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ABSTRACT 

The purpose of this study is to identify personality 

characteristics of teachers of the gifted and to determine 

the relationship of these characteristics to students' 

perceptions of classroom climate. The study compares six 

teachers of the gifted in self-contained classrooms, grades 

one through six with six teachers in heterogeneous 

classrooms, grades one through six. 

To define the personality characteristics that might be 

beneficial in the successful teaching of gifted children, 

teachers responded to personality inventories and teachers 

and students responded to a classroom questionnaire on 

Thinking Skills and Climate. 

One self-contained class for the gifted was included at 

each grade level and one class of heterogeneously grouped 

students. Each teacher was asked to respond to the Myers

Briggs ~ Inventory (MBTI) and the Transaction Ability 

Inventory (TAl). Students in each class responded to a 

modified version the Class Activities Questionnaire (CAQ). 

Each teacher MBTI and TAl personality characteristic 

was correlated with higher level thinking skills and 

climatic factors in the classroom to determine which 

personality traits were best suited to teaching gifted 

children. 
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CHAPTER ONE 

INTRODUCTION 

Much has been done to develop programs that meet the 

educational needs of special populations (Clark, 1988). 

Gifted students are not an exception. Children whose mental 

development is accelerated beyond the average to the extent 

they need and can profit from specially planned educational 

services are identified as gifted children (Steele, 1986). 

These are children who are usually very perceptive, highly 

involved, ultra sensitive and typically perfectionistic 

(Delisle, 1987). Much has been written about characteristics 

of the gifted and programs that would best suit their needs 

(Renzulli, 1988). But who teaches the gifted? Should 

administrators be looking for certain characteristics when 

choosing a teacher for the gifted? What personality traits 

of teachers best fit the needs of gifted students? 

Teacher identification then, as well as student 

identification, becomes a critical issue. Studies of 

characteristics of successful teachers of the gifted have 

shown them to exhibit personal characteristics such as 

understanding, accepting, self-respecting, trustworthy; 

sensitive to others, less concerned with self, supportive, 

respectful and trusting toward others, above average 



intellectually, exhibit an intellectual style of 

conceptualizing, creating, initiating, generalizing, 

relating, organizing and imagining; flexible, open to new 

ideas, enthusiastic, intuitive, perceptive; committed to 

excellence, and responsible for their behavior and 

consequences (Lindsey, 1980). 
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Teachers' professional responsibilities to students are 

to guide rather than coerce or pressure; be democratic 

rather than autocratic; focus on process as well as product; 

be innovative and experimental rather than conforming; use 

problem-solving procedures rather than jump to unfounded 

conclusions; seek involvement of others in discovery rather 

than give out answers (Clark, 1983). Teaching behaviors that 

support working with gifted children include developing a 

flexible, individualized program; creating a warm, safe, and 

risk-taking atmosphere; providing feedback; using varied 

teaching strategies; respecting personal self-images and 

enhancing positive ones; respecting personal values; 

respecting creativity and imagination; stimulating higher 

order mental processes; and respecting individuality and 

personal integrity (Galbraith, 1990). Even though possession 

of these characteristics may be important for teachers of 

gifted students, these personality traits have been 

investigated in very few studies. 
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Background 

Gregoric and Myers have done extensive research on 

personality types. Gregoric (1984) in his Transaction 

Ability Inventory (TAl) has identified specific personality 

traits and characterized personality traits according to 

thinking ability. He divides thinking into two areas, 

perception and ordering. Perceptual abilities are defined as 

the means through which people gain information. One gains 

information by thinking concretely or abstractly (Gregoric, 

1988). Abstract reasoning depends on reason, emotion or 

intuition. concrete personality types depend more on 

physical senses. Concrete sequential learners depend on the 

left hemisphere of their brains (Gregoric, 1984). Abstract 

random types rely more on the right hemisphere of their 

brains. Thus, Gregoric identifies four basic personality 

types: abstract sequential, abstract random, concrete 

sequential and concrete random. The Transaction Ability 

Inventory (Gregoric, 1984) was developed for the purpose of 

identifying personality types of individuals. Concrete 

random learners are typically those who are inquisitive, 

curious, investigative, able to take risks, divergent, 

original, change-oriented, problem solving, challenging, 

experimental, independent and inventive. Individuals who are 

abstract random tend to be emotional, sensitive, personal, 
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sociable, understanding, imaginative, colorful, media

oriented, thematic, interpretive, flexible and adaptable. 

concrete sequential learners are those who are orderly, 

organized, to-the-point, thorough, structured, industrious, 

detailed, task-oriented, concrete, practical, reliable and 

realistic. Abstract sequential individuals are logical, 

idea-oriented, theoretical, analytical, evaluative, 

intellectual, structured, reading-oriented, academic, 

debating, judging and researching (Gregoric, 1984). 

The Myers-Brigas ~ Indicator (MBTI) is another 

evaluative tool used in identifying personality types from 

the way people perceive and judge the world around them. 

