictness of rule enforcement.' ~All
other variables showed little or no correlatiod’between
teachers and pupils. One might well conclude that here
" an implicit’ curriculum is communicated. While teachers -
and pupils alike are'not too clear regarding the empha91s
upon consideration of“ﬁhpils rights. encouragement of
pupil autonomy; degree'of teacher flexibility and.res}st-
| ance to change, there is eignificant *agreement about who
'is in charge and about what is expected of the pupils in
terms of obedience to th;? ru].e structure of the classroom.
Whether or not pupils may interact would appear to be |
related to this rule structure. rather than to concerns
about pupils rights :nd self—direetion.;
~ir . The variable which concérns consideration of
;.pupils' rights also allows for intereeting.interpret-?;

'ation. While pupils saw significant differences between

heir teachers on _ all other variables. they failed to see"

£Y ré §:'l ,
. L4 ‘ o . . .
+
»

-

*
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any distinctiog between their teachers in this area (see
Table 3). This means that pupils did see differences
between their teachers regarding sﬁch variables as
encouragement offpupi} autbnomy and pupil inteféction,
resistance ‘to change, imposition‘éf and dem;nd for con-
'formity to teacher %uthority regarding specific behaviors,
yet ‘they saw all their teachers as equally considerate

of pupils' rights. Such data suggests either that pupils

see their teachers as equal;y 1ncon81derate of their
| rights, or, more llgply, that the pupils see their teach—

-ers as equally considerate of their rights, because pupxls

understand their “rights” in whatever way the teachers

" define them, and accept the teachers“control of théir

righté\as fair dnd juste . In elther case. an 1mp11c1t
4

curriculum is sugrested whlch conv§ys thdéﬁdea that

‘ ‘d.

puplls rlﬂhts are conferred by the teacher. The same ¢“

tendency may be reflected in the fact that supervrBorS'

¢

ratings correlated w1th ea ers beliefs about student

autonomy versus chgrgﬂgre

S

but not w:th belgﬁfs abont cqn31deratlon of students ,n,

.

v1ewp01nt- Perhaps s%udents v1ewp01nt 18 a subtle as .

[

" well as fundamentpl rlght of puplls. the practlcal 1nter-

~-_“pretat10n of which is governed by an 1mb1101t curriculum.

LIt is at least a toplc tﬁat is open for' further rébearch,.f ,

[y .’ . .y,
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implications concerning the instruments .

A further area of discussion concerns the use of
supervisors’ opinions, teacher self-ratings, and.pupil
perceptions'ae sources of iqformation for Ehe study.

While the administration of the instruments proved

- economical and while they did provide some information

concerning areas of agreement and disagreement among the
three groups. nevertheless .the instruments, partlcularly
the Pup11 Survey,  placed very real limitations upon the

1nformatlon obtalned. Many of the measures proved foo.
4
gross for accurate interpretation, .and it became ev1dent

7

that elther the 1nstrument or the pupils themselves were

‘the more subtle discrimlnatlons asked for.

particularly regardlng the referrantstof differences -

unable te/make

clearly percelved among the teachers. The study suggests
the need for reflnement he Pup11 Survey in the dir-
ection of greater specﬁggi::y before -further use.
Varlable 4, for example, wﬁich consisted of highly .
speclflc, factual 1teﬂs such 'y chew1ng gum and leav1ng

the classroom: wathouﬁ?berm1331on. received the most

: ¢
consistently szgnificant pupll‘reeponses, whlch suggests e

“that pupils were apparently more able to cope w1th such
factual items thag with more\\}atle teacher behaviors

such as thoss related. to encou gement oY pup11

.

5 N

antonOmy. . N P e . . o
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i&imitations of the study .

ol

The interpretation of the study was subject to a

number of limitations-i\Pupils' perceptions of the style

~

of classroom organization and pupil control were measured

without investigation‘of the origins of these perceptions,

‘ ) ' ’

such as background, influence of previous teachers and
J : )

school administrators, and peer-group /pressure. .

Moreover, supervisors®' opinions, teachers®' sed f-

ratings. and pupiIS"perceptions of the style of class-lv
room;ogéanizaﬁion and pupil control were measured 05
ingtrﬁméntSVWhiéh‘gave evidence of validity (see page 40;
also Tables 2 and 3), but which.require further valid-
étion and'pefinemept.~ ‘ \
| The s@udy'was preéeded by only one pilot study,
involbinp 3 teachers'and 90 pupils in 1 school. The

study was also limited. to a small sample of puplls (300),

of superv1sor8 (3), and of teachers (27), to particular

grade levels {Grades 5 and 6) in a small number of - ,

,_;schools (6), ,and to a local 81tuat10n.

"affectlng the pupils or belna achpted by them.

