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ABSTRACT

The need for effective teachers is self-evident.
Yet, the identification of the characteristics, behaviors, 
attitudes, or whatever that contributes to effectiveness in 
teaching is still an unresolved quest of researchers. This 
study proposed to support or reject the null hypothesis that 
there is no correlation between student teachers' percep
tions of an effective classroom and selected personality 
characteristics.

An original questionnaire and an instrument to 
evaluate the questionnaire were developed to measure the 
student teachers' perceptions of an effective classroom. 
Fifty-eight student teachers completed the Classroom Per
ceptions Instrument and the Sixteen Personality Factor 
Questionnaire. Of this number fifty-three were usable. The 
data derived were correlated to determine presence or lack 
of significance. Since the statistical analysis of the 
data required the acceptance of the null hypothesis, it ap
pears that for this population, on these instruments, per
sonality is not an important factor in the perceptions a 
student teacher holds concerning the elements of an effec
tive classroom.



CHAPTER 1

INTRODUCTION

The study of teacher behavior and its effectiveness 
continues to receive considerable attention from researchers, 
as they search for means to improve education. As Silberman 
points out, "In the end, we come back to the teacher" 
(Silberman 197 0, p. 373), For though technological aids may 
help in the teaching process " . . .  they will not substitute 
for a firm sense of direction and a commitment to the pre
servation of human values. Only people come equipped with 
these qualities" (Jackson, 1968, p. 90). Thus the indis— 
pensability of the, teacher to the development of a more rel
evant education for the students of our nation.

David Ryans, in his classic work on the characteris
tics of teachers, states in his opening chapter that:

Both the lay public and professional educators 
generally agree that the 'goodness' of an educational 
program is determined to a large extent by the teach
ing. The identification of qualified and able 
teaching personnel, therefore, constitute one of the 
most important of all educational concerns. Obtain
ing capable teachers is an intrinsic interest and 
obligation of education (Ryans 1960, p. 1).

Research indicates there are both ineffective and 
effective ways to identify the able teachers. Combs, in 
his book The Professional Education of Teachers, tells of 
three ways which have historically proven inadequate: (1)
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the "teacher as knower" approach, i.e., that the person who 
knew could teach others; (2) the specific competencies ap
proach which suggested that if what experts did were known 
these methods could be taught to beginners; and (3) the 
general competencies methods which required the identifying 
of general rather than specific traits or methods of good 
teachers. (Combs 1965, pp. 1-4). Combs concluded that "Good 
teaching . . . is not a direct function of general traits or
methods" (Combs 1965, p.4).

The trend in research on teaching appears to be more 
and more concerned "with the problem of determining the ef
fects of teacher's attitudes on what he does in the class
room and on the achievement of his pupils" (Smith 1971, 
p. 8)„ For as Smith goes on to emphasize:

There can be little doubt that the attitudes a 
teacher has toward himself influence his behavior 
in the classroom. And there are strong reasons for 
believing that the teacher's attitudes toward his 
pupils —  e.g. his expectations of them -- will in
fluence their achievement. There can be no doubt 
that personality in the attitudinal sense is a factor 
in teaching behavior (Smith 1971,p . 8).

In support of the need for better understanding of 
teacher behavior, Silberman in his book Crisis in the Class
room, states that: ". . . a teacher's expectation can and
does quite literally affect a student's performance." 
(emphasis author1s; Silberman 197 0, p. 83). He goes on to 
suggest that, "The teacher who assumes that her students 
cannot learn is likely to discover that she has a class of



children who are indeed unable to learn; yet another teach
er , working with the same class but without the same expec
tation, may discover that she has a class of interested 
learners" (Silberman 1970, p. 83) „

And, as Brandwein puts it, "How teachers instruct 
and what they themselves are often speak so loudly the 
children cannot hear what they -- or even the books -- say" 
(Brandwein 1969, p. 133)„

Harvey, Prather, White, and Hoffmeister found in a 
study of the relationship between students' performance and 
teacher's resourcefulness, dictatorialness, and punitive
ness that the classroom behavior of the teacher and the 
behavior of students were significantly related (Harvey, 
et al.,, 1968 , p. 165).

Ryans found in one investigation of comparing teach 
ers who fell into different groups with regard to general 
classroom behavior that:

There was a general tendency for high teachers 
to: be extremely generous in appraisals of the behav
ior and motives of other persons; . . . enjoy pupil
relationships; prefer nondirective (permissive) class
room procedures; . . . and be superior with respect to
emotional adjustment. On the other hand, low teachers 
tended generally to: be restrictive and critical in
their appraisals of other persons; prefer activities 
which did not involve close personal contacts; express 
less favorable opinions of pupils; . . . (and) show 
less satisfactory emotional adjustment (Ryans 1960, 
p. 398).
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Marie Hughes and her associates, in their exhaustive 

research on the assessment of the quality of .teaching in 
elementary schools, states that:

We believe the quality of the human environment 
is the most significant element in the classroom.
Books and materials, growing plants and animals, 
trips outside the school, exhibits and demonstra
tions, are all needed^,hhut::the interpersonal rela
tionship remains the essence of the educative process 
(Hughes and Associates 1959, p. 203).

Thus, teachers are an intrinsic and irreplaceable 
part of the educative process. It would follow, then, that 
the education of teachers is extremely important, for the 
knowledge and attitudes they possess will carry over into 
their teaching. M. Ray Loree indicates that there is a need 
to rethink the objectives of teacher education programs be
cause, "Somehow the teacher education program is expected to 
lead the teacher to a better understanding of her own 
assets, beliefs, and values, and to help the teacher steadi
ly improve her competencies" (Loree 1971, p. 100).

For, as John Seeley points out, ". . . if one thing 
is clearer than another, it is that teachers are more vital 
to keeping the social system going than are politicians, 
policemen, firemen, doctors, businessmen, or street-car con
ductors" (Seeley 1969, p. 115).

Getzels and Jackson, in the Handbook of Research on 
Teaching, report on many careful studies concerning teacher 
effectiveness, but their conclusion is that discouragingly
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little is yet known about this subject. They stress the 
need for continued research to determine specific and dis
tinctive features of personality that are related to teach
ing (Getzels and Jackson 1963, p. 574)•

Purpose
The purpose of the study was to investigate.the re

lationship between a teacher's personality and her percep
tions of an effective classroom situation.

Hypotheses
The null hypothesis under investigation was that 

there would be no correlation between student teachers' 
selected perceptions of an effective home economics class
room and the four second-order scores they obtained on 
Cattell's Sixteen Personality Factor Questionnaire (The 
16 PF). .

The specific hypotheses to be investigated were:
I. There will be no correlation between

student teachers' perceptions of an effec
tive home economics classroom and their 
scores on Factor I (low anxiety vs. high 
anxiety) of the 16 PF.

II. There will be no correlation between stu
dent teachers' perceptions of an effective 
home economics classroom and their scores 
on Factor II (introversion vs. extraversion) 
of the 16 PF.

III. There will be no correlation between stu
dent teachers' perceptions of an effective 
home economics classroom and their scores 
on Factor III (tenderminded emotionality 
vs. alert poise) of the 16 PF.
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IV. There will be no significant difference in 

the subduedness versus independence factor 
between and among student teachers enrolled 
in the participating institutions.

Assumptions
The following factors were assumed in this study:

1. The instrument designed for evaluating the Classroom 
Perceptions Instrument (CPI) is reliable (Appendix A).

2. The student teachers' replies will be valid and 
measurable.

3. Personality is a measurable variable.
4. The study will be of value to people in the field of 

education and particularly to home economics teacher edu
cators. -

Limitations
The limitations recognized for the. study were:

1. The size of the sample is small since the three in
stitutions involved in the study are limited in their 
enrollments each semester.

2. The researcher was not in attendance when the data 
was collected.



CHAPTER 2

REVIEW OF RELATED LITERATURE

The existing body of information concerned with 
teacher personality, teacher effectiveness, and related top
ics is an extremely large and.diverse one. This requires 
selected reviewing of literature pertinent to the present 
study. Hence, it is the writer's intention to focus on 
those writings which identify behaviors appearing most fre
quently in descriptions of the "good" or "effective" teacher 
personality.

In addition, important characteristics in the areas 
of student behavior, selection of curriculum content, and 
the classroom's physical environment will be identified.
And, since personality is of principal concern in this 
study, pertinent writings on its importance will also be 
reviewed. These criteria will be used to construct an 
evaluation instrument.

Research on Teacher Behavior
The question, "What makes a teacher 'good'?" is one 

researchers have sought to answer —  but still cannot posi
tively do. While there may be no definitive answers, there 
does seem to be agreement that certain teacher behaviors are
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more often identified with those teachers described as 
"good" or "effective."

One item that appears with some frequency is the 
teacher's frame of reference or his orientation to people or 
things. LaGrone emphasizes the importance of this aspect of 
teacher behavior when he states that, "We have to recognize 
that there are influences from the outside. These affect 
each of us. We operate from a frame of reference; we have a 
conceptual scheme . . . (and) we need to be aware of our own
frame of reference" (LaGrone 1966, p. 188).

Combs feels that the good teacher's frame of refer
ence will be such that he is ". . . always keenly aware of
how things seem from the point of view of those with whom he 
works . . . the frame of reference will be humanistic rather
than mechanistic".(Combs 1971, p. 263).

Carl Rogers emphasizes the need for teachers to be 
sensitive to how things seem to others when he states that: 
"Another essential teacher attribute is the ability to un
derstand the students' reactions from the inside, an empa- 
thetic awareness of the way the process of education and 
learning seems to the student" (Rogers 1970, p. 22).

And, from her research, Marie Hughes concludes that: 
"Good teaching requires that the human environment be ac
cepting of each individual, that in some way it tell him he 
is important . . . (and) suggests (a) personal rapport be
tween teacher and child" (Hughes and Associates 1971, p.254).
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Brandwein, writing on "Skills in Compassion and Com

petence" in the 1969 ASCD Yearbook, states that, "The edu
cated person has feeling as well as skill . „ . (he)
understands the humanness of human beings" (Brandwein 
1969, p. 131). And Seeley's supporting statement is that:
"1 People knowledge,' personal knowledge, and such skills as 
flow out of such knowledge are . . . what we must seek. By
1 people knowledge' I mean the trinity of 'me knowledge,' 
'them knowledge,' and 'us knowledge'" (Seeley 1969, 
pp. 116-117)„

In another article. Combs states that "Whether an 
individual will be an effective teacher depends upon the 
nature of his private world of perceptions" (Combs 1965, 
p. 19). It would a p p e a r  that the teacher's frame of refer
ence, his "private world of perceptions," or his "orienta
tion" play an important role in the teaching-learning 
environment of the classroom.