The Myers-Briggs instrument for personality assessment is 

based on Carl Jung's theory of personality types. Jung 

believes we become aware of things in two different ways, 

through our senses and intuition (SN). We also have two ways 

of judging things, by thinking and feeling (TF) (Myers, 

1985). The MBTl has two other subscales, the Extroversion

Introversion (El) and the Judging-Perceiving (JP) scales. 

These scales further specify personality types. The MBTl 

identifies four bipolar personal preferences: extroversion

introversion, sensing-intuition, thinking-feeling, and 

judging-perceiving. This information translates then, into 

four temperaments that can be helpful in determining 

personal preferences. These temperaments are the following: 



intuitive feelers, intuitive thinkers, sensing judgers and 

sensing perceivers. Myers-Briggs further breaks these 

categories into sixteen personality types based on all 

possible combinations of the four temperaments and four 

preferences. 

As mentioned, the Myers-Briggs inventory is based on 

Jung's theory of personality labels. Jung focuses on two 

processes perceiving (taking in information) and judging 

(making decisions about that information). Further, type 

theory maintains that people have different preferred ways 

of perceiving and judging, and that those differences can 

help account for differences in behavior. 
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The two ways of perceiving, are called sensing and 

intuition. When using sensing perception, we pay attention 

to our sensory experiences--what we hear, see, touch, taste 

or smell. When using intuitive perception, we pay attention 

to things other than concrete information (e.g. associations 

or hunches beyond actual sensory data.) 

Nevertheless, type theory contends that we tend to 

prefer one kind of perception over the other--that we trust 

it more, use it more, and therefore become more adept at 

using it. 

When using thinking judgment, we consider the facts 

impersonally and analytically in order to arrive at logical, 

objective findings. When we use feeling judgment, we assign 
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personal values to the information at hand and make 

decisions based on those values. Feeling judgment does not 

refer to feelings or emotions, but rather to a decision

making process that weighs personal values as well as facts. 

As with perceiving, we sometimes use one judging process and 

sometimes use the other, but we tend to prefer one, so we 

use it more often. 

Problem statement 

Many studies have been conducted to assess programs for 

the gifted, course content, and characteristics of gifted 

children (Renzulli, 1980). But little research has been done 

to identify personality types of successful teachers of the 

gifted (Flanders, 1988). Gifted children tend to learn 

easily and quickly, are persistent and want to keep trying. 

They ask a lot of questions and are very curious, tend to 

have a good sense of humor, dislike doing the same thing 

over and over, are very sensitive to others, think logically 

and want things to make sense and are open to new and zany 

ideas (Galbraith, 1984). But who is the best teacher for the 

gifted? What personality traits as identified on the Myers 

Briggs ~ Inventory and the Transactional Ability 

Inventory should we as administrators be looking for in 

those who teach the gifted? If we look at the 

characteristics of gifted children, essential program 



components to meet these needs, and the personality traits 

of teachers we will be closer to putting together the 

educational components that comprise the learning 

environment for gifted children. 
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The working hypotheses are: 1) according to Gregoric's 

scale, Abstract.Random and Concrete Random personality types 

would create a more positive learning environment. for gifted 

children, and 2) according to the MBTI scale teachers who 

fall into the extroverted, intuitive, feeling and perceiving 

MBTI. categories would create a more positive learning 

environment for gifted students. 

Purpose of the study 

The purpose of the study is to identify personality 

characteristics of selected teachers of the gifted and to 

determine the relationship of these characteristics to 

students' perceptions of classroom climate. 

Research Questions 

The specific questio~s guiding this investigation are 

the following: . 

1. What are the MBTI and TAl personality type 

characteristics that contribute to teachers' use of (a) 

application, (b) analysis, (e) synthesis, and (d) evaluation 

in the classroom? 



20 

2. What teacher personality type is most likely to 

create a classroom climate that students perceive as 

promoting (a) enthusiasm, (b) independence, (c) divergence, 

(d) humor, (e) ideas more than grades, and (f) the 

development of ideas? 

3. What are the differences and similarities in 

personality types of teachers of the gifted and teachers of 

heterogeneously grouped students? 

4. What are the similarities and differences students 

perceive in the classroom climate of teachers of the gifted 

and teachers in heterogeneously grouped classrooms? 

Significance of Study 

The study will provide information to assist 

administrators in selecting teachers who will be most likely 

to provide a classroom climate perceived as appropriate for 

facilitating the development of gifted students. 

Definition of Terms 

Terms used in this paper are defined as follows: 

1. A Self-contained classroom for gifted students is 

one in which students spend the majority of their school 

time in one classroom with one teacher. All students in the 

class have been identified as gifted. 
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2. A Heterogeneous classroom is one in which students 

of all levels of ability spend the majority of their school 

time in one classroom with one teacher. Students are 

purposely placed to create a heterogeneous mix in each 

classroom. 

3. Identified gifted students are those students who 

have scored in the 97th percentile or above in at least one 

of the content areas of the DCAT: verbal, spatial or 

quantitative. 