Flnally. the study was 11m1ted to, 1nferr;ng the . ... .

'presence and contgnt of -an implieit currlculum thhout

directly investlgating whether such a curriculum was  ;' °

recognlzed by the puplls. and wﬂs%her its contents were a

~

- rot \
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Implications for fggther research

The 1imitations of the study point tq areas
requiring research in regard to .the implicit curriculum.
The development and. refinement of instruments to observe
and measure its contents, and effects more ﬁlrectly are o
needed. This would make p0381b£g the investigation of
the relationships between the i plicit amd the explicit
curricula in order to prevent inconsistenéj'bthe A the °
two. . - T

' ' b3 . ,

A specific area for furthqr study is that of values
~education,, since it is in this area;thﬁt'the neeﬁ for conQ
'sistency and the likelihoodvof incoﬁsistency are the
rreatest. For example, does the. teacher whoghgmmunicates “
the values of personal reSponsibility at che explicit
level, but who relnforces pupils for belng dependent and
pa881ve. ‘teach something qultetdlfferent at the 1mp1;c1t
‘level from what is belng communicated explicitly? Anq.
if so, does such inconsistency between the expliclt and
implicit levels of the curriculum create confusion in
" the mlnds of the pupila. resulting in an meature @der-
standlng of“the nature og*rules and of one's respens1b11-f
1ty in regard to rules -- and. henc9 in regard to law‘and
to one's ethical and moral Judgments and decisions? '
.bonclusion _f” t , - | ‘
e While ‘the present “study did not yield concluslve '
n evidence rega;dlng -the relatlonshlp between teacher |

LN

\ .. ..A.vs ‘ ' ) - -, e
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eeliefs and teacher behavior, it nevertheless eointea to
the 1mportance of 'the teachenas personallty in the struct—
uring of the style of classroom organizatlon and pupll\
control, and upon what is 1mp1101t1y‘commuqiqated through
the rule structure ef the classroom. Although the useful-~
ness of teacher effectiveness research relating'teachef
personallty to pupil academlc achievement has been
vquestloned (Flanders and Simon, 1969), the relationship

,of“teacher personality to the implicit curriculum of.
the classroom remains largely unexplored. \The flndlng;
'of thls study regarding the 1nfluence of teacher person-
allty and the 1nigrences drawn . concernlng the 1mp11cnt

fcurrlculum make an 1n1t1aI/contr1bution to’thfs area,

i

\lwhlle ralslng qUestlons for further investigation.

r . e
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SRR APPENDIX A

. uh . . <. N —~
- .. Supervisors' Opinlonnaire »

— The following is a list of Grades 5 and 6 teachers
from schools in your area. I would appreciate your
opinion as to where you would expect each teacher to come
on a 5-point scale measuring the following character-

. igtics related to style of classroomjfrganlzatlon and
pupil control’.

Cngracteristics:

A. View of Groug;Inieractions measures view of power’
distribution in the classroom -- participatory or
hierarchical. .

A high scorer shares responsibllity for classroom
decigjons (rules, assignments, etc.) with pupils.

B. Flexibilitys measures capacity to respend situation:
ally. K - :

-

A higp scorer readlly adapts schedules, rules,
assignments, €tc., to situational demands..
-
C. Eglerance of Amblggliyx measures capacity for indiv-
1duated experlence. uncertalnty, dlchotomy, plurallsm.

- igh scorer is comfortable ‘with open-ended and
ot unr solved'quesﬁlons. and accepting of pupils'’

opinions and v1ewp01nts.
. N}

- D.  Openness to Chan el . measures  capacity to question
‘ : conveﬁt{qnal vques., :
. Ay 1 ,

A nigh sborer is open to new ideas, and prepared to
change ways of d01ng things. \

On the accompanying sheets, please give your oplnlon for
each teacher on these four characterlstlcs using the
fOIIOW1ng scales .
54 Always or almost alwaygytrue-
L Frequently true.
3+ True about half the time. OR Cannot decide.

A

21 Sometimes true.’ '
l: Never or very- rarely true.
0s Don't know. . A
v | ‘
! .f
M A}
92 .



APPENDIX B

DIVISION OF EDUCATIONAL RESEARCH SERVICES
University of Alberta

(with permission of the Edmonton Separate School Administration)

;
- N : -

v

+» Approximate time required to complete this quest;dnnaire:‘js - 40 min,

«.'Best results .come from moving quickly through the questions without
devoting a great deal of consideration to any one item. Some questions
are ambiguous; simply give the answer that seems best to you. o
‘The research depends upon the overall questionnaire, rather than upon -
/anawir/x' to indivigual items, a e C

. Please use HB pencil on your answer sheet. Be sure to make any
altefations by érasing, rather than by crossing out.