A second factor related to the behavior of teachers 
is the perception he has about what people are like and how 
they behave. Carl Rogers suggests that teachers who wish to 
encourage self-initiated learning must have a "profound 
trust" in others. In other words, " . . .  the teacher is 
able to accept the whole student -- to prize him as an im
perfect human being with many feelings, many potentiali
ties" (Rogers 1970, p. 21).



• • '■ 10
The 1962 ASCD Yearbook opens the book with the fol

lowing: .
Whatever we do in teaching depends upon what we 

think people are like. The goals we seek, the 
things we do, the judgments we make, even the ex-. 
periments we are willing to try, are determined by 
our beliefs about the nature of man and his capaci
ties . . . No beliefs will be more important to

' education than those we hold about the nature of 
man and the limits of his potential (ASCD Yearbook
1962, p. 1).

Combs feels strongly that teacher education must be 
more student-centered so that the teacher begins with an 
acceptance of where the student is. He goes on to add that 
the program must "surround him (the student) with experi
ences designed to help him see himself in ever more adequate
ways" (Combs 1966 , p. 213) .

In the same article as above, Combs states that each
person behaves in terms of his own beliefs. In other words,
"What the teacher believes about people will make a world of 
difference in his behavior" (Combs 1966, p. 217). Combs 
supports his belief from his research where clear distinc
tions were found between good and poor practitioners in the 
helping professions of counselors, teachers, and Episcopal 
priests. They differed in their beliefs about the other 
people they worked with, about themselves, about their own 
and society's purposes, and in the basic frame of reference 
with which they approach their problems (Combs 196.6, 
pp. 217-218).
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, I .In an article based on the research conducted by 

Hughes andiher associates, the conclusion was made, among 
others, that "Good teaching keeps the interpersonal rela
tionships supportive, within the classroom . „ . (and) to
maintain a supportive climate, the negative acts of sarcasm 
and threat must be abolished" (Hughes et al. 197.1, p. 254).

And finally, again .in.fhe of ten-quoted ASCD Year
book, Perceiving, Behaving, Becoming, the chapter on "Per
ceiving arid Behaving" states that:

Acceptance does not mean the teacher agrees that 
a student's meanings are valid, nor does it mean that 
these perceptions are made a part of a teacher's way 
of perceiving. It means giving the student the priv
ilege of holding and presenting his meanings without 
ridicule or attack, the privilege of seeing things 
the way he does (ASCD Yearbook 1962, p. 71).

The teacher must not only be accepting of others as 
they are, he must also, and very importantly, accept him
self. The perception of the self, or the self concept, is 
the third factor to be considered.

In his research on the helping professions of teach
ers, counselors, and Episcopal priests, Combs found that the 
good could be distinguished from the poor on the basis of 
how they perceive themselves. The effective helpers saw 
themselves in essentially positive ways (Combs 1966, 
p. 213).

The 1962 ASCD Yearbook with Earl Kelley, Carl 
Rogers, A. H. Maslow, and Arthur Combs as the contributors,
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goes into great depth concerning the formation of the self . 
concept. According to these leading psychologists, the ade
quate person is determined by the ways in which he comes to 
view himself. They stress that the healthy self concept is 
achieved; it is learned as a consequence of all the experi
ences the person has in the years of growing up. As Earl 
Kelley so succinctly phrased it, "The crucial matter is not 
so much what you are, but what you think you are" (Kelley
1962, p. 18).

The conclusion is drawn that, "One cannot rule the 
self out of a classroom. One can only learn to deal with it 
more or less effectively" (ASCD Yearbook 1962, pp. 92-93).

This leads to the fourth item considered -- the pur
pose and process of learning —  whether the teacher uses 
essentially a freeing or controlling action. Again the ASCD 
Yearbook lends support for the quality of being a "facili
tating" person. The point is stressed that the teacher must 
"see his role as that of a helping person rather than a 
driver, a pusher . . ." (ASCD Yearbook 1962, p. 95).

Carl Rogers emphasizes that the teacher who promotes 
"learning to be free" provides many resources and the "most
important of these . . . resources is the teacher himself.
He makes himself and his special knowledge and experience 
clearly available to the students, but he does not impose 
himself on them" (Rogers 1970, p. 23).
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In her criteria for good teaching, Hughes includes 

as one aspect, "Good teaching requires that the classroom be 
well managed so that the business of learning may receive 
full attention. This means that the teachers perform the 
functions of controlling with clarity and consistency"
(Hughes et al. 1971, p. 252).

In summary, the task of the teacher is not one of 
"purveyor and tester of information" or of prescribing, mak
ing, molding, forcing, coercing, coaxing, or cajoling. It 
is rather one of being facilitator, listener, encourager, 
helper, assister, colleague, and friend of his students 
(Hughes et al. 1959 , pp. 211-212; Combs 1965 , p. 16; and 
Waetjen 1965 , p. 252) .

The fifth and final factor considered in relation to 
the behavior of a teacher is related to his perception of 
his subject. Comb's states that this aspect of the teaching 
function is the best known and the one most fully developed. 
He describes the "good" teacher as one who is well-informed 
in the subject matter he teaches (Combs 1971, p. 263) .
Hughes also includes in her description of good teaching the 
need for the teacher to be well-educated (Hughes et al.
1971, p. 255) .

Bruner reminds teachers that they are more than a 
communicator of information; they are also models. He 
states that: "Somebody who does not see anything beautiful
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or powerful about mathematics is not likely to ignite others 
with a sense of the intrinsic excitement of the subject
o . ." (Bruner 1960, p. 90).

The teacher is an intrinsic and necessary part of 
the learning process, for even programmed instruction is not 
likely to ever cope with many of the important kinds of 
human behavior in which teachers must engage (Gage 1966, 
p. 40). But the feeling is evident among many educators that
changes must be made in education, and these changes must
begin with close scrutiny of the teacher's role in the 
teaching-learning situation (Seeley 1969, p. 128; Gage 
1966, p. 40; and Ryans 1960, p. 1) .

Research on Student Behavior 
The student is as much a part of the educational 

system as the teacher, the content, and the schoolroom. For 
without the student, there would be no need for the others.

In Ryans classic study on the characteristics of 
teachers, the Classroom Observation Schedule used included 
four items related to student behavior. These four plus a 
fifth from another source appear to be important in analyz
ing student behavior on the classroom.

The first item, "alert versus apathetic," might be 
likened to what Hilgard and Raths referred to as "active" 
versus "passive" roles. They suggest that active
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participation is generally more desirable than a passive 
role in the teaching-learning situation (Hilgard 1956,
p. 485; and Raths 1971, p. 717).

Ryans describes the alert pupil as one who responds 
eagerly, is attentive, immersed in his work, and ready 
promptly to take part. At the opposite end of the continu
um, the apathetic student was described as inattentive, 
listless, and a halfhearted participant (Ryans 1960, 
p. 86).

Silberman suggests that at least one reason for ap
parently apathetic students is that it is a method of with
drawing from a constantly evaluative atmosphere so that they 
can avoid the pain of failure; they "persuade themselves 
that they do not care" (Silberman 1970, p. 152).

Burton, Kimball, and Wing state that the physical 
condition of individuals affects the "quantity and quality 
of thinking." They suggest that children cannot be expected 
to solve intricate problems immediately after a strenuous 
physical education class, or following a period with an 
"overzealous" teacher (Burton, Kimball, and Wing 1960, 
p. 56). One might suggest, then, that students who are 
apathetic might have a variety of reasons for their behavior.

The second item is identified as "responsible versus 
obstructive" behavior. The description by Ryans of this 
behavior consists of initiative tempered with help-seeking
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when needed, orderly without specific teacher direction, and 
characterized by courtesy, friendliness, and cooperation 
with teacher and other students. These behaviors are con
trasted to the more negative aspects of irritability, quar
relsomeness, noisy, obstinacy, and demands for attention 
(Ryans 1960, p. 87).

Hilgard suggests that the personal history of a 
student may influence, by hampering or enhancing, that stu
dent's ability to learn from a given teacher. He cites as 
an example a student's reaction to authority. (Hilgard 
1956, p. 485)

Silberman offers the hope that there are signs of 
change, that due to student dissent and the feeling among . 
educators that there is a better way, students are being 
given more freedom and responsibility (Silberman 1970, 
p. 336). One might believe the old adage which says some
thing to the effect that "to become responsible we must be 
given responsibility" has application in the classroom, or, 
as the 1962 ASCD Yearbook states: "If adults desire respon
sible youngsters, they will have to be more ingenious in in
volving teen-agers as active participants, knowing that 
people who are involved learn responsibility and become more 
responsible" (ASCD Yearbook 1962, p. 178).

The third item of the Ryans instrument looks at the 
"confident" as compared to the "uncertain" student. Ryans
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describes the uncertain student as unsure, hesitant, embar
rassed with evidence of nervous habits and timidity. The • 
confident student is portrayed.as seeming anxious to try new 
problems, undisturbed by mistakes, relaxed, and speaking, as 
well as participating in activities, freely (Ryans 1960, 
p. 87).

Kelley describes the "fully functioning" person as 
one who sees that mistakes are inevitable in learning new 
knowledge and will recognize that the "unprofitable paths 
show the way to better ones" (Kelley 1962, p. 19). As 
Hilgard points out, however, the tolerance for failure is 
best taught by "providing a backlog of success that compen
sates for experienced failure" (Hilgard 1956, p. 485).

Another author, widely known in the field of motiva
tion, in talking about courage, says that people "rule out 
the possibility of winning by refusing to risk defeat" 
(Nightingale 1969, p. 32). It would appear that educators 
need to provide many opportunities for success so that 
pupils can develop into confident people, able —  and will
i n g — > to risk failure.

The fourth item included on the Ryans instrument 
contrasts the pupil behaviors of "initiating" and "depen
dent. " The initiating behavior is described as being char
acterized by original thinking, resourcefulness, and the 
offering of suggestions for further study. The dependent
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pupil is described as relying on teacher direction, reluc
tant . to take the lead or assume responsibility, and having 
little ability to work things out for himself (Ryans I960,
P. 87),.

Silberman ties together the third and fourth items 
("confident vs. uncertain" and "initiating versus depend
ent") when he suggests that: " . . .  students are not likely
to develop self-respect if they are unable to master the 
reading, verbal, and computational skills that the schools 
are trying to teach. Children must have a sense of compe
tence if they are to regard themselves as people of worth" 
(Silberman 1970, p. 67)„

The 1962 ASCD Yearbook offers some thought-provoking 
remarks when they state that: ". . . any classroom atmos
phere which places value on marks and working for the teach
er needs to be questioned. Such classroom climates seldom 
encourage children to help each other. It is often dishon
est to cooperate and disobedient to be different in such an 
atmosphere " (ASCD Yearbook 1962, p. 211). One might con
clude that for children to become initiating, self-directed 
students the teaching-learning situation must build-in 
appropriate opportunities.