Assumptions of the Study 

The author makes the following assumptions: 

The MBTI and the TAl personality inventories are 

sensitive enough to identify personality characteristics 

that would contribute to using application, synthesis and 

evaluation in the classroom. 

The MBTI and TAl personality inventories are sensitive 

enough to identify a teacher personality that would 

contirbute enthusiasm, independence, divergence, humor, 

ideas more than gr~des and the development of ideas in the 

classroom. 

The MBTI and the TAl personality inventories will 

provide information that will distinguish the differences 

and similarities in personality types of teachers of the 

gifted and teachers of heterogeneously grouped students. 
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The CAQ will provide information that will determine 

the similarities and differences students perceive in the 

classroom climate of teachers of the gifted and teac.hers in 

heterogeneously grouped classrooms. 

Limitations of the study 

The major limitation of the study is that it has a 

small teacher population. Of the twelve teachers researched 

in the project, six taught the gifted and six taught non

identified children. The conclusion that certain personality 

type characteristics contribute to the use of application, 

analysis, synthesis and evaluation in the classroom may be 

threatened by the following: 

1. The sample size of teachers; 

2. Multiple grade levels of students; 

3. The sample of students. 

The conclusion that a certain personality type is most 

likely to create a classroom climate t~at students perceive 

as promoting enthusiasm, independence, divergence, humor, 

ideas more than grades and the development of ideas may be 

threatened by the following: 

1. The number of personality types studied; and 

2. The fact that not all personality types were 

studied. 
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The conclusion that there are differences and 

similarities in the personality types of teacher of the 

gifted and teachers of heterogeneously grouped students may 

be threatened by the following: 

1. Small sample size of both teachers of the gifted 

and heterogeneously grouped students; and 

2. Not all sixty-four personality types were 

represented in the study for either teachers of the gifted 

or teachers of heterogeneously grouped students. 

The conclusion that there are similarities and 

differences students perceive in the classroom climate of 

teacher of the gifted and teachers in heterogeneously 

grouped classrooms may be threatened by the following: 

1. There are gifted children in heterogeneously 

grouped classes; and 

2. Some children in a class for the gifted may not be 

gifted. 

Chapter Summary 

This study was designed to determine teacher 

personality traits that would identify persons best suited 

to teach gifted children. The intent of the study is to 

determine which traits would be conducive to providing an 

atmosphere that would promote higher level thinking skills 

and a classroom climate that would promote enthusiasm, 
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divergence, humor and the development of ideas. Teacher 

personality traits are further defined by looking at teacher 

personality traits that are similar and different traits in 

teachers of the gifted and teachers of heterogeneously 

grouped students. Classroom climate is explored by 

determining similarities and differences in classes for the 

gifted and heterogeneously grouped students. 



CHAPTER TWO 

REVIEW OF THE LITERATURE 

"To give a fair chance for potential creativity 
is a matter of life and death for any society. The 
outstanding creative ability of a fairly small 
percentage of the population is mankind's ultimate 
capital asset" (Taylor, 1984). 

Purpose of the study 

The primary purpose of this study is to identify 
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teacher personality characteristics that are most effective 

in promoting a creative challenging environment for gifted 

children. Researchers agree (Gage, 1978; Flanders, 1990; 

Thompson, 1991) that gifted children should be in a 

classroom with an accepting, flexible, discovery-oriented 

teacher and that curriculum should be student centered and 

risk taking in nature. What researchers have not identified 

are the specific personality types that lead to the creation 

of this type of environment. To better understand the type 

of individual who would be best suited to teaching gifted 

children, one has to understand teacher personality 

characteristics, the effect of teacher personality on 

classroom climate, and the classroom climate best for gifted 

children. with this information, we can identify the 



personality characteristics of persons who would be best 

suited for teaching gifted children. 
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Many studies identify characteristics of the gifted and 

teaching strategies that would be appropriate for gifted 

children, but few studies address teacher personality type 

and how teacher personality affects gifted children. 

Teacher Personality Typing 

Each teacher is unique. Every teacher is a product of 

heredity, environment and training and, as a result, is 

different from everyone else. Even though we know this, we 

tend to assume that everyone thinks in the same way even 

though we are aware of individual differences (Fleming, 

1983). In many instances people with whom we interact do not 

reason as we reason, do not value the things we value, and 

are not interested in what interests us. These individual 

differences affect how teachers teach and how students 

perceive teachers. 

The Myers - Briggs Personality Inventory (MBTI) 

The MBTI was developed using four basic mental 

functions or processes: (a) sensing (S), (b) intuition (N), 

(c) thinking (T), and (4) feeling (F) (Myers-Briggs, 1976). 

Everyone uses these four essential functions daily. The 

emphasis of introversion (I) and extroversion (E) makes a 

difference in how we typically use each function. The four 
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processes postulated by Jung (S, N, T and F) represent an 

individual's orientation to consciousness and are referenced 

as "orienting functions" (Myers-Briggs, 1962). To understand 

Jung's theory one needs to understand his uses of perception 

and judgment. Perception includes the many ways of becoming 

aware of things, people, events, or ideas. It includes the 

information gathering, seeking of sensation or of 

inspiration and the selection of stimulus (Myers-Briggs, 

1962). 