« If you would like feedback on the Pupil-Survey of your classroom,
Please sign your name on page 1 of the answer sheets. Otherwise the
‘\data remains anonymous. ' ' :

“» ihank you for completidg*Fhelqueeiionnaire and allowing thg,Pupil ¢ , s
Survey to be' administered. Your assistance in the research is - y
greatly appreciated. - . P ‘ o Lo

- a . !

Frances MacDonald -
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TxACHER QULSTIONNAIKE g B-1

PART A

INSTRUCTIONS: Indicate your reaction to each stagement in Part A

1.

3.

‘s,

9.,

10,

11.

by selecting the response category which best describes
your feelings about it, and then mark the appropriate
number on the answer sheet. .

Example: By marking alternative number A—1 for a given
statement, you would indica your strong support of that

‘statement, and by marking alternative number E~5, you

would indicate your strong resistance to it.

. RESPONSE CATEGORIES o
A—2: I would strongly support this statement.

B—2: I would support tMis statement.

C—3: Undecided.

D—U4: I would resist this statement.

E—5: I wopld strongly resist this statement.

Pupils learn best when permitted to set their own pace in dolng

the work.

The pupil's impression of the teacher s personality greatly influences

what he learns. N

Pupils do

" When given a choice of activity, pupils generally select what: is *
' best for them, i/

‘ their ‘best work when théy know exactly -hqg.to ex ect from
" day to day.

Students who aisbohave or do not learn are generally childron who -

need more

love. .

A firm hand by tﬁé teacher pronotos emotional security. for pupils.

Time to choose freely their own nctivity during the school day ia
a nust for student morale.

In planning their work teachers shduld rely heavily upon the'knowlodge

and skills pupils have acquired outdide the classroom.

A well-esf’)liahed classroom routine enhances the emotional stability-
" of pupils. S

The basic functiom of education is fulfilled only when pupils are led
to understand the general significance of the material they have learned.

Proper control of a class is amply demonstrated when pupils work quietly

while the

v

teacher is out of the room.

e

L

»



12.
13.

14,

15.
16.
17.
- 18.
19.
20,

21.

23,

ob,

25.

26,

N 2?0

" 95
r\/‘ | . |

Pupils frequeﬁtly learn much more under their ownninitiative than
they do undeér teacher direction. ST

The use of sarcasm by the teacher can accomplish nothing but emotlonal
harm for the pupil. -

The deep interest which pupils sometlmes develop in one subject can
be valuable to them, but only if teachers succeed in"broadening their
perspectlve across subject matter boundaries. .

Children learn best in an atmosphere filled wlth love and -emotional

support.

The teacher who organizes ‘the material and presents it to\pupils in
a forceful way gets the best results. 5

The pupi]'s knowledge is best developed when teachers interrelate
facts and figures from many different subject fields.

The teacher's ability to see the world as each of his students Bees it
is an absolute must if he is to have any success at all in teaching.

The effective teacher has complete control of the learnlng situation
at all times.

The teacher must avoid, strlct adherence to the sequence provided by
a textbook series. :

There is foo great an emphasis on keeping order in the classroonm.

2

Pﬁpils arelmotivateé to do better work when they feel free to moves
around the room while the class is ib session,

Pupils learn eff1c1ently the essentials of afsubJect when every member
of the class moves sldultaneouely through carefully g}tnned lesson
sequences. . .o

\

Across-the-school routine imposes a consistency in classroom procedure‘
which tends to resist important avenues for learning.

Children learn the necessary skills of group pérticlpatlon/énly when
they are exposed to sequences of activity requiring increasingly .

difficult skills from kindergarten through grade twelve,

ha J

Children should be given more freggbm in the ‘classroom than they
usually got. : : .

Nothing captures atudents' interest in schook work as quickly as
allowing them to wrestle with problems of their own choosing.



28 .'

29.
30.

51.

- free of diqtractlon. ~ \ g

32.0 :

33.

3h.

35.

360

37

38.
39.
o
b1,
42.

l+}o

'B"'}e
96

~ ] ' . . .

Establishing the rules well in advance strengthens the teacher 8
hand in meeting~the various problems that might arise.

The logical structure of subject matter is the moet realistic guide
to the organization of the work in the classroom.

qu‘curg;culﬁn plene are to be developed, .they must goninto detail

on how course content can be integrated across subjects.

s

Optlmum learning takes place when the clasaroom aettlng is completel~

»

¢
Under -ideal conditions pupils would view each teacher ad a "apeciallst"
in the subject taught.

The most important thing a teacher can do to set the ‘stage for learning

" is~to .discover the idtereets of students.-

Good rapport with pupils is maintained by the teacher who always

: f%gds time to help individuals with 'special roblems.

- Children need and should have more supervision and dlecipllne than

they usually get.