"Spontaneous" versus "deliberate"is another continu
um identified by Burkhart in his study of students involved 
in the creative arts. This particular continuum contributes
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additional and perhaps different information to the analysis 
of the classroom behavior of students.

Burkhart describes the deliberate student as lacking 
self-determination, relying on authority figures or institu
tional doctrines to regulate, direct, and give order to 
their behavior and beliefs, and as being insecure in situa
tions where there is no "right" pattern of behavior or 
"correct" answer. He describes them as adaptive or conform
ing in behavior. He adds that the deliberate students want 
their teachers to establish an "order of procedure which 
they can understand and to which they can adapt themselves 
easily and efficiently . . . "  (Burkhart 1962, pp. 116-117) .

Spontaneous students, as Burkhart states, are 
described as a group, but they think and act as individuals. 
Characteristics which are prominent in their behavior are 
self-determination —  they make independent decisions about 
the various aspects of their lives; they are highly analyti
cal and introspective; they have what Burkhart calls "cre
ative vision," an intellectual and perceptual openness to 
their environment; and they desire situations and tasks 
which permit them to think in a "divergent" manner 
(Burkhart 1962, pp. 64-67).

Burkhart's descriptions are supported by extensive 
research over a period of years and from studying over 5,000 
students' work. The result was a visual scale (pictures)
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utilizing the Gestalt method for identifying spontaneous and 
deliberate art students (Burkhart 1962, p. 9) „

As the ASCD Yearbook points out, "The day is gone 
when education was a luxury. Education has become a neces
sity, and we cannot afford to have it done badly" (ASCD 
Yearbook 1962, p. 222). Educators cannot pretend to know 
what information and skills will be needed in the twenty- 
first century, but,

We can be very certain, however, that providing 
schools which facilitate the development of persons 
with adequate, fully functioning personalities is the 
best way to contribute some degree of stability to an 
uncertain future. The person who has a positive view 
of self, who is open to experiencewho is creative, 
who is trustworthy and responsible, who has values, 
who is well informed, and who is aware that he is in 
the process of becoming is the person most able to 
survive and deal with the future. What is more, he 
will do a better job for the rest of us (ASCD Year
book 1962, p. 253).

Research on Curriculum Content 
Given a teacher and given students, a teaching- 

learning situation still does not exist until content is 
added. LaGrone emphasizes the importance of content when he 
states that: "Content is inherent in any teaching-learning
situation and the organization of content influences all
other components and elements (emphasis author's;
LaGrone 1966, p. 186). Silberman concurs when he states in 
his book, Crisis in the Classroom, ". . . the content of
the curriculum cannot be left to chance; education is a
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process that cannot be separated from what it is that one 
learns" (Silberman 1970, p. 325) .

Carl Rogers, in writing about the development of 
self-initiated learning in students, stresses that...it is 
necessary for the learner, at any level, to be confronted by 
issues that have meaning and relevance for him. .He empha
sizes that only by having students confront life,real prob
lems can they become free and responsible individuals 
(Rogers 1970, p. 21).

The 1962 ASCD Yearbook tells us that it is easy to 
deal with facts; they need only be gathered up and then can 
be presented in "hundreds" of ways. But, they point out, if 
learning is desired to be a matter of meaning, gathering 
facts is only the beginning of the process (ASCD Yearbook 
1962, p. 69).

Another author, Ruethe, states that "meaningfulness" 
is always dependent on past learning. He goes on to add 
that, "Thus the task of making material meaningful is a mat
ter of relating it to what has already been learned by the 
student . . ." (Ruethe 1968, p. 75). He concludes that if
and when the student can transfer his learning to a new prob
lem, the learning has had meaning for him (p. 79).

Regarding ease of learning, Hilgard states that 
meaningful tasks and materials will be learned much more
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rapidly than nonsense. He also stresses that learning will 
be more rapid when it is understood by the learner . (Hilgard 
1956, p. 485).

And, as Waetjen reminds the teacher: "The flow of 
meaning is from the learner to the situation and not from 
the situation to the learner . We, as individuals, create
meanings; we do not receive them. ■ We' create meanings by 
virtue of what we bring to a situation" (emphasis author1s; 
Waetjen 1965, p. 249).

A second item on which to judge the inclusion of cur
riculum content, concepts-related versus facts-related, has 
been discussed by many authors in many ways. Meade, in the 
1969 ASCD Yearbook focusing on life skills, writes that:
"So long as each day overturns another verity, the schools 
ill serve the student if they are entirely fact •— ■ or solu
tion —  oriented. Education in how one arrives at 1 solutions 
is increasingly recognized to be indispensable" (emphasis 
author1s; Meade 1969, p. 39).

Bruner, in the Process of Education, uses the terms 
"general or fundamental principles" to stress that it is 
through this type of learning that students -- and teachers - 
are assured that a "memory loss will not be a total loss . .
what remains will permit us to reconstruct the details when 
needed" (Bruner 1960, p. 25). ,
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Later in the same book, Bruner states that:
. . . the curriculum of a subject should be deter

mined by the most fundamental understanding that can be 
achieved of the underlying principles that give struc
ture to that subject. Teaching specific topics or 
skills without making clear their context in the broader 
fundamental structure of a field of knowledge is unecon
omical in several deep senses. In the first place, such 
teaching makes it exceedingly difficult for the student 
to generalize from what he has learned to what he will 
encounter later. In the second place, learning that 
has fallen short of a group of general principles has 
little reward in terms of intellectual excitement . . .
Third, knowledge one has acquired without sufficient 
structure to tie it together is knowledge that is 
likely to be forgotten . . . Organizing facts in terms 
of principles and ideas from which they may be inferred 
is the only known way of reducing the quick rate of 
loss of human memory (Bruner 1960, pp. 31-32).

Two home economists, Tinsley and Sitton, concur that 
concept formation is an important aspect of learning. They 
stress that as an organizing system, concepts make it possi
ble for a person to revise his thinking and/or assimilate 
new learnings as new knowledge develops. They go on to add 
that concepts serve the learner by telling him what facts to 
look for and also the meaning to assign to those facts 
(Tinsley and Sitton 1967, p. 86).

Burton, Kimball, and Wing go into a great deal of 
depth in discussing the role of concepts in thinking. Some 
of the functions they feel concepts serve are to make know
ledge easier to recall than a vast array of facts, help 
people to generalize and thus save a great deal of time and 
energy, enable people to adapt their behavior to a situation.
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and provide a framework and guideposts for thinking. (Burton, 
Kimball, and Wing i960, pp. 155-157).

Woodruff asserts that for the development of higher 
and more complex understanding of things, it is necessary 
for people to be able to "bring back" things learned in the 
past. And one of the best ways is through formation of con
cept principles, (Woodruff 1961, p. 5)„

And, in summary, Burton, Kimball, and Wing stress that 
"The purpose of the teacher is to help the child develop in
creasingly widening concepts and help him utilize these in his 
further thinking" (Burton, Kimball, and Wing 1960, p. 163).

The third item to be considered is directed toward 
the home economics program. It has been called the broad 
program in home economics versus the limited program.

A principal proponent of the broad program in home 
economics is Marjorie East. She believes that the essential 
content can be based on two broad concepts: development and
management. She adds that though these are the central as
pects, there .are others such as learning about change as a 
process, a basic knowledge in philosophy (the 1why1 and 'what1 
questions), and opportunities to learn to create a better 
existence rather than simply accepting and coping with what 
does exist (East 1967, pp. 7-8).

Another home economist, Beulah Coon, lends support 
to a broadly based curriculum as well as concept formation 
when she states that the ". . . more successful teachers
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are those who decide to concentrate on developing with pupils 
the most important concepts and generalizations in modern 
home living, rather than those who try to include all the 
facts or skills that might conceivably be useful to pupils" 
(Coon 1965, pp. 64-65).

Coon also suggests that change constantly affects 
family life and hence must be considered in curriculum to 
keep it relevant. She emphasizes that any program concerned 
with home and family cannot ignore changes; that the rapid 
rate of change "demands a constant evolution of curriculum" 
(Coon 1965, p . 28).

A fourth factor to be considered is whether the cur
riculum is or is not organized for scope and sequence.
Phenix, in justifying the need for scope and sequence simply 
states that, "Since learning takes place over time, the 
materials of instruction have to be arranged in temporal se
quence" (Phenix 1964, p. 279) .

Manning uses several criteria as bases for select
ing curriculum content. One of these is the "Criterion of 
Maximum Return." In it, he suggests that the placement of 
an item of content should be at a point in the curriculum 
where the learning may best occur (Manning 1971, pp. 118- 
119).

Another curriculum specialist, quoted earlier,
Philip Phenix, emphasizes that to have a logical sequence of 
study in a discipline implies that consideration must be



26
given for ". . „ any succession of experiences that are con
sistent with the internal patterns of meaning in that dis
cipline and that are conceived in relation to the goals of 
the discipline as a whole" (Phenix 1964, p. 288).

Ralph Tyler and Jerome Bruner in their writings em
phasize the importance of scope and sequence. Tyler states 
that for educational experiences to produce a cumulative ef
fect, they must be arranged so that they reinforce each 
other (Tyler 1949, p. 83). He later adds that . . plan
ning the organization of curriculum experiences involves 
both a great deal of preplanning and also planning 
as the work goes on, but. it is only in this way that it is 
possible to get the greatest cumulative effect from the 
various learning experiences used" (Tyler 1949, p. 103).

Bruner lends support when he states that, "There are 
a certain order of presentation of materials and ideas in 
any subject that are more likely than others to lead the 
student to the main idea" (Bruner 1960, p. 82).

Curriculum content can also vary in terms of process 
outcome versus product outcome. In other words, what is the 
final hope of the school in terms of its students? Is it 
the major desire to have young adults who can engage in crit
ical thinking and rely on their own abilities or is it to 
have young adults who care more to have the "right" solution 
or product, to accept what is rather than create a change 
for the better? It would be well for curriculum writers to
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remember that "The first object or any act of learning, over 
and beyond the pleasure it may give, is that it should serve 
us in the future„ Learning should not only take us some
where; it should allow us later to go further more easily" 
(Bruner 196 0, p. 17).