Judgment includes all the ways of coming to conclusions 

about what has been perceived. It includes decision making, 

evaluation, choice and the selection of a response after 

perceiving the stimulus (Myers-Briggs, 1962). The roles of 

the functions are as follows: (S) seeks the fullest possible 

experience of what is immediate and real; (N) seeks the 

furthest reaches of the possible and imaginable; (T) seeks 

rational order and plan according to impersonal logic; and 

(F) seeks rational order according to harmony among 

subjective subjects (Myers-Briggs, 1976). 

When combined the MBTI has sixteen personality types 

that differ only in priorities given to each function. In 

type theory, one of the four functions is the individual 

favorite or dominant function. This dominant function serves 

as the "captain" of the personality (Myers-Briggs, 1976). 
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The MBTI is a forced choice inventory. Individuals are 

categorized along four separate continua: Extroversion

Introversion, sensing-Intuition, Thinking-Feeling and 

Judging-Perceiving. Individual scores are ranked along each 

continuum. The score determines the trait. and strength of 

the each personality characteristic; the combination 

determines the person's individual profile. 

Thompson (1991) used the MBTI with teachers into four 

different behavioral groups. The results of his study are as 

follows: 

1. The Sensing-Judging teacher (traditional 

personality) makes up approximately 56% of all teachers. 

These teachers tend to favor recitation, drill, tests and 

demonstration (Thompson, 1991). 

2. The Intuitive-Feeling teacher (catalyst personality) 

makes up 36% of all teachers. These teachers communicate 

caring and enthusiasm, favor group projects, interaction and 

discussion (Thompson, 1991). 

3. The Intuitive-Thinking teacher (visionary 

personality) makes up 6% of all teachers. These teachers 

favor lectures, tests, compositions, projects, reports; they 

help students learn to think and encourage them to go off on 

their own to do projects when the projects make sense 

(Thompson, 1991). 
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4. The Sensing-Perceiving teacher (sensor personality) 

makes up 2% of all teachers. These teachers favor projects, 

contests, games, demonstrations, shows and activities. They 

tend to use concrete and physical materials. 

Thompson gives us an excellent insight as to the types 

of behavior exhibited by teachers with each teacher 

personality trait, and what may be expected from each 

personality type. He does not define which personality type 

would be best suited for teaching gifted children. 

The Transaction Ability Inventory (TAl) 

The TAl is another forced choice personality inventory. 

Gregoric divides personality into four qualities: concrete 

sequential, abstract sequential, abstract random and 

concrete random. He contends that every mind has all four 

qualities: concreteness, abstractness, sequentialness and 

randomness, but that each of us uses these qualities with 

different intensities. This intensity creates the 

individual's personality characteristics and influences 

certain behaviors. Personality types defined by Gregoric's 

inventory are categorized as follows: 

1. concrete Random-School should provide options, 

teacher helps students "experience" the curriculum, 

uses independent study and values creativity. 



there to guide, is empathic, uses voice, body and 

objects to teach (not kits). 
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3. Abstract Sequential-School should be intellectual, 

teacher views self as professor with students, focuses 

on content and thinking skills. 

4. Concrete Sequential-School is serious business, 

teacher is a natural at organizing the classroom 

(curriculum, projects and schedules), expects good 

performance and uses objectives. 

Most individuals have a propensity for one or two 

styles, but a definite propensity for one. No one is limited 

to having one specific trait or another (Gregoric, 1984). 

Personality Assessment 

The MBTI and the TAl are instruments used to assess 

personality traits. Personality assessment can be an asset 

to administrators in choosing and training teachers. When we 

realize the strengths of individuals we can enhance 

abilities and compensate for weaknesses. The more teachers 

know about themselves, the more effective they can be with 

children. 

Matching teacher personality traits with student 

learning styles is an effective way to educate children 

(story, 1980). Teacher personality, classroom climate and 

the educ~tional needs of gifted children were studied to 
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the educational needs of gifted children were studied to 

help provide a clear picture of what we as educators can do 

to create an optimal learning environment for gifted 

children. 

Teacher Personality 

Researchers tell us that teachers of the gifted should 

be older, experienced, intellectual, organized and 

stimulating (Bishop, 1976). Researchers also tell us that 

teachers of the gifted should be creative, flexible and 

intuitive (Milgram, 1979). other researchers add commitment, 

ability to facilitate learning, and risk taking behavior 

(Silverman, 1987). Many behavioral descriptors have been 

expressed and many observations have been made to describe 

good teachers of the gifted, but no personality type has 

emerged as having the characteristics identified by 

researchers as the most significant in producing a warm, 

open-ended, risk taking, supportive environment for gifted 

children. 