Pupils gain better underetanding'of thessubject if assignments are
presented to them as a series of interrelated problems. '

"A properly motivated group of mature students might learn more in a

semester's time 4f they were left entirely to their own resources than

if they had a teacper to,guide them.

Pupllg learn to stay alert whﬁn they ‘are expected to reepond immediately
to teacher demands. & . . ) y

An ‘egsential component of a good lesson is showing how it is related -
to other areas of knowiedge.

.Puplls muat be kept busy or they soon get into trouble.

g,
k4

Puplla'never reall understand a pudect unless they can _.relate what
they have learned tO'the broader “problems of life. ,

~learning is enhanced when teachers generously praise the accomplish~
ments of pupile.’

In the interests of ‘good discipline, pupils who repeatedly diarupt

‘cleee must be eeverely punished.

1

Teachers nust dlwaye be prepared to explain to pupile interrelationships
among varzoua elements ‘of the overall curriculum..

Hl

é . o

[y
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45,  Pupils must see clearly that it is-the teacher, not they, who has
charge of classroom learning.

-

46, A good teacher will establiah a routlne and stick to it. - T
e N
47, The natural flow of events is enhanced by the teacher who manages‘
to ellmInate any disruptive pupil behaviour.
48, Tre effectiveness of teaching is ‘enhanced when the teaoher has the
aczility to see the world as each of his pupils sees it, -

49, Teachers must set definite items aside to show pupils the relatlonships
between their subject and the overall goal of education, .
I -

" 7 PART B

" INSTRUCTIONS: Read each statement and ‘decide which of the pairg; statements
applies more consistently to you. Then mark the space on
your answer sheet (A—l or B—2) which corresponds to the
number ' of the statement whioh is more applicable to yous

Example: By marking A——l for a given stattment, you would -
) indicate that statement 'a" applies more ¢onsistently to you.
-~ If statement "b" is more applicable, mark B—2.

In some of these’items, neither statement may seem to apply
fully to you. However,.pLeabe do not omit an item, but rather
select the statement that tends to be more applicable.

N : .t
a

50.a. I can give without requiring the other peraon to appreciate what ///”
I give.

b, I have a right to axpect the other person to appreciate what I give..

51.a. People have an instinct for evil, e
b. People do not havo"o.n instincf, foi' evil. '

52.&. I can put off unt11 tomorrow what I ought: to do today. T
be I dan't put off until tqporrow what I ought to do today.

53.&.'"K1111n5.t1ne" is a problem for me,
b, ";illing time" is not a problem for me,

54.a. Men and women must be both yielding and asaertive. ‘
b, Men and women must not be both y;olding and assertive.

- . . . RV - Y

R e
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b
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I should alwaye assume resppn51b111ty for other people's feelings,
need not aldes assume reaponslbility for other people's feelings.

feel that a pgrson‘shoﬁl@ be sillyfonly“at the right time and place.
I can be silly when I feel like ite.

. ) - ' ~ ) : ->

57.a. I am able to risk being myself.
b. I am not able to risk being myself, _

58.a. I must justify my actions in the pursuit of my own interests.
b. I need not justify my actions in the pursuit of my own.inﬁe;ests.

590‘0
be

. .;8080
. b,

610&0
" b,

62.a;

b.

63050
b,

6}*0&0
b.

65.a. T
b,

People’ are basicaliy goode.

Peopie are not basically good.

Ivactiveli at tempt tb_avoid embarrassment whenever I can., ' }
I do not actively attempt to avoid embarrassment.

Two people will get along best if each concentratee on pleaslng ‘the other,
Two people can get along best 1! each peraon feels free ‘to express

hiﬂnalf.-

I én concerned iith‘self—improyement'at all times.
I am not concerned ;ith eelf—&mprovement at all times.
, - S .k
I do what others expect of me. . : | T
Ilfec;:freé'ﬁot.to ho what others expect of me, *

-

L]
I blane my parenta for a lot of my troubles. ;
I do not blame my, parenta for my troub)es. :

I often make my decisions spontaneouély.
I seldom make my deciaiona spontaneously.
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66-&0
b.

67.&0
b.

68;3;

70.3.
be

71.60
. Db

72 Y-

bo.

B~ 6.

I always play fair. ' o -\
Sometimes'I cheat a little,

I like only masculine men and feminine women,

I like men and women who show masculinity @& well as feminin;ty.

S
o

I often feel that I have a right to expect others to do what I want
of them.,

I do not feel that I have a rlght to expect others to do what I want
of them, ‘

I believe the pursuit\of self-interest is opposed to interest’“\\\

in others,
I believe the pursuit of self—lnterest is not opjyosed to 1ntefest\\ N
in others., -

It is possible to live life in terms of what I want to do.
It is not poesible to live life in terms of what I want to do.
I am orthodoxly religious,

I am not orthodoxly religious.