Waetjen, in writing "Facts About Learning," stresses 
that education is an integrated process and should not be 
segmented or departmentalized into disconnected subjects.
He suggests that when there is "a highly departmentalized, 
disconnected kind of subject approach, we (teachers) have 
abdicated and left the most difficult job in learning to the 
students . . ■ . that of seeing relationships among different
ideas, concepts, facts, in different disciplines" (Waetjen 
1965, pp. 243-244) . He goes on to add that a good learning 
experience often "creates more needs than it satisfies." In 
other words, the student finds open doorways to new areas of 
interest rather than a hallway with no doors; a learning .ex
perience that results in "closure, terminated learning" 
(Waetjen 1965, p. 244).

Woodruff, too, emphasizes the need for a relationship 
in the subject matter. He believes the knowledge acquired 
during one year should serve as a basis and a tool for the 
acquisition of more advanced knowledge the following year 
(Woodruff 1961, p. 27).

Curriculum is necessarily a part of the classroom. 
Since this is an irrefutable fact, teachers are well-advised
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to utilize the very best criteria possible in selecting con
tent for their particular situations.

Research on the Classroom 
Educators are becoming increasingly aware of the im

portance of the physical environment in which students learn 
on what students learn. The physical learning environment 
has meaning both in relation to the original design of the 
structure and the way in which the teacher organizes and de
velops any space allocated to her for teaching her students.

Taylor and Christian stress the importance of the 
physical environment when they state that: "Adequate and
functional facilities aid learning and encourage students to 
stay in school . . . (and) to make the time spent in school
a happy experience, school facilities should be attractive 
and pleasing and create a friendly atmosphere" (Taylor and 
Christian 1965, p. 18).

The aesthetic appeal of the facilities then,"are . . .
the curriculum translated into wood,steel, brick, cement, or 
stone" (Taylor and Christian 1965, p. 18).

The aesthetic appeal ideally should be functional as 
well as beautiful. Taylor and Christian suggest that the,
". . . functional helps the teacher plan and implement the 
curriculum with the least effort and frustration for the most 
learning . . , (and that) beauty can meet certain emotional
needs of both teachers and pupils" (Taylor and Christian 
1965, pp. 40-41).
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Color and its psychology play an important role in 
the teaching-learning situation because its "appropriate 
use , , . in school not only promotes better vision,, but
also stimulates pupil interests and alertness" (Taylor and 
Christian 19 65, p. 41).

Though the classroom teacher cannot change the fixed 
architectural elements, she can enhance the room with the 
imaginative use of book placement and arrangement, creative 
bulletin boards, flowers, and other items that will serve to 
better the quality of the physical environment.

A second factor to consider in relation to the phy
sical facilities of the classroom is what most educators 
refer to as "flexibility." Architect William Caudill en
larges on this one word concept to include specific descrip
tions of space. He suggests space be looked at as: ". .
expansible space, that can allow for ordered growth; con
vertible space, that can be economically adapted to program 
changes; versatile space, that can serve many functions; and 
malleable space, that can be changed 'at once and at will1" 
(Quoted in Gross and Murphy 1968, p. 15).

Vossbrink, in an appraisal form for home economics 
programs, includes under "Flexibility" such items as change
able floor areas, furnishings to serve more than one purpose, 
and a wide variety of flexible storage space (Vossbrink 1959, 
p. 34).



But having flexible facilities and using them are ap
parently two very different things. Rolfe found in his re
search that even when facilities were available, teachers

. . did little . . . to change the pattern of teaching or
to change traditional use of classroom space for instruction 
. .■. a pattern of teaching that persisted regardless of 
differences in classroom size, features, equipment or de
sign (Rolfe 1961, p. 279). Sommer concludes that, clearly, 
teachers must learn how to use available space and facilities 
(Sommer 1969, p. 279). ' ' .

The factor of the control of sound, temperature, and 
light is also considered to be important. Gores emphasizes 
this when he states that: "If the child (or his teacher) is
forced to expend energy to protect himself against environ
mental irritations, whether thermal, sonic, visual or esthetic 
his total capacity to respond is lessened. If educational op
portunity for all children is to be maximized, comfort is a 
necessary condition" (Gores 1968 , p. 177) •

While this depends in part on the fixed physical ar
rangement of the room, the teacher can influence these aspects 
of the room environment, first by being aware of them, and, 
second, by doing whatever is possible to minimize such dis
turbing elements as noise, glare, heat, or cold. For instance 
if pupils faced a window, simply by changing the arrangement 
of chairs, tables, etc., pupils could be seated so as to 
eliminate glare.
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As Taylor and Christian, in quoting the National 

Council on Schoolhouse Construction, point out: "A well-
balanced and well-controlled visual environment lessens the 
expenditure required to perform visual tasks, reduces rest
lessness and inattention, and contributes to the conservation 
of energy required for physiological growth and development 
needs" (Quoted in Taylor and Christian 1965, p, 44). Thus 
the elements in the environment related to sound, light, and 
temperature play an important part in the teaching-learning 
situation.

A fourth factor is the consideration of the community 
and the culture. For ". . . to develop functional as well as 
imaginative plans . . .  (there must) be some understanding of 
the home economics program and the community it is to serve" 
(Taylor and Christian 1965, p. 10),

Some aspects stressed in the literature as necessary 
to consider are the home and family life of the people, the 
way families make their living, the median family income, the 
population trends, the public and private organizations they 
support, and the ethnic backgrounds of the families (Gardner
19 68, p. 186; and Taylor and Christian 1965, p. 10) °

Vossbrink feels that the culture or environment plays 
an important role in the process of selecting basic furnish
ings for the home economics department. She suggests that 
furnishings and equipment should be up-to-date with technical 
advancements, that space and equipment should encourage good
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management, and that furnishings and equipment should stimu
late pupils to want to better their environment". (Vossbrink 
1959, pp. 7-8). The teacher will also need to remember, how
ever, that the environment determined by the furnishings and 
equipment should not be. so far out of reach of the students 
as to be obtainable and thus unrealistic in their selec
tion.

Curriculum content is also viewed as an important 
consideration in room design and arrangement. This is per
haps of special consideration in home economics classrooms 
since there are frequently large pieces of equipment which 
are usually stationary. As Essex points out, the wise use 
of community resources in such areas as home nursing (sick 
room equipment) and play school (play equipment) can save 
considerable space and money (Essex 1964, p. 3).

Vossbrink asks on an appraisal form for home econo
mics classrooms: "Do the facilities reflect the purposes
of the program and establish ideals of cooperative family 
living" (Vossbrink 1959, pp. 32-33)? In so asking, she 
also supports the need for consideration of the curriculum 
in planning and arranging the classroom.

Gross and Murphy suggest that teachers ask them
selves: ". . . how, in a particular situation and with the
available resources, can each individual student be given 
a set of experiences which will best facilitate his own
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education." And isn't this, after all, the crux of the teach
ing-learning situation? For as Gore emphasizes: " . . .  the
environment in which the school child spends his day teaches 
him what his community thinks of education— and what it 
thinks of him . . . The school that serves its society will
nourish the child's spirit and dignity, not his mind alone" 
(Gores 1968, p. 177).

Perhaps the key person in the classroom environment 
is the teacher —  and she can do much to enhance the child's, 
classroom environment. As Sommer says, she must be "turned 
on" to her environment (Sommer 1969, p. 119).

■Research on/Personality 
The personality of the teacher is a significant vari

able in the classroom. For as Getzels and Jackson in the 
Handbook of Research on Teaching remind the reader: "The edu
cational impact of an Ichabod Crane or a Mark Hopkins, of a 
Mr. Chips or a Socrates, is surely not due solely to what he 
knows, or even what he does, but in a very real sense to 
what he is" (Getzels and Jackson 1963, p. 506).

Sears and Hilgard in studying the teacher's role in 
the motivation of students, conclude that the teacher oper
ates in two interrelated ways as a motivating agent. One of 
the two ways described which relates to personality is that 
". . . the teacher personality and behavior act through a
kind of contagion, in which the teacher becomes a model of 
appropriate behavior" (Sears and Hilgard 1970, p. 566).



" 34
In another study by McClain of student teachers, 

results indicate the relative importance of certain charac
teristics to success in student teaching- He found wide 
differences in factors related to the success of men student 
teachers as compared -to women student teachers. Of the six
teen personal ity vivaraiables; an the study only three appeared 
for both men and women (McClain 19 68, pp. 30-31).

An interesting and unusual study related to class
room grouping was carried out by Thelen. Teachers in the 
study each taught two classes: one a control group in which
pupils were selected by the customary procedure of the school 
and the second formed by selectively choosing students whose 
characteristics were matched to pupils whom the teachers had 
considered "teachable" in previous classes. Thelen writes 
that, while some of the results did not appear to confirm 
the desirability of "Teachability grouping," the experiment 
did "convince us of its soundness." He concludes that "the 
child-teacher relationship is unique with every combination 
of child and teacher, and thus every teacher is a more ef
fective teacher for some students than for others" (Thelen 
1970, pp. 516-521).

The emotional climate of the classroom, a factor in 
pupil growth, is largely determined by the teacher. Its ef
fect on students has been demonstrated by researchers whose 
findings have indicated that pupil growth is facilitated by



a congenial or supportive "emotional climate" (Withall 
1956, p. 211; and Medley and Mitzel 1959, p. 245).

Arthur Combs stresses that: "In a business like
teaching, above all, we need adequate, healthy personali
ties, and it is the responsibility of the teacher training 
institutions to bring about this end as effectively and as 
positively as it can" (Combs 1965, pp. 80-81). For, as 
Moustakas points out, the warmth in the "personal interac
tion between teacher and child means that differences in 
children are recognized and valued" (Moustakas 1956, p. 9).

But as Getzels and Jackson lament:
Despite the critical importance of the problem and 

a half-century of prodigious research effort, very 
little is known for certain about the relation between 
teacher personality and teacher effectiveness . . .
What is needed is not research leading to the reitera
tion of the self-evident but to the discovery of spec
ific and distinctive features of teacher personality 
and of the effective teacher (Getzels and Jackson 
1963, p. 574).

Eloise Murray, in studying the self-actualizing 
teacher, attempted to identify the kind of teachers that stu
dents believe to be good ones. She concludes that, "In the 
past we have tried to educate their (teachers) 'thinking" or 
cognitive abilities and hoped that growth would occur in their 
1 loving1 or affective abilities. Possibly the time has come 
to plan for and provide new experiences which will cause 
self-growth" (Murray 1968, p. 647).



It was the purpose of this study to add more perti
nent information on the personality of student teachers and 
their perceptions of the teaching-learning situation.