The studies represented in Table 2.1 describe research 

that was done on teachers of the gifted. Teaching the gifted 

effectively takes a commitment to understanding gifted 

children and how they think (Story, 1980). Investing in 

learning strategies and techniques that will enhance and 

expand gifted minds assists teachers in teaching effectively 



Table 2.1 

Data Based Studies of Personalities of Teachers of the Gifted 

Year 

1980 

1983 

1984 

Researchers/ Subjects Instrument Method Results Conclusion 
Location Description 

Story, 6 teachers Observation Researcher Necessary Prevalence of these 
Boston of the gifted Interview observed characteristics: characteristics 
University nominated as designed teachers commitment, makes an effective 

excellent by by researcher teaching and skill, teacher of the 

Fleming & 
Tackas, 
Boston State 
University 

experts in 
the field 

15 teacher/ 
evaluators 
of the gifted 

List of 
competencies 
derived by 
experts 

72 teachers Clark Johnson & 
Vickers 
Winston-Salem 
State University, 
North Carolina 

of the gifted ASSeSsment 
Instrument 

categorized knowledge and gifted 
effective personality 
characteris-
tics of teach-
ers of the 
gifted 

Expert teachers 
designed ques
tionnaire and 
researchers 
interviewed 
teachers using 
questionnaire 

Experimental 
group taught 
effective 
methodologies 
in teaching 
gifted children 
Control group 
had no inter
vention 

A multidimen
sional model 
was developed 
based on a cog
nitive, psycho
social perspec
tive for evalu
ating teachers 
of the gifted 

Increase in 
experimental 
group over 
control group 
in knowledge and 
effective teaching 
strategies for 
gifted students 

Students will 
. benefit from 
matching learner 
attributes (e.g. 
increased comfort 
level, test scores 
and risk taking 
behavior) with 
teacher competencies 

Teachers increase 
their knowledge of 
gifted students 
when exposed to 
teaching methodologies 
effective for 
gifted children 

w 

"" 



Table 2.1 continued 

Year Researchers/ 
Location 

1988 

1989 

1989 

Ferrell & Kress 
Texas Women's 
University 

Howell & 
Bressler 
University 
Nebraska 
Omaha 

Whitlock & 
Ducett 
Temple 
University 

of 

Subjects Instrument Method 
Description 

16 teacliers 
30 teachers 
of gifted, 
46 regular 

Teacher 
Perceiver 
Interview 

157 teachers Teaching 
of the gifted Style 
123 elemen- Inventory 
tary, 34 
secondary 

65 teachers Evaluation 
of the gifted by experts 

Teachers 
responded to 
Teacher Per
ceiver Interview 
examining dif
ferences in six 
themes 

Categorized 
formation 
to reveal 
dominant 
teaching 
style 
preference 

in-

Panel members 
nominated out
standing teachers 
of the gifted; 
teachers were 
evaluated to 
determine out
standing charac
teristics 

Results Conclusion 

DIfrerences Teachers recognized 
in mission outstanding teachers 
rapport, in- of the gifted differ from 
vestment, in- regular teachers in 
novation, gestalt, innovation 
gestalt and focus and rapport 
were noted between 
control and experi-
mental group 

Negative 
correlations 
were recorded 
for Sensing 
teachers; posi
tive correlations 
for Intuitives 

Intuitive-
Feeling teachers 
were preferred over 
Sensing 

Teachers recog- Teachers of the 
nized as out stand-Gifted were more 
ing teachers of concerned, antici-
of the gifted patory, flexible, 
were anticipa- and resourceful, 
patory, flexible, self-confident, 
concerned, achievement oriented 
resourceful, and motivated 
motivated and 
achievement 
oriented 

w 
w 
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(Fleming and Tackas, 1983). Teacher knowledge and skill 

affect service delivery (story, 1980). outstanding teachers 

of the gifted are flexible and focus on innovation to create 

a risk taking challenging environment for students (Ferrell 

& Kress, 1988). Teachers that are successful in developing 

this type of environment are anticipatory and flexible 

(Whitlock & Ducette, 1989). They are concerned about the 

educational environment in their classrooms and committed to 

excellence in education (story, 1980). Teachers motivate 

their students by modeling behavior themselves (Whitlock & 

Ducette, 1988). 

Although lists of characteristics of good teachers of 

the gifted are prevalent, researchers do not have a clear 

picture of what personality type might be the most likely to 

have these characteristics. No personality trait has been 

defined as the base measure upon which we can build the 

traits to best meet the needs of gifted children. 

How do we classify all these different descriptors and 

relate them to personality type? Educators need to 

synthesize this information beyond words into personality 

traits that will help them determine who might be the best 

individual to teach gifted children. story (1980) mentions 

the importance of personality, but fails to define the term. 

story (1980), Fleming & Tackas (1983), Johnson & Vickers 

(1984), Ferrell & Kress (1988) and Whitlock & Ducette (1989) 
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all mention important behaviors that would be conducive to 

the effective education of gifted children but only Howell & 

Bressler (1989) assess these terms according to personality 

type. Their research also conflicts with the basic premise 

of Thompson's (1991) research stating that a Thinking 

teacher personality type creates a restrictive environment 

in the classroom. 

In all the terms mentioned by each research team there 

are no behavioral common denominators of teacher behavior. 