’ L]
I will risk a friendship'in order to say or do what I believe is right.
I will not risk a friendship just to say or do what is 'right.
4 - .
Appearances are all-important,
Appearances are not terribly important,

° ‘ ‘ | §
I feel I must strive for perfection in everything I undertake.

I do not feel/ that I must strive for perfection in everything that
I undertake. R

\
I am bound by the principle of fairness.
I,am not absolutely bound by the principle®of fairness. .

4
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76.a., There are many times when it is more importany to express feelings

than to carefully evaluate the situations

b. Yhere are very few times when it is more important to express
feelings ;than to careful%;,ﬁxgluate the situation.

‘{ » - ‘9 #
77.8. Women shonuld be trusting and yielding.
b. Women should not be trusting and yielding.
- ~

78.a. A person can completely change his essential nature,
\ -
b. A person can nevgf change his essential nature.
79.a. Self-interest is natural,

be. Self-interest is unnatural.

80.a. People are both good and evil.
b. People are not both good and evil,

live by the rules and standards, of gociety.

—

81.&0
, we

b. I.do not always live by the rules and standards of society.

~
L3

4

82.a. I can preés affection regardless of whether it is returned.

‘e I cannot express affection unless I am sure it will be returned.

83.a. 1 see myself as others see me,

b. I do not see myself as others see me,

84,a. I can like people without having to approve of them,

be I cannot like people unless I also approve of them.

'QSQQQ'I believe I have an innate capacity to cope with life,

be i dqQ not believe I have an innate capacity to cope with life.

86.a. I feel the need to be doing something significant all~the time,
b. I do not feel the need to be doing something significant all the

time,
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8?.&. I have had moments of intense happiness when I felt like I was
experanCIng 4 kind of ecstasy or bliss,

b. I have not had moments of intense happiness when I felt I was
experiencing a kind of bliss.
\ N\
88.a. I believe that man is essentially good and can be trusted.
b. I believe that man is essentially evil and cannot be truated.
- . i
89.a. The truly spiritual man is sometimes sensual,

b. The truly spiritual man is never sensual.

" 90.a. I am afraid to be angry at those I love.

b. I feel free to be angry at those I love.

9l.a. Honesty is always the best policy.
b, There are times when honesty is not the best policy.

92.a, Evil is the résult of frustration in trying td be good.
b, Evil is an instrinsic part of human nature,whioh fighte good.

93.a. When a friend does me a favour, I feel I must return it.

b. When a friend does me a favour, I do not feel that I must return it.

94,a. I can "stick my neck out" inLﬁgrrelations with others.,
" b. I avoid "sticking my neck out" in my relations with others.

95.a. I feel I must always tell the truth,
b. I do not always tell the truth.

96.a, Being myself is helpful to others.
b. Just being myself is not helpful to others.

97.a. Impressing others is most important,

[
b. Expressing nyself is most important.
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98.a. I feel free to be myself and bear the consequences,

Ri I do not feel free to be myself and bear the consequences.

99.a. I feel obligated when a stranger does me a favour. (

- b. I do not feel oBligated when a stranger does ne a favour.

100,as I trust the decisions I make spontaneously.

b. I do not trust the decisions I make spontaneously.

101.,a, For me, work and play ars the same.

b. For me, work and play are opposites.

102.,a, I feel bound to keep the promises I make , . \
b. I do not always feel bound to keep the promises I make.

103.a. T follow diligently the motto, "Don't waste your time." /”‘ ~
b. I do not feel bound by the motto, "Don't waste your time." )

104,a. For me, past, present, and future is in meaningful continuity.

b. For me, the present is an island, unrelated to the past and future.

+105.,a, I am boun&‘by my duties and obligations to others.
‘ b. I am not bound by my duties and obligations to others.

106.a. Man is naturally cooperative.
b. Man is naturally antagonistic.
107.a+ Kindness andiruthlessﬁeés must be oppositesg' ’ R

b. Kindness and ruthlessness need ﬂst be opposites.
J

A -

Epd of Page 1 of Answer Sheets.
Completé Part C on Page 2 of Answer Sheets.

-
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r, PART C

INSTRUCTIONS: Mark each statement according 'to how much youvagrqe or

108,
109.
#110.

111.
112.

113,
114,
115.

116.
117.

118.
119.

120,

disagree with it,
Example: By marking alternative A—1 for a giv;n statement,
You would indicate your strong agreement with it; alternative
number E—5 would indicate strong disagreement.,

RESPONSE CATEGORIES . (:\//

A——1: gtrongly agree.

B—2: Agree somewhat,

C—3: Undecided.

D—4: Disagree somewhat.