CHAPTER 3

PROCEDURE

This study was undertaken to assess the relationship 
between perceptions a student teacher in home economics has 
concerning the characteristics of an excellent teaching- 
learning situation and selected personality characteristics. 
The study was carried out during the school year 1970-71.

Sample
The population of this study included women college 

students who had completed their student teaching in home 
economics during the school year 1970-71. The participating 
institutions were Arizona State University (27 student 
teachers). Northern Arizona University (10 student teachers), 
and The University of Arizona (16 student teachers). There 
was a total number of 53 student teachers participating.

Criterion Measures
Criterion measures utilized in the study included: 

The Classroom Perceptions Instrument, the Classroom Percep
tions Instrument Evaluation Form, and Cattell's Sixteen 
Personality Factor Questionnaire. ■
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Classroom Perceptions Instrument

The plan of this study required the development of a 
method of identifying student teachers' perceptions of an 
effective home economics classroom. An open-end question
naire was selected for this purpose.

The selection of this type.of instrument, hereafter 
referred to as the CPI, was based on the premises that;

1. Few words were needed and hence the influence of any
biases felt by the researcher would be kept at a 
minimum. • •

2. The open-end form of questionnaire would encourage
the participating student teachers to focus on what
they themselves felt contributed to making a home 
economics classroom effective.
Included on the CPI was the following introductory 

phrase; "When you walk into a home economics classroom you 
would consider it excellent if the . . ." This phrase was
followed by four words —  students, teacher, room, and sub
ject matter —  with enough space allowed between the words 
for comments. Student teachers then wrote what they consid
ered to be characteristics of these factors which contribut
ed to an effective home economics classroom.

The Classroom Perceptions Instrument Evaluation Form
The form of the CPI necessitated the development of 

an evaluation device. In considering various methods for
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evaluating the measure of the student teachers' perceptions, 
-a,modification of Osgood's semantic differential was select
ed. In explaining the measuring device Osgood, Suci, and 
.Tannenbaum state:

The semantic differential is essentially a combina
tion of controlled association and scaling procedures.
We provide the subject with a concept to be differenti
ated and a set of bi-polar adjectival scales against 
which to do it, his task being to indicate for each 
item (pairing of a concept with a scale), the direction 
of his association and its intensity on a seven-step 
scale. The crux of the method, of course, lies in 
selecting the sample of descriptive polar terms.
Ideally, the sample should be as representative as pos
sible of all the ways in which meaningful judgments can 
vary, and yet be small enough in size to be efficient 
in practice (Osgood, Suci, and Tannenbaum 1957, 
p. 20).

Four sets of five concepts (a general term used by 
Osgood to refer to the "stimulus" to which the subject's 
checking operation is a terminal "response") each in the 
areas of pupil behavior, teacher behavior, room, and curric
ulum content along with three concepts for the area desig
nated "amount of detail," were selected. An example of this 
would be the first item under curriculum content:

16. meaningful 7 6 5 4 3 2 1. N meaningless
materials materials
The stimulus and response were selected in relation 

to the writings of authorities who state:
Meaningful materials and meaningful tasks are 

learned more readily than nonsense materials and more 
readily than tasks not understood by the learner 
(Hilgard 1956 , p. 45).
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It is necessary for self-initiated learning that 

the student, of whatever level, be confronted by is
sues which have meaning and relevance for him . „ .
(Rogers 1970, p. 21) .

Thus, if the student teacher replying emphasized the 
necessity of having meaningful content for students, the 
evaluator would mark "7." If the reply indicated that the 
content be selected by the teacher or school with no mention 
of students (implying disregard of meaningfulness to stu
dents), the evaluator would mark "1." If the reply made no 
mention of meaning in relation to curriculum content, the 
evaluator would mark "N."

The content validity of the scales was verified by
Dr. Nancy A. Graham of The University of Arizona School of
Home Economics and Mrs..Evelyn Lewis, teacher educator for 
home economics at Northern Arizona University. The relia
bility computed for the four raters was .875.

Scoring. A subscore is arrived at by totaling the
scores of each scale in each group of five, or in the case 
of the final group, three. These subtotals are then added 
to arrive at a final total for the entire CPI Evaluation 
Form. Scales marked "N" received a score of zero.

Sixteen Personality Factor Questionnaire
The selection of an instrument to measure personali

ty was essential to the design of this study. The need for 
such a measure stems from assertions by researchers such as 
Combs that:
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The good teacher is no carbon copy but possesses 

something intensely and personally his own . . .
The good teacher has found ways of using himself, 
his talents, and his surroundings in a fashion that 
aids both his students and himself to achieve satis
faction —  their own and society's too. We may 
define the effective teacher . . . as a unique human
being who has learned to use himself effectively and 
efficiently to carry out his own and society's pur
poses in the education of others. . (emphasis author's; 
Combs 19 65, p. 9)

Thus, if there is a uniqueness to effective teachers' per
sonalities , it is necessary to identify the characteristics 
of which that personality consists.

The measure selected to identify characteristics of 
student teachers' personalities was Cattail's Sixteen 
Personality Factor Test (The 16 PF). Getzels and Jackson, 
reviewing measures of teacher personality, point out that 
the 16 PF is backed by nearly twenty years of extensive 
work, both theoretical and practical, by Cattell and other 
researchers (Getzels and Jackson 1963, p. 574).

There are two principal characteristics which make 
the 16 PF especially useful for studying teacher personality. 
One is that it is designed to be a comprehensive measure, 
producing multiple dimensions of personality. Second, its 
scales are not purely evaluative, i.e., psychologically 
"good" or "bad" (McClain 1968, p. 26).

The 16 PF is an objectively-scorable test which in
sures coverage of the personality by sixteen functionally- 
independent and psychologically-meaningful dimensions. The
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sixteen dimensions or scales are essentially independent? in 
other words, the correlation between, scales is usually quite 
small (Cattell and Eber 1962, p. 3)„.

In addition to the sixteen primary dimensions, the 
test can be used as a measure of four second-order factors. 
These secondary dimensions are broader than the primary ones 
from which their scores are derived. These four consist of: 

I. Adjustment vs. Anxiety 
II. Introversion vs. Extroversion
III. Tenderminded Emotionality vs. Alert Poise 
IV. Subduedness vs. Independence 

The second order factors are derived from the sten scores 
into which the primary factors are converted.

Procedure
The three institutions in Arizona having a home 

economics teacher training program were contacted as to 
their willingness to be part of this study. The CPI was 
mailed to the head teacher educator; copies of the 16 PF 
were already at each institution.

The head teacher educator was asked to administer the 
two instruments following the student teaching experience.
The completed forms were returned to the investigator where 
the 16 PF was scored and the CPI was evaluated, utilizing the 
instrument developed. Data were coded and prepared for use 
with the appropriate programs by the Agricultural Statistics
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Department at The University of Arizona., All statistical 
procedures for correlations between the variables were car
ried out on the Control Data 6400 (6400 CDC) computer.



CHAPTER 4

PRESENTATION OF THE DATA '

The discussion of the findings is presented in the 
following order: description of the sample, procedure, scor
ing and coding of data, results in relation to the hypotheses^ 
and additional findings.

Sample
The population of this study included fifty-eight 

women college students from the three institutions in Arizona 
offering a teacher training program in home economics. Each 
of the respondents had completed her student teaching and had 
returned to her respective campus. Fifty-three of the in
struments were returned in usable form. Table 1 indicates 
the number of usable instruments returned by each institu
tion.

Procedure
Appropriate administrators at selected schools were 

contacted as to their willingness to participate in the 
study. Those schools agreeing to participate were: Arizona
State University, Northern Arizona University, and The 
University of Arizona.

44
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Table 1. Number and Percent of Usable Returns

Instruments Instruments 
Institution Returned Usable Percent

Arizona State
University 30 , 27 90■ (

Northern Arizona
University 11 10 99

University of
Arizona 17 16 99

Total 58 53 98
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The CPI, with complete instructions for procedures 

to follow, was mailed to the teacher educators of the re
spective institutions. Copies of the 16 PF questionnaire 
and answer sheets were at each school.

The instruments were administered as soon as possi
ble following the completion of the student teaching experi
ence. The administrator returned the completed answer 
sheets of both instruments to the researcher.

Scoring and Coding of Data
The 16 PF from Northern Arizona University and The 

University of Arizona were scored by the researcher. Those 
from Arizona State University were machine scored at that 
institution. One person had not completed the entire 16 PF 
questionnaire; four 16 PF answer sheets did not have an 
accompanying CPI. All other instruments were returned in 
usable form.

Scores from the various factors were placed on IBM 
cards and correlations were run by the Numerical Analysis 
Laboratory of The University of Arizona's College of 
Agriculture. Values at the five percent level or beyond 
were considered necessary to indicate significant relation
ships and/or differences.
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Findings Related to Hypotheses
General Hypothesis

There will be no correlation between student teach
ers 1 selected perceptions of an effective home eco
nomics classroom and the four second-order factors 
they obtained on Cattell's Sixteen Personality Fac
tor Questionnaire (The 16 PF).

Coefficients of correlations were computed on each 
of the variables for individual schools and for all schools 
combined. The correlations for variables on all schools 
are found in Table 2. Since a correlation of .273> signifi
cant at the .05 level, was not found in any case, the null 
hypothesis was accepted.

Table 2. Correlation Between 16 PF Second-Order
Factors and CPI Evaluations for all Schools

CPI
Variables Factor I Factor II Factor III Factor IV

Pupil -.071 .101 . -.079 -.119
Teacher -.134 .159 .059 .222
Room .056 -.026 .039 — .143
Content .034 .069 .077 .168
Detail .003 .111 .197 .199
Total -.042 .10 8 .065 .083

n = 53 Significant at .05 level = .273
.01 = .354
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As shown on Table 3, when schools were computed in

dividually , correlations were found between two sets of var-. 
iables in the data on School 1. A low negative correlation 
was found between Factor IV (subduedness vs. independence) 
and perceptions of the room, indicating that those student 
teachers who had a defined perception of the room tended to 
have a group-dependent, chastened, passive personality.

The second correlation found for School 1 was a low 
positive correlation between Factor III (tenderminded emo
tionality vs. alert poise) and the amount of detail on the 
CPI. This correlation indicated that those student teachers, 
using more detail in answering the CPI would likely tend to 
have enterprising, decisive, and resilient personalities, 
but likely to miss the subtle relationships of life.

The data from the other two schools showed no cor
relations between any sets of variables. These data are al
so shown on Table 3.