None of the qualities overlap one another. Instead, an 

extended picture emerges of what a good teacher of the 

gifted should be. By assessing personality type we can 

evaluate characteristics that best empower children. 

Another aspect of teacher personality assessment is 

student perception. Although Fleming and Tackas (1983) 

report that it is important to match learner attributes with 

teacher competencies, students were not asked to determine 

this information. In all these studies, no one has asked 

students if the behaviors mentioned are indeed the behaviors 

that create a supportive, flexible classroom. Teachers that 

empower students have the qualities we need to identify in 

good teachers. Our best source to gather this information 

are the students themselves. This was not done. 



Table 2.2 

Data Based Studies on the Effect of Teacher Characteristics Qn Classroom Climate 

Year 

1974 

1974 

1976 

Researchers/ 
Location 

Goldberger 
Temple 
University 

Klein 
University of 
Chicago 
Illinois 

Millard 
Heartland 
Education 
Agency 
Ankeny, Iowa 

1978 Smith 
University of 
Wisconsin 

Subjects 

25 teachers 

30 teachers 

89 teachers 

16 ele
mentary 
teachers 

Instrument Method 
Description 

Flanders Researcher 
System records 
of Interac- category number 
tion Analysis of the inter-

Classroom 
Observation 
Techniques 

Instrument 
for Obser
vation of 
Teacher
Activities 

action observed 

Recorded degree 
of teacher/ 
student 
participation 

Teachers evaluated 
by observation of 
skills and atti
tude and by stu
dent observation 
and achievement 

Flanders Observation of 
System each teacher, 
of Interac- 4 hours 
tion Analysis 

Results Conclusion 

Specific The Flanders 
questions can be system can help 
answered through teachers increase 
analysis of 
matrix 

The percentage 
of teacher/stu
dent interac
tion dictates 
the climate of 
the class 

Teacher attitude 
and skill level 
affect how 
students learn 

specific behaviors 

Excellent teachers 
have a high percentage 
of encouragement, 
wait time, and student 
stimulated talk 

Teachers who understand 
their educational 
objectives 
are more effective 
in teaching students 

More teacher Inductive teachers 
individual use praise, minimal 
student criticism, support 
interaction when and encouragement; 
teachers used sensitizing teachers 
inductive stra- rarely praise are rigid 
tegies; sensiti- controlling and lecture 
zing teachers had 
less student 
interaction 

w 
m 



Table 2.2 continued 

Year Researchersl 
Location 

1979 

1984 

1991 

Gordon 
University of 
Cincinnati 

Lyons 
Ohio State 
University 

Thompson 
Florida State 
University 

Subjects 

1S-teachers 

20 teachers 

30 teachers 

Instrument Method 
Description 

Flanders 
System of 
Interaction 
Analysis 

Researcher records 
category number 
of the interaction 
observed; 
behaviors can be 
analyzed using 
matrix data 

Myers-Briggs 
~ Inven
tory,diaries 
observations 
interviews 

Myers-Briggs 
~ Indi
cator 

An electroenceph
alogram recorded 
left and right 
hemisphere 
activity during 
cognitive tasks 

Teachers divided 
into four groups 
Sensing-Thinking 
Sensing-Feeling 
Intuitive-Feeling 
Intuitive-Think
ing 

Results Conclusion 

Longer wait Teacher awareness 
time increases changes behavior 
student response 
rate; positive 
teacher response 
increases student 
interaction 

Sensing teachers Learning style 
are field depen- is related to 
dent; intuitive teaching style; 
teachers are mo- learning patterns 
tivated by self- are process specific 
fulling experiences 

Sensing teachers 
much more 
critical; feel
ing teachers 
supportive and 
explanatory 

Teacher personality 
affects classroom 
climate 

w 
-...] 
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Effect of Teacher Characteristics on Classroom Climate 

How teachers teach affects the educational climate in 

the classroom. Teacher personality affects how students 

learn by determining the educational atmosphere in the 

classroom. Research on the effect of teacher characteristics 

on classroom climate is described in Table 2.2. 

Students learn more and understand better when they 

receive high levels of understanding, caring and genuineness 

(Klein, 1982). When teachers had these characteristics, 

students missed fewer days of school, gained in academic 

achievement, had a stronger self-concept and had fewer 

disciplinary problems (Goldberger, 1974). Students were 

found to be more spontaneous and to achieve higher levels of 

thinking when teachers used wait time and student stimulated 

talk (Klein, 1974). Klein found that student achievement was 

directly related to student exposure to empathic teachers. 

Empathic teachers encouraged more student talk and problem 

solving in their classrooms (Millard, 1976). More in depth 

classroom discussions were held. Teachers used extended wait 

time to draw out student responses and facilitated 

instruction by having students assume leadership roles. By 

using minimal criticism and optimal praise, empathic 

teachers found students enthusiastically engaged in 

curriculum (Smith, 1978). Teachers with Sensing 

personalities tended to thwart student involvement in the 
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classroom (Lyons, 1984). Sensing teachers tended to be 

critical, limiting and very analytical (Lyons, 1984). 

overall, positive teacher behaviors are related to positive 

student behavior (Gordon, 1979). 