E¥—5: Strongly diiagree.‘

£

Complete Part C on Page 2 of the Answer Sheets, commencing
with number 108 as mgrked.

Y .
I tend to start right in on a new task without spending much time
thinking about the best way to proceed. . B

The trouble with many people is that they don't take titings seriously
enough. . :

It is hard for me to sympathize with someone who is always doubting
and unsure about things. .

I don't keep a very accurate account of my financial resources.

Before I ask -a question, I figure out exactly what I know already

.and what it is I need to find ouf.

A group which tolerates too much difference of opinion among its
own members cannot exist for long. )

A person ﬁho gets enthuaiasticlabout too many éauaps is likely
to be a pretty wishy-washy sort of person.

I don't like to work on a problem unless there is the possibility
of coming out with a clear-cut and unambiguous answer,

I never make judgments about people until I am sure of the facts.

I have no use for theories which are only good guesses and are not '
closely tied to facts. '

. . ~
A person who thinks primarily of his own happiness is beneath contempt.

Labour uniéna should become stronger by being politically active and
by publishing newspapers to be read by the general public. ‘

A child should learn early in life the value of a dollar and the
importance of ambition, efficiency, and determination.



121,
122.

123.

Y

124,
125.

126,

127.

128,

129.
130.

131.

" fellow man,

132.
133,

134,
135,

136.

137.
138.

139 .

B- 11.
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A 3

A man who does not believe in some great cause, has not really lived.

Of all the different philosophies which exist in this world there is
probably only one whiQP is correct. .

To compromise with our.politicalvopponents is dangerous because it
usually,leads to the betrayal of our own side.

A strong person will be able to make up his mind even on the most -
difficult questions. ' .

-

I live from day to day without trying to fit my activities into a'
patterp. .

I often start things I never finish.

Pr——

The worst crime a person could commit is to attack publicly the
people who believe in the same thing he does.

In the'history of mankind there have probably been just a handful
of really great thinkers. :

u

I think I am more strict about right and wrong than most people,
It bothers me when something unexpected interrupts my daily rdutine.

Every adult should find time or money for some worthy service ofgan—
ization (charity, medical aid, etc.) as the best way of aiding his

!

1

The only way to provide adequate medical care for the entire popul-
ation is through some program of socialized medicine.

I don't enjoy confused conversations where people are‘unsure of what
they mean to say.

My work is carefully planned and organized. before it is begun.

When I take a vacation I like to go without detailed plans or time
schedules., . )

In general,'full economic security is harmful; most men wouldn't
work ;;-they didn't need the money for eating and living.

I sometimes have a tendency to be too critical of the ideas of others.

It is only ihen a person devotes himself to an ideal or cause that
life becomes meaningful, //

It upsets me to'get into a situation ‘without knowing what I can

expect fpom it,



140.

141,

142,
143,
b,

145,

1hk6,

147,
148,

149,

150,
151.

152,
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s

The best way to solve social problems is to stick close to the

‘middle of the road, ta move slowly and to avoid extremes.

To compromise with our political opponents is to be guilty of
appeasement.r\ . .

N { ’-r
I always see to it that my work is carefully, planned and'orgavized.

I very seldom make detailed plans.

In times like these it is often neceasary to pe more on guard against
ideas put out by people or groups in one's own camp than by those
in the opposing camp,

nce in.a while I like to take a chance on something that isn't sure =

uch as gambling.
I like to have a place for everythlng and everythlng in its place.

I set a high standard for myself and I feel that.others should<glo
the sane. .

I find that a well-ordered mogk of'life.with'regular g:urs is congenial

to my temperament. '

I don't like things to be uncertain and unpredictable.

I don't answer a person's question until I am very'clear as to what
he is thinking.

I like the adventure ‘of going into a new situation w1thout know1ng
what might happen. v -
When it comes to differences of opinion in reljgion we must be

*. careful nor\to compromise with those who beliéve differently from the

153,

154,
-~ what the consequences.

155.
156.

157,

way we do.

‘Each day I check the weather report so that I will know what to wear.

I am in favour of "a very strict enforcement of all lawa, no matter

Y

,4'

Most of the argumonts or quarrels I get into are over matters of principle.

in this world: those who are for the o

There are two kinds of peo' A
t it.

truth and those who' are aga:
It doesn't bother me to put aai

¢ what I have been doing without
finishing it. ‘

4
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158, My blood boils whenever a peraon stubbornly refuses to admit he's
vrong. » .

159. 1 would never make anything without having a good‘'idea of what ‘the
finished product should look like,

160. When I need one thing at the store I get it without thinkiyg what
else I mdy need soon. ‘

161. Our thinking.would be a lot better off if we' just forgot about words
like "proban*?" "approximately", and "perhaps',

162, People who seem unsure and uncertaia about thinge make me feel
uncolfortehle.