Specific Hypotheses
I. There will be no correlation between student teach

ers' perceptions of an effective home economics 
classroom and their scores on Factor I (low anxiety 
vs. high anxiety) of the 16 PF.
Coefficients of correlations were computed for each 

of the individual variables of the CPI and for the total 
score of the CPI with scores obtained for Factor I of the 
16 PF. The correlations for this relationship are presented



Table 3. Correlations Between 16 PF Second-Order■Factor Scores 
and CPI Evaluation Scores by Institution

CPI
i . .

School 1 School 2 School 3
Variables I II III IV I II . III IV I II III IV

Pupil -.086 .246 -.241 -.161 .411 -.270 .111 -.391 -.389 -.140 .328 -.059
Teacher -.197 .305 .216 .130 .136 —.19 9 —.107 .137 .194 -.140 .121 .429
Room .103 .056 .060 -.381 -.467 -.228 .426 -.391 .318 —.100 —.180 .308
Content .050 . 090 .245 .042 .622 -.102 -.145 .199 — .458 .170 -.026 .377
Detail .023 .094 .399 .250 .274 -.397 .. 075 -.234 .111 -.004 .102 .301
Total -.054 .261 .173 — .030 .294 -.334 .094 -. 213 .064 -.095 .067 .479

n = 27 .05
.01

sig. .381 . 
.487

n = 10 .05
.01

sig. .632
.765

n = 16 .05
.01

sig. .497
.623

vV KD
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in the first column of Table 2. Since none of the correla
tions reached the .273 level to indicate significance at the 
.05 level the null hypothesis was accepted. This finding 
suggests that there is no relation between a student teach
er's general feeling of adjustment in relation to high 
anxiety vs. low anxiety as measured on the 16 PF test and
the perceptions which she identified on the CPI as charac-

' -teristics of an effective classroom situation.

II. There will be no correlation between student
teachers' perceptions of an effective home econom
ics classroom and their scores on Factor II 
(introversion vs.extroversion) of the 16 PF.

Coefficients of correlations were computed for each 
of the individual variables of the CPI and for the total 
score of the CPI with scores obtained for Factor II of the 
16 PF. The correlations for this relationship are presented 
in the second column of Table 2. Since none of these corre
lations reached the .273 level to indicate significance at 
the .05 level the null hypothesis was accepted. This find
ing suggests that there is no relation between a student 
teacher's general feeling of adjustment in relation to 
introversion vs. extroversion as measured on the 16 PF test 
and the perceptions which she identified on the CPI as 
characteristics of an effective classroom situation.
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I'll „ There will be no correlation between student 

teachers' perceptions of an effective home 
economics classroom and their scores on Factor 
III (tenderminded emotionality vs. alert poise) 
of the 16 PF.

Coefficients of correlations were again computed for 
each of the individual variables of the CPI and for the 
total score of the CPI with the scores obtained for Factor 
III of the 16 PF. The correlations for this relationship 
are presented in the third colum of Table 2. Since none of 
the correlations reached the .273 level to indicate signifi
cance at the .05 level the hull hypothesis was accepted.
This finding suggests that there is no relation between a 
student teacher's general feeling of adjustment in relation 
to what Cattell called tenderminded emotionality vs. alert 
poise as measured on the 16 PF test and the perceptions 
which she identified on the CPI as characteristics of an 
effective classroom situation.

IV. There will be no correlation between student
teachers' perceptions of an effective home eco
nomics classroom and their scores on Factor IV 
(subduedness vs. independence) of the 16 PF.

Coefficients of correlations were again computed for 
this fourth and final factor for each of the individual var
iables of the CPI and for the total score of the CPI with 
scores obtained for Factor IV of the 16 PF. These correla
tions are presented in the fourth column of Table 2. : Since 
none of the correlations reached the .273 level to indicate
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significance at the .05 level the null hypothesis was again 
accepted. This finding suggests that there is no relation 
between a student teacher's general feeling of adjustment in 
relation to subduedness vs. independence as measured on the 
16 PF test and the perceptions which she identified on the 
CPI as characteristics of an effective classroom situation.

Additional Findings 
Classroom Perceptions Instrument

A visual inspection of the CPI demonstrated some 
question as to the amount of time allotted to student teach
ers for the completion of the questionnaire. This question 
arises because during the course of the inspection, one 
questionnaire was found to be typewritten. The replies from 
School 1 were also uniformly more lengthy and detailed than 
those from the other two schools. A control on the time al
lotment had not been designated in the instructions for 
administering the CPI.

Sixteen Personality Factor Questionnaire
School 1 (n-27) demonstrated a low negative correla

tion between Factor I (tough-minded vs. tender-minded) and 
the amount of detail used to answer the CPI. This indicates 
that those student teachers who tended to be practical, re
alistic, independent, responsible and sometimes hard and 
cynical used more detail in answering questions on the CPI.
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A second low negative correlation was found between 

Factor Qi (conservative vs. experimenting) and the percep
tion of the room. Thus student teachers who tended to op
pose and postpone change and who were inclined to go along 
with tradition tended to view the effective classroom as 
functional and beautiful with well-planned space, physical 
environment, and facilities.

A final correlation for School 1 was found between 
Factor Q4 (relaxed vs. tense) and perception of the effec
tive teacher. This correlation indicates that tense, 
excitable, restless and impatient student teachers tended to 
view the effective teacher as people-oriented, friendly, 
freeing and well-prepared.

The correlations between the 16 PF Primary Factor 
Scores and the CPI evaluation scores for School 1 are pre
sented in Table 4.

The scores obtained by student teachers at School 2 
(n-10) are presented in Table 5. A low negative correlation 
was found between Factor H (shy vs. venturesome) and detail 
of answers. Thus the restrained, diffident, and timid stu
dent teachers tended to use more detail in their answers on 
the CPI.

Factor I (tough-minded vs. tender-minded) and percep
tions of the room also demonstrated a low negative correla
tion. Thus independent, practical, realistic, masculine,
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Table 4. Correlation Between 16 PF Primary Factor
Scores and CPI Evaluation Scores for
School 1

Pupil Teacher Room Content Detail Total

A -.119 -.270 .057 -.128 -.270 -.179
B -.004 . 004 .073 -.250 — .016 -.040

' C -.156 -.102 .753 .081 -.009 — .036
E -.185 -.077 -.099 -.223 .091 -.127
F -.249 -.008 .132 .102 -.057 -.018
G .075 .199 -.145 -.016 —. 100 .022
H .142 -.258 .077 .122 -.034 -.012
I .038 -.214 -.032 -.304 — .420 -.231
L .196 .321 .075 .052 .353 . . 264
M -.024 .224 -.179 .257 .274 .141
N -.309 -.030 -.138 -.179 -.037 -.169
0 .318 .160 .139 : .204 .335 .286

Ql -.192 .033 -.508 .147 .182 -.095
02 -.044 .106 — .220 -.143 -.066 -.079
Q3 -.035 .153 .104 -.027 -.073 .048
q4 . 288 .456 . .116 .122 . .303 .347

Significant at .05 = .381
.01 = .487

n = 27
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Table 5. Correlation Between 16 PF Primary Factors and
CPI Evaluations for School 2

Pupil Teacher Room Content Detail Total

A -.021 .114 .338 -.29 8 -.227 -.011
B -.217 .205 -.033 -.289 -.268 -.155
C -.510 -.071 -.039 -.223 — .301 -.349
E -.311 -.078 -.319 .131 -.390 -.281
• F -.041 -.0 78 -.49 7 .390 -.053 -.083
G .388 .0 89 .087 .510 .422 .408
H -. 559 -.215 -.092 -.349 -.70 3 — .544
I -.010 .117 -.733 .564 .107 .00 8
L -.420 -.289 -.693- .455 -.362 -.399
M -.537 -.237 -.593 .180 -.382 -.470
N .527 .072 .277 .351 .567 .500
0 .202 .327 -.536 .720 .201 .259

Ql .129 .172 .44 3 -.117 .180 .222
02 -.067 .510 -.334 .402 .134 .170
q3 .133 -.077 .630 -.516 .0 26 .069
04 .56 3 .029 .206 .009 .204 .328 .

Significant at .05 = .6 32
.01 = .765

n = 10
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responsible and sometimes hard and cynical student teachers 
tended to view the effective classroom as functional and 
beautiful with well-planned space, physical environment and 
facilities.

The last significant correlation for School 2 was a 
low negative one between Factor L (trusting vs. suspicious) 
and perceptions of the room. This indicates that the 
adaptable, cheerful, uncompetitive student teacher who was 
concerned about other people had the view that the effective 
classroom is functional, beautiful, and having well-planned 
space, physical environment and facilities.

A number of correlations were found between certain 
factors on instruments scored from student teacher replies 
received from School 3 (n-16). A high positive correlation 
at the .05 level was found between Factor E (humble vs. 
assertive) and perceptions of the effective teacher. This 
indicates that the assertive, self-assured, and independent- 
minded student teacher tended to view the effective teacher 
as people-oriented, friendly, freeing 'and well-prepared.

A low positive correlation was found between 
Factor Q3 (casual vs. controlled) and perception of the pu
pil. Thus student teachers having strong control of their • 
emotions and general behavior, who had "self-respect" tended 
to view the effective student as alert, responsible. Confi
dent, initiating, and spontaneous.
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A second low positive correlation in the data on 

Sphool 3 was formed between the perception of the teacher 
and Factor G (expedient vs. conscientious). This correla
tion demonstrates a relationship between.personalities 
described as staid, persevering, rule-bound and usually mor
alistic and the perception of the teacher described as 
people-oriented, freeing, friendly, and we11-prepared.

A third positive correlation was found between Fac
tor C (affected by feelings vs. emotionally stable) and per
ceptions of the content. This indicates that those tho 
tended to be emotionally mature, realistic about life and 
calm tended to view effective content as meaningful, process 
oriented and concepts-related.

Another correlation was found between Factor Qy 
(conservative vs. experimenting) and perception of content. 
Thus those interested in intellectual matters, who.were 
skeptical and inquiring of either new or old ideas, viewed 
effective content as meaningful, process oriented, and con
cepts-related.

The fourth correlation found was between Factor 0 
(placid vs. apprehensive) and the amount of detail used to 
answer on the CPI. This relationship indicates that those 
who used more detail in giving answers tended to be de
pressed, moody, worriers and as failing to be accepted in 
groups.
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The final correlation for School 3 was found between 

the total score ^btained on the CPI and Factor E (humble vs. 
assertive). This correlation demonstrates a relationship 
between a high score obtained for the total of the CPI and 
personalities described as assertive, self-assured, and in
dependent-minded. The data for School 3 are shown on 
Table 6.