Although we know that empathic teachers tend to 

understand their students better (Millard, 1976) and that 

being genuine and caring add to a teacher's credibility, we 

still do not know what type of personality is associated 

with a caring accepting atmosphere in a classroom. 

Thompson (1991) tells us that a Sensing teacher 

personality is not conducive to establishing a positive 

climate in the classroom, but researchers thus far have not 

identified the personality type that best encourages gifted 

children. If educators want to know how to empower children, 

they need to know who is the best person to do it. Giving 

prospective teachers personality inventories helps them to 

better understand themselves. Self-understanding leads to 

better teaching methodology. 

How teachers communicate in class directly affects how 

children learn (Lyons, 1984). The clarity of their 

presentation and variety of teaching techniques makes a 

difference in effective instruction (Smith, 1978). 

Enthusiastic, content-oriented teachers are more successful 

in the classroom (Millard, 1976). Teachers who use criticism 

have significant negative results (Jones, 1983). Teachers 
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who ask higher level thinking questions and stimulate higher 

achievement in their classrooms motivate children (Milgram, 

1979). students of these teachers achieve more and have a 

much more positive attitude toward school (Goldberger, 

1974). 

Researchers emphasize encouragement, wait time and 

stimulated talk (Klein, 1974). Teacher attitude, skill and 

objectives also affect how students learn (Millard, 1976). 

Praise, support and encouragement assist student learning 

(smith, 1978). positive teacher response time increases 

student interaction (Gordon, 1979). Sensing teachers are 

more critical while Feeling teachers are much more 

explanatory and supportive (Thompson, 1991). In all the 

studies mentioned above, only Thompson (1991) defines a 

teacher personality that exhibits specific behaviors. 

Goldberg (1974), Klein (1974), Millard (1976), smith (1978), 

Gordon (1979) and Lyons (1984) mention behaviors but do not 

define the teacher personality characterize by these 

behaviors. Klein (1974) smith (1978) and Thompson (1991) 

mention praise, encouragement and support as critical 

behaviors for effective teachers, but none of these 

researchers included student opinion in their study. Climate 

is not determined by teacher personality alone; students' 

perceptions of teachers are critical in an analysis of the 

effectiveness of a teacher and the climate of the classroom. 
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Teachers may feel they have all the right qualities to 

empower students, but if students do not have the same 

perceptions, the teacher is not effective. 

Classroom climate can be effectively analyzed if 

teachers' intentions are matched with student perception. 

None of the studies involved student opinion. If students 

are not involved in assessing classroom climate, a false 

perception of teacher-student interaction takes place. 

Classroom Climate for the Gifted 

Classroom climate depends on teacher effectiveness. 
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This is especially true for gifted students (Smith, 1978). 

The research in Table 2.3 describes effective teaching 

strategies and student perception of classroom climate. As 

we look at classroom climate for gifted students we must 

consider teacher effectiveness, attitude, creativity, 

cognition, and intellect (Dorhout, 1983). Creativity makes 

for more effective teaching (Bishop, 1976). However, when 

gifted students are asked to rank order the personality 

characteristics stated above, they rank intelligence as 

number one (Milgram, 1979). Students have a high regard for 

creativity and personal-social characteristics but value 

most of all teachers who demonstrate mastery of subject 

matter and conduct class in a logical, orderly manner 



Table 2.3 

Data Based Studies of Classroom Climate for the Gifted 

Year 

1976 

1979 

1983 

Researchersl 
Location 

Hall 
Syracuse 
University, 
New York 

Milgram 
Tel-Aviv 
University, 

Subjects 

22 teachers 
of the gifted 

149 gifted 
students 
grades 4, 5 
and 6 

Jones 40 teachers 
Lewis & Clark of the 
COllege, gifted 
Oregon 

Instrument 

Flander's 
Interaction 
Analysis 
Index 

Wallach & 
Kogan Creativ
ity Battery, 
Student 
Perception of 
Teacher Scale 

Interview 
categorized 
discipline 
methodologies 

Method 
Description 

Teacher obser
vation, student 
opinion 

St.udents rated 
teachers according 
to intelligence, 
creativity and 
personality 

A comparison 
of Glaser's 
Reality Therapy, 
Dreikur's Natural 
Consequences and 

Results 

The teacher 
behavior show
ing the highest 
relationship 
with student 
comfort is 
clarity of 
presentation 

Students valued 
intelligence over 
creativity and 
personality 

Conclusion 

Variety, 
enthusiasm, 
clarity of 
presenta
tion create 
a positive 
learning 
environment 

Gifted students 
value teachers 
who have mas
tery of the 
subject matter 
and conduct 
class in a 
logical, order
ly manner 