163, In tinee like tJeee, a person must be pretty’eelfiah if he considers
primarily his own Nappiness.

-

164, I like to be with pecple who are*mnpredictable.

165. Young people sometimes get rebellioue ideas, but as they Srow up tﬁey
ought to get over them and settle down.

166, I often wish people would be more detinite ebout things.

167. Whether one likes them or not, one has to admire men like Henry Ford
or J.P.Morgan, who overcame all competition on the road to success.

168, There are a’number of people I have come to hate because of the
things they stand for.,

169. A politicel .candidate; to be worth voting for, muat first and fore-
most have a good character, one that will fight inefficiency, graft,
and vice,-

170. Most of the idees which get printed nowadays aren't worth the peper
they're printed on.

171, It is annoying to listen to a lecturer: whokcannot seem to make up
8is mind as- to whaﬁ[ye really believes. .
i
172. When I talk to a doctor, I want him to give me a detailed explanation
of any illness I have, ' ‘

173. The bueiﬁqusnan, the manufacturer, the practical man - these are of
/ much greater value to society than the 1ntellectual, the ertiet, the .
theorist. o

" 174, Character, honeaty, and ability will tell 4n the long run; most
' people get pretty much what they deserve. e
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.

175. |Depressions are like occasional headaches and stomach aches; it's
natural for even .the healthiest society to have them once in a while.

176. I am. known as a hard and steady worker.: ‘ . —

177. It‘iéﬂthe responsibility of ‘the entire.society, through its govern-
ment, to guurantee evéryone adequate housing, income, and leisure.

“

178. Once I have my mind made up I seldom change it. ~

179. For most questions theré is just one right answer, once a person is -
able to get all the facts. =

150. I don't like éituations that are uncertain.

!



'APPENDIX_C

Distribution of Items by Scales

PAR? At Scales from Dimensions of Teacher Beliefs about
' ¢ the Teaching Procese_(Wehling‘and Charters, 1969)

NOTE: = Choice of alternative 1 (strongly support)
“equals 5 points; alternative 5 (strongly resist)
equals 1 point. . o
* indicates reverse scoring.

High score indicates strong belief im“the
* dimensions as defined in the scale.

Some items appear in more tham one scale.
Item numbers refer to'Appéndix B.

1. Student Autonomy versus Teacher Diréction N = 23
Items

1, 3, *40 *69 T *9, 12,
*16, %19, 21, 22, 24, %25, 26,
D27, #28, #31, *#3s5, 37, *#40, w43,
wh5, w4,

2. (Clagsroom Order ' N = 11
Items . .
*80 110 23! 289 29; 310‘ 320
. 38, 43, 46, 47, )

@ s

3. Consideration of Student Viewpoint ‘°“ Lh NE S8

Item ‘ + I
- 2, 5, 13, 15, 18, 34, * k24
48 [ 4 . . . ;,‘ ®
L. IntegrativeiLearning - : i¢.= 15
' Item ’ _ )

2, 8, 10, W,§ 17, 18, 20,
27, 30, 33, 36, 39, b1, b4,

108
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APPENDIX C (cont.)

PART. Bs Scales from Personal Orlentation Inventory
(Shostrom. 1962) o ‘

NQTE 1 Scored as in the original.

1. Existentiality , \ - N =29

Items: 50, 52, 53, 55, 56’ 62: 63, 66,
68, 69, 70, 71, 72, 73, 74, 95, 81,
86, 89, 91, 93, 95, 97, 99, 101, 102,

% 103, 105, 107. - :

-

72, Spontaneity - ‘ N =17

ItemS: 6; ’7,.'580 60:‘0611 6“9 65’ 75)
76, 2, 7, 90, 94, 96, 97, 98, 100, -

3. Nature of iian . N - 15

¢

Items: 51. 514'. 59, 67’ 69, 77, 78- ‘. 79,
80, 83’ 85, 88‘. 89’ 92, 1060 f‘:"

4, S:!nerg! . N'= 8

Items: 69, 80, 84, 89, 96, 101, 104, 107.
PART C1

NOTE: Scored as in PART A, except for scale 3
(Flexlbility)

l. Cognitive §tructure (Jackson, 1967) \ N = 20

ITemss *108,%111, 112, 117, *12 713k,
190, 4103 «1ks, 150.%150, 153, *1?? 125%% 83
*164, 172, 180, -

2. Politico-Economic Conservatism (Adorno et al, 1950)
N =13 ‘
Itemss *119, 120, 131,*132, 136, 140. 165, 167,
169, 173, 174, 175,*177. .
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~
‘_J

3

b,

—~N ’ “=3
APPBNDIX C (cont.) (
(é&nf )

Flexibilzty (Cattelf and Eber, 1957) N = 22

NOTE: All 1tems in this scale are reverse -
scored (alternate 1 equals 1 point;
alternate 5 equals 5 points),-except
item 126 ¢

Items: 109. 110, 115' 116. 124, 126.129.
130, 142, 146, 147, 148, 149, 154, 155,
161) 162. 166. 1?1: 176) 17\8_51 1? b4 : '

Dogmatism;(Rokeach. 1960) N =18
Items: 113, 1i4, 118, 121, 122, 123, 127,

128, 137, 138, 141, 1uu 152, 156, 158,
163, 168y 170. : .