The correlations for all schools combined (n-53) 
show only two factors to be significant. The first was be
tween Factor E (humble vs. assertive) and the perception of 
an effective teacher indicating that the assertive, self- 
assured and independent-minded personality tended to view 
the effective teacher as people-oriented, freeing, friendly, 
and well-prepared. The second correlation was found between 
the perception of the room and Factor (conservative vs. 
experimenting) indicating that those who tended to be well- 
informed, skeptical and interested in intellectual matters 
viewed the effective room as functional and beautiful with 
adequate space, facilities and related to the community. 
These data are found in Table 7.

There were no correlations between like factors 
among any of the three participating institutions.
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Table 6. Correlation Between 16 PF Primary Factors and
CPI Evaluations for School 3

Pupil Teacher Room Content Detail Total

A .169 -.3 73 -.313 -.339 -.340 -.437
B .117 .182 -.20 8 .211 .193 .112
C .239 — .073 -.092 .536 .173 .159
E —. 112 .707 .172 .247 .426 .525
F -.412 -.117 .107 .183 .139 -.007
G -.152 .533 .284 -.027 .087 .353
H -.157 -.299 -.127 .212 -.043 -.178
I -.350 -.045 .196 .370 .032 .087
L .079 -.237 .292 - .347 — .302 -.117
M -.495 .304 .293 -.057 .231 .202
N .4 43 -.034 — .144 -.319 -.148 -.098
0 -.324 .365 .418 -.159 . 569 .403

Qi .311 -.062 -.045 .505 — .081 .116
q2 .368 .061 .247 -.117 -. 119 .157
O3 .576 -.243 .021 .171 -.258 .003
04 -.367 .012 .257 -.334 .001 -.037

Significant at .05 = .497
.01 = .6 23

n = 16
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Table 7. Correlation Between 16 PF Primary Factors and
CPI Evaluations for all Schools

Pupil Teacher Room Content Detail Total

A .089 -.067 .025 -.100 -.130 -.040
. B .002 .092 .011 -.156 .00 6 .003
C -.076 -.000 .056 .140 .037 .030
E . .094 .305 .081 .122 .215 .217
F -.185 -.055 -.007 .123 -.033 -.052
G -.025 .090 -.253 .033 -.014 .034
H .084 -.051 .091 .151 -.022 .055 '
I . .025 -.051 — .078 -.011 -.16 2 — .066
L -.122 — .048 -.058 —. 0 60 -.010 -.078
M -.204 .133 — .050 . .166 .123 .037
N .075 . -.037 -.091 -.09 8 .051 -.024
0 .068 .064 .007 .159 • .230 .122
Ql -.132 -.067 -.273 .070 .050 -.101
q 2 .031 .128 -.150 -.031 -.047 -.019
Q3 .241 .185 .265 .046 .042. .211
Q4 .220 .226 .116 .001 .184 .202

Significant at .05 = .273
.01 = .354

n = 53



CHAPTER 5

CONCLUSIONS, IMPLICATIONS, RECOMMENDATIONS - 
AND SUMMARY QUESTIONS

Though the amount of literature relating to teacher 
behavior and effectiveness is massive, Getzels and Jackson 
(1963) indicated the lack of definitive findings related to. 
this subject. This study proposed to add pertinent inform
ation to what behaviors and perceptions contribute to the 
effectiveness of a teacher.

Conclusions
The major hypothesis was formulated within a theory 

which emphasized the essential role of personality as one 
of the determiners of the perceptions student teachers 
would have on what constitutes an effective teaching-learn
ing situation. Since the statistical analysis of the data 
required the acceptance of the null hypothesis, it appears 
that for this population, on these instruments, personality 
is not an important factor in the perceptions a student 
teacher holds concerning the elements of an effective class
room. Thus it may be that teacher educators will not find 
it advisable to attempt to change any specific personality 
characteristics of student teachers. They may instead con
centrate their efforts on fostering the formation of

61
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perceptions within the individual student teacher of what 
constitutes an effective teaching-learning situation.
Perhaps the latter will be at least a possible achievement.

Some correlations were noted between the primary 
factors of the 16 PF and the CPI evaluations, though none 
existed among the second-order factors and the CPI. .. Also, 
none of these primary correlations were alike for another 
participating institution. Therefore, though correlations 
were found among the primary factors, they were highly in
consistent and unpredictable. This would appear to still 
support, though perhaps with less strength, the conclusion 
that personality is not a deciding factor of the percep
tions of an effective classroom held by any one student 
teacher.

Implications

The following implications may be derived from the 
data obtained by this study:

1. The factor of the time allotted was not held con
stant in the procedure for the administration of the CPI in
strument. This may have caused variations in some of the 
variables particularly among the participating institutions. 
Thus it may have happened that student teachers from one 
school were given more time and therefore have had more op
portunity for detailed thought and comment. This is implied
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not by the statistical analysis which indicated no signifi
cant difference between or among the student teachers at the 
participating institutions, but by the researcher's observa
tions while evaluating the CPI.

2. Based on the evaluations of the CPI/ it appears that 
student teachers' perceptions of an effective teaching- 
learning situation may be rather vague in relation to the 
specific roles played by the pupil, the teacher, the room, 
and the curriculum content. Many observations were made in ' 
which comments under one heading overlapped into another.
For example, certain aspects identified as "freeing vs. con
trolling" behavior under the variable "teacher" were found 
listed with the comments on the room and the student. Per
haps student teachers need to be helped to develop clearer 
concepts of the factors inherent in the various aspects of 
the teaching-learning situation.

3. Since the primary factors of the 16 PF did evidence 
some correlation, it may be that these more specific areas 
of personality have some relation to perception, though this 
study does not strongly support this. A recommendation will 
be made relating to this implication.

Recommendations 

The findings of this, study lead to the following 
recommendations:
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•1. Further research utilizing the Classroom Perceptions 

Instrument, with perhaps some modifications such as increased 
structuring needs to be carried out.

2. Useful information would undoubtedly be obtained by 
correlating responses ■•on other instruments such as the Draw- 
a-Teacher Test and/or a semantic differential with the 
Classroom Perceptions Instrument„

3. Since the four Second-Order Factors of the 16 PF 
failed to identify any correlations with student teacher 
perceptions, it is recommended that the sixteen primary fac
tors be further investigated in relation to the instruments 
suggested above.

4. A rating should be obtained by a qualified observer 
on the effectiveness of each student teacher as an addition
al guideline for evaluating student teachers' replies.

5. The procedure for administering the Classroom Per
ceptions Instrument include a defined time allotment for its 
completion.

Summary Questions 

On the basis of this sample, this selection of in
struments and these analyses of data, certain questions were 
answered and others raised.



Questions answered:
Is the teachers' personality a determining factor 

in the perceptions she holds concerning, an effective 
. teaching-learning situation?

For this population, with these instruments, no.
Questions in doubt:

Does the individual student teacher have well- 
defined perceptions of an effective teaching-learning 
situation?

Apparently not, since there was a large degree of 
overlapping of comments on the variables (pupil, 
teacher, room, and subject matter). Replies were al
so frequently vague, nonspecific and with little 
detail. '

Questions to be explored:
This study suggests the need for the further ex

ploration of perceptions student teachers hold con
cerning the effective classroom environment. Further 
validation of the CPI Evaluation Form is necessary by 
perhaps using it as an instrument to directly measure 
student teachers' perceptions, i.e., they would com
plete the form rather than (or in addition to) an 
evaluator.



APPENDIX A 

;CLASSROOM PERCEPTIONS INSTRUMENT
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CLASSROOM PERCEPTIONS INSTRUMENT

When you walk into a home economics 
classroom you would consider it ex
cellent if the

Students:

Teacher:

Room!

Subject Matter:

o



APPENDIX B

CLASSROOM PERCEPTIONS INSTRUMENT EVALUATION FORM
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Directions for Using the CPI Evaluation Form

This evaluation instrument utilizes a seven-point 
scale. As the evaluator assesses the Classroom Perceptions 
Instrument, comments should be summarized relative to the 
behaviors or items described. A glossary follows the 
evaluation form.

Each characteristic can be ranked from a low of one 
to a high of seven (a seven-point scale). A marked descrip
tion of a characteristic described'“'by one or the other pole 
should be assigned assessments of one or seven. An assess
ment of four represents an average, or neutral, assessment 
on the dimension.

Following completion of the evaluation, the numbers 
for each category should be added and the total inserted in 
the space to the right. These category totals should then 
be added to arrive at a grand total for the entire evalua
tion instrument.

A high score indicates what is considered to be a 
more accurate perception of the elements of an effective, 
classroom. Lower scores indicate less desirable perceptions.
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CLASSROOM PERCEPTIONS INSTRUMENT EVALUATION FORM

School Student Number

PUPIL BEHAVIOR

1. Alert 7 6 5 4 3 2 1 N Apathetic
2. Responsible 7 6 5 4 3 2 1 N Obstructive
3. Confident 7 6 5 4 3 2 1 N Uncertain
4. Initiating 7 6 5 4 3 2 I N Dependent
5. Spontaneous 7 6 5 4 3 2 1 N Deliberate

TEACHER BEHAVIOR
6. People-Meanings 

Orientation 
7« Friendly-Worthy 
8„ Worthly
9. , Freeing 

10» Well-prepared

7 6 5 4 3 2 1 N
7 6 5 4 3 2 1 N
7 6 5 4  3 2 1 N  
7 6 5 4  3 2 1 N
7 6 5 4 3 2 1 N

Things-Facts 
Orientation 

Unfriendly-Unworthy 
Unworthy 
Controlling 
Disorganized

ROOM
11. Functional and 7 6 5 4 3 2 1 N Impractical & Un-

Beautiful attractive
12. Well-planned Space 7 6 5 4 3 2 1 N Poorly-planned

Space
13. Well-planned physi 7 6 5 4 3 2 1 N Poorly-planned Physi

cal Environment cal Environment
14. Related to Com 7 6 5 4 3 2 1 N Unrelated to Com-

munity munity
15. Facilities Ade 7 6 5 4 3 2 1 N Facilities Inade

quate quate

:URRICULUM CONTENT
16. Meaningful 7 6 5 4 3 2 1 N Meaningless

Materials Materials
17. Concepts Related 7 6 5 4 3 2 1 N Facts Related
18. Broad Subject 7 6 5 4 3 2 1 N Limited Subject

Coverage Coverage
19. Organized for Scope 7 6 5 4 3 2 1 N Not Organized f or

and Sequence Scope and Sequence
20. Process 7 6 5 4 3 2 1 N Product
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AMOUNT OF DETAIL
21. Detailed Comments
22. Outer-Directed
23. Many Observations

7 6 5 4  3 2  I N  General Comments
7 6 5 4 3 2 1 N Inner-Directed
7 6 5 4 3 2 I N  Few Observations

Total
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Glossary of Items on Instrument

PUPIL BEHAVIOR
1. Alert

-pupil responded eagerly; 
appeared anxious to re
cite and participate
-pupils watched teacher 
attentively when explan
ation was being made
-pupils appeared immersed 
in their work

-pupils were prompt and 
ready to take part in 
activities

2. Responsible
-pupils demonstrated in
itiative , but sought 
help freely when neces
sary

-pupils were orderly with
out specific directions 
from teacher.