< . . .v, . . )
f PUPIL SURVEY ., - APPENDIX D

)
Reply to each-item using the followins (bele° « “

A—1: Always or almost always true, : . L
B—2: Frequently true. _ ' ) -*
C—3: True about half the time. OR Cannét decide. /

D—U4: Sometimes true.

E—5: Never or very rarely true. - :
S ~.
o : <
" 1l. We have rules about nearly everything in our classroom,.

2. The students help to make the rules in our classroon,
3. We are allowed to chew gum in our clesérdbm. B
4. Our teacher is often pleaged with our work. -
S5« The pupils in our room help plan new proaects. }
6. Our teacher likes us to suggest different eays of doing things.
7+ We have very few rules in our classroom.
8. The rules in our classroom are very strictly enforced.
9. If, we dou't ‘do our homework we get a punishment.
10. If our teacher makes a mistakb he/she admits it to the class.
M1. Once a decision is made in our classroom, it isn't changed.
‘ia. Our: class decides .upon the punishment when the class'ﬁmles are broken.

13. In.our classroo e have very strict Xules about personel appearance.,

14, Arguing_:ith th teachjr is never- pprmltted in our classﬁoom. : ~
15. ‘we" lose marks fov'untidy work in e;i_gigberOOm. R V*xA
16. Our teacher never changes his/her ind about anything, |

ur classroog,.

-~

17. Doing what . you are told; is the most important thing
18. We don't get away with anything in our classroon. :
19, In our classeroom you gpt the blame whether you deserve it or noto
-20. Qur teacher uill change an essignment if it's too hard.

21. If our teacher blames eomeone for something they didh't do, he]she
apologizee.

‘22; Our teacher can look ‘at things from the'pupils' point of vikw.

23. Even if you think you're right you still heve to tahe the teacher's
answer in ‘our classroom. ‘ . : /

23. If we breek eonething in our cleeerbon we can explein how it heppened.-

— )
2

/. .

o .;\\ .' 7 X . ‘ E ) . . o . L v-. e )
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25. Our teacher is certainly the "boss" in our classroom. ‘e
‘1«26. pur teacher lets thq students discuss different pointa~6{ viﬂw. !
27. Pupils who chew gum in our classroom get a.punishment.
- 28.‘No_ma§ter how hard we try, our teacher is never sht;sfiod.
29. Our téachef ?ncouragos us)to help ‘one another iith our work.
30, Our teacher agrees with the principal>no matter what happens. .

31l. When we 'ant to leave the clnaarﬁfl we have to ask pernisoion.

32 Our teacher ‘lots the children take charge of different tasks in
our classroom. .

33+ 1f our teéacher is wrong about something, he/she likes you to say so.
34, Qur teacher is pleased as long as we are trying to do our work well, _
35. In our claasroén yod never get blamed for aomething unléas you'dcaerve it.:

'36. Even if you think the teadher is wrong, you would never say 8o 'in our
' classroom. : , . x ,

3?7. Our teacher lets us talk to onﬁfnnother while we‘re doing oﬁr work.

)

38. Qur teacher always thinks “he/ehe is right.

39, If the fules in Gur clasaroon arq nnfair, our teacher is willing to

change them.
40, Our Q,cher acpepts'our idoéb.ahd'opihio#a.' -
1. L. o 7 _ _N:' _'v _ 1P " ;%gg‘ L
b¥ ) ! : ' . co “ oy -
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APPENDIX E

- Teacher Personality

- Correlation Matrix#

4. 5. 6. 7 8.

ﬁv& 2 _‘30
Ex Sp NaM Sy CS PEC Fl1 Do
l. Ex 1.00 ” ‘
2. Sp 546 1.00
3. NaM | .560 .405 1.00
a v
6. PEC 617 1.00
\l
I 7. Fl 428 . 381 ~.585 -.626 1.00
8- Do- , 0415 ‘-551 1000
Codes Ex. Existéntialit&
Sp . Spontaneity "’
: NaM Nature of Man
Sy Synergy
£S Cognitive Structure
PEC Politico-Economic Conservatism
Fl Flexibility
Do Dogmatism

* Only correlations significant at or beyond the .05

level have been included

R