-pupils were courteous, 
friendly, and coopera
tive with teacher and 
with each other

3. Confident
-seemed anxious to try 
new problems or activi
ties
-pupils undisturbed by 
mistakes
-pupils volunteered to re
cite

Apathetic
-pupils were inattentive; 
showed evidence of wander
ing attention; indifferent 
to teacher
-pupils were listless; spir
itless

-pupils were restless
-pupils participated half
heartedly; assumed a "don't 
care attitude"

Obstructive
-pupils were quarrelsome; dis
gruntled; irritable; sullen
-pupils were noisy, disturb
ing

-pupils were obstinate; re
fused to participate in 
class activities
-pupils demanded attention

Uncertain
-pupils seemed afraid to try; 
unsure
-pupils hesitant; restrained
-pupils appeared embarrassed
-pupils frequently display 
nervous habits, nail-biting, 
etc,



Conf ident (Continued)
-pupils entered freely into 
activities
-pupils appeared relaxed
-pupils spoke with assur
ance

Initiating
-pupils volunteered ideas 
and made suggestions for 
further study
-pupils gave evidence of 
original thinking; were 
resourceful
-pupils took the lead wil
lingly
-pupils assumed responsi
bility

Spontaneous
-pupils were self-deter
mining; made independent de
cisions in respect to work, 
regardless of opinions of 
others
-pupils seemed analytical 
and introspective
-pupils were open with broad 
interest pattern

-pupils desired situations 
and tasks which permitted 
them to think in divergent 
manner
-pupils were versatile or 
flexible; with consider
able self-control

Uncertain (Continued)
-pupils appeared shy and 
timid
-pupils hesitant and/or 
stammering

Dependent
-pupils relied on teacher 
for explicit directions

-pupils showed little abil
ity to work things out for 
themselves
-pupils were reluctant to 
accept responsibility

Deliberate
-pupils appeared product ori
ented and concerned mainly 
with producing the "right" 
product and winning recogni
tion.
-pupils relied on specific 
authority figures
-pupils were insecure in sit
uations where uncertain of 
what others expect
-pupils were adaptive or con
forming

-pupils avoided activity which 
required self-determination
-pupils were rigid in work 
habits
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TEACHER BEHAVIOR
6. Frame of reference

People-Meanings Orienta-
• tion
-concerned with people and 
their reactions

'—concerned with perceptual 
experience of people
-sensitive to how things 
seem to people

-showed awareness of pu
pils' emotional problems 
and needs
-tolerant of error on part 
of pupil

Things-Facts Orientation

-concerned with things 
and events
-concerned with objective 
events
-concerned with concrete 
events
-recognized only academic 
accomplishments of pupils; 
no concern for personal 
problems
-not sympathetic with a pu
pil 1s failure at a task

Perceptions about what people are like and how they be
have
Friendly-Worthy
-sees others as being . 
friendly and enhancing; 
essentially well-inten
tioned
-sees others as being of 
worthz and possessing a 
dignity and integrity 
which must be respected 
and maintained
-courteous and friendly 
with pupils at all times

Unfriendly-Unworthy
-sees others as threatening 
or evil-intentioned
-sees others as unimportant 
Whose integrity can be vio 
lated or treated as of lit 
tie account
-ridiculed behavior, sarcas 
tic., depreciated child's 
efforts
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8. Perception of self

Worthy
-sees self as a person of 
consequence, dignity, in
tegrity, and worthy of 
respect
-sees himself as :.essentaa!l—
„ ly likable, attractive (in 
personal, not physical 
sense), wanted

-accepts criticism byt un
disturbed and unembar
rassed

Unworthy
-sees self as person of lit
tle consequence who can be 
overlooked, discounted, 
whose dignity and integrity 
do not matter
-sees self as ignored, un
wanted, rejected by others
-disturbed and embarrassed 
by criticism

The purpose and process of
Freeing
-perceives helping task as 
one of freeing, assisting, 
releasing, facilitating
-wide pupil participation 
and involvement
-classroom organization 
conducive to learning
-teaching-learning situa
tion dynamic
-entered into pupils' ac
tivities without domina
tion
-encouraged students to 
make own decisions

learning
Controlling
-perceives helping task as a 
matter of controlling, 
manipulating, coercing, 
blocking, inhibiting
-no pupil participation
-learning reduced to class
room disorganization
-teaching-learning situation 
static

-gave "long-distance direc
tions" to pupils
-told students each step to 
take

10. Perception about his subject
Well-prepared Disorganized
-evidence of careful plan
ning. with enough flexi
bility to permit adaption

-no apparent plan for class- 
work; poorly prepared
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10. Perception about his subject (Continued)

Well"-prepared Disorganized -
-evidence of good back- -evidence of limited back
ground in subject ground in subject
-gave complete, accurate, -answers to questions in-
satisfying answers to complete or inaccurate
questions

-failed to enrich discus- 
—drew examples and explana- sions with illustrations
tions from various.sources . from related areas 
and related fields

ROOM
11. Aesthetic appeal of the room

Impractical and Unattrac
tive

-colors poorly chosen, de
pressing
-dirty and unattractive
-no evidence of pupil or 
teacher displays

Functional and Beautiful

-colors chosen for vision 
and stimulation of stu
dent interests and alert
ness
-clean and attractive
-teacher exhibits and pu
pil project work on dis
play

12. Spatial factor
Well-planned Space
-flexibility of furniture 
and walls to provide for 
variety of learning ex
periences; individual or 
group instruction
-space for specialized 
equipment
-provision for out-of
school groups (more stor
age space)

• Poorly-planned Space
-stationary equipment and 
furnishings

-lack of planning for 
future needs

-lack of adequate storage
-lack of adequate space 
for students and teacher 
to move easily
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12.

13.

14.

Spatial factor (Continued) 
Well-planned Space
-space for easy movements 
of students and teacher

Poorly-planned Space

Control of sound, temperature, and light
Well-planned Physical 

Environment
-sound control to mini
mize noise and for maxi
mum hearing
-comfortable room temper
ature
-control of outside light 
and artificial light

Poprly-planned Physical 
Env ironment

-noisy, difficult to hear
-room too hot or too cold
-inadequate control of 
outside light and of arti
ficial light

Consideration of community and culture
Related to Community
-choice of furnishings and 
equipment made in rela
tion to living standard 
attainable
-large equipment and ac
cessories tend to promote 
desirable standards in 
the home
-furnishings stimulate in
terest in making homes 
livable and satisfying

Unrelated to Community
-no apparent thought given 
to community's living 
standard

-furnishings and equipment 
out-of-reach of most 
people in the community

-duplication of resources 
available in community 
(e.g., hospital bed, 
equipment for play school, 
etc.)

-space and facilities 
extended through use of 
community resources
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15. Consideration of the curriculum content
Adequate Provision for all 

Areas' Home Ec.
-provision for adult edu
cation
-provision for gainful em
ployment programs, if 
needed
-facilities reflect trends 
in education

-facilities set standards
-facilities allow students 
to put into practice 
teaching
-facilities reflect pur
poses of home economics 
program
-teaching materials chal
lenge interest and closer 
inspection

CURRICULUM CONTENT
16. Meaningful Materials

.-tasks and materials un
derstood by learner
-tasks and materials have 
relevance for students

17. Concepts Related
-basic concepts used in 
planning objectives and. 
subject matter content

Inadequate Provision for 
all Areas Home Ec.

-facilities handicap learn
ing of students

-teaching materials, if 
any, dull, uninteresting
-facilities out-of-date
-facilities fail to set 
standards

-facilities fail to provide 
for adult education

-facilities fail to provide 
for any needed gainful em
ployment program(s)

Meaningless Materials
-tasks and materials not un
derstood by learner
-tasks and materials not 
relevant to lives of stu
dents

Facts Related
-evidence of memorization 
of material
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17. Concepts Related

(Continued)
; -pupils were provided with 

varied experiences to 
show aspects of concept

-pupils provided with op
portunities to discover

18. ’ Broad Program
-content based on broad 
concepts of development 
and management
-content provides oppor
tunities to learn about 
functions of families 
and homes
-content provides basic 
grounding in philosophy; 
the "what" and "why" 
questions
-content helps pupils 
learn to create better 
existence
-content helps pupils un
derstand change as a 
process

19. ' Organized for Scope and 
Sequence

-content seemed coherent
-designed as far as pos
sible to take account of 
individual differences

-content organized to re
inforce prior learning

Facts Related (Continued)

-no evidence of varied ex
periences to show aspects 
of concept
-pupils told the concept

Limited Program
-content limited to speci
fic areas of home econom
ics

-no evidence of opportunity 
to learn about functions 
of families and homes
“Content appears based on 
skills

-content teaches pupils to 
accept what exists
-content shows no evidence 
of helping pupils learn 
process of change

Not Organized for Scope and 
Sequence

-content seemed disconnect
ed; segmentized

-no apparent effort to con
sider individual differ
ence of pupils
-no evidence of plan for 
reinforcement of learning



20. Process Product
-learning experiences de
signed for future use 
not just immediate use

.-learning experiences en
courage pupils to use 
materials cumulatively 
in doing progressively 
more difficult problems
-learning experiences help 
students see relationships 
among different ideas, 
concepts, facts in differ
ent disciplines

-learning experiences tend 
to open up new areas

AMOUNT OF DETAIL
21. ' Detailed Comment s

-responses tended to be 
detailed, with specific 
ideas

22. Outer-Directed

-learning experiences de
signed for immediate use; 
no apparent thought given 
to future usefulness

-pupils provided experi
ences in which most materi 
aIs memorized
-evidence of a highly de
partmentalized, discon
nected kind of subject 
approach to learning
-evidence that learning 
brought to closure, terrain 
ated

General Comments
-responses tended to be 
broad with few, if any, 
specific ideas

Inner-Directed
-responses tended to be 
directed toward others; 
little emphasis on 
self

23. Many Observations
-responses were many and 
varied
-evidence of a great deal 
of thought

-responses tended to be 
directed toward self; lit
tle emphasis on others

Few Observations
-responses were few; little 
evidence of thought given 
to replies
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