Positive 
discipline 
creates an 
environment 

Using Reality Therapy 
and Natural Con
sequences give 
children guidelines 
within which to 
function no management plan; 

both methodologies 
focus on resolving 
conflicts, preventing 
misbehavior 

in which 
gifted children 
thrive 

~ 
(IV 



Table 2.3 continued 

Year 

1983 

Researchers! Subjects 
Location 

Dorhout 
(no lo
cation 
given 

279 gifted 
students 

Instrument 

Preferred 
Instructor 
Characteristics 
Scale 

Method 
Description 

Students rank 
teachers on the 
Displayed Attri
butes Continuum 

Results 

Younger students 
prefer personal
social teachers; 
older students 
prefer cognitive 
teachers 

Conclusion 

Gifted 
students learn 
more from 
teachers who 
display 
preferred 
behaviors 

~ 
w 



(Milgram, 1979). These student impressions transcend all 

age, sex and cultural barriers (Bishop, 1976). 
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Preference seems to be an expression of need (Hill, 

1960). Those aspects of teacher behavior that students value 

highly are those that satisfy their own personal interests 

and emphases (Milgram, 1979). Gifted students of all ages 

value intelligence (Bishop, 1976). Elementary gifted 

students value the intelligence of their teacher most. 

Elementary teachers of the gifted value a personal-social 

connection with their students (Milgram, 1979). Although it 

is surprising to see the difference in perception between 

elementary students and their teachers, elementary teachers 

tend to focus on their students' personal-social 

relationships and high school teachers tend to focus on 

intellectual subject matter (Jones, 1983). 

Presentation, involvement and enthusiasm also influence 

gifted students' perceptions when the climate in their 

classrooms is assessed (Hall, 1976). Effective, positive 

discipline, as well as mastery of subject matter, create an 

environment in which gifted children thrive (Jones, 1983 & 

Dorhout, 1983). 

We as educators need to know what type of individual is 

best suited to develop risk taking strategies in the 

classroom. What type of teacher is best suited to make the 

personal connections necessary to really motivate gifted 



children? This study will focus on teacher personality 

traits to see what type of individual would have these 

traits or have the greatest potential to acquire them. 
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Again, researchers have described behaviors but not 

defined the personality type that would best exhibit these 

behaviors. When gifted students were asked what they felt to 

be the most important aspect of a teacher's personality, 

they mentioned intelligence (Milgram, 1979). Interestingly 

enough, intelligence can be a component of any personality 

type. students in Dorhout's study (1983) preferred teachers 

who had a good attitude, were effective, creative and 

intellectually oriented. However, student perception was 

included in only two of the studies reviewed. students had 

different perceptions in these studies and no behaviors were 

related to personality type. Teachers were focused on 

creativity and enthusiasm (Milgram, 1979); students on a 

logical, orderly classroom (Milgram, 1979). 

Classroom climate is created by the interaction between 

teacher and students. Assessing climate adequately means 

analyzing the interaction between teacher and students. One 

must identify teacher personality and the effects different 

personality types have on children to assess classroom 

climate adequately. When student perception is assessed, the 

effectiveness of different teacher personalities can be 

analyzed. Students must be included in this process. Teacher 



personality type must be defined to see how effective 

certain behaviors are with children. 

Chapter Summary 
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Although researchers have identified behaviors (i.e. 

empathy, rapport, genuineness, creativity, innovation, 

investment, understanding, genuineness and caring) that 

positively link teacher effectiveness with gifted children, 

personality traits that best support these behaviors have 

not been addressed. What type of individual meets the 

intellectual needs of gifted children? What type of teacher 

creates a risk taking environment in which gifted children 

are encouraged to explore and maximize their potential? 

In this study I attempt to answer those questions. 



CHAPTER THREE 

METHODS AND PROCEDURES 

The purpose of the study is to identify 

personality characteristics of teachers of the gifted 

and to determine the relationship of these 

characteristics to students' perceptions of classroom 

climate. The study compares six teachers of the gifted 

in self-contained classrooms, grades one through six, 

with six teachers in heterogeneously grouped 

classrooms, grades one through six. All twelve 

classrooms are in the same school; six classrooms are a 

self-contained service delivery model for the gifted 

and six are heterogeneous classes made up of 

neighborhood children. 

To define the personality characteristics that 

might be beneficial in the successful teaching of 

gifted children, a number of procedures were put in 

place. Twelve teachers, two at each grade level one 

through six, participated in this study. One self

contained class for the gifted was included at each 

grade level and one class of heterogeneously grouped 

students. Each teacher was asked to respond to the 

Myers-Briggs ~ Inventory (MBTI) and the Transaction 

47 
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Ability Inventory (TAl). Students in each class 

responded to a modified version of the Class Activities 

Questionnaire (CAQ) (Keisel-Stagnone, 1986). 

Subjects 

The subjects for this study were students in 

grades 1 through 6 enrolled in self-contained classes 

for gifted students and heterogeneously grouped 

classes. The classes were all located in a large urban 

school located in the east central part of the city. 

The school is one of 72 elementary schools in a large 

urban school district in southeastern Arizona. The 

ethnicity of the school is as follows: 45% Anglo

American, 28% HispaniC-American, 21% African-American, 

5% Asian, 2% American Indian. 

Twelve classes participated in the study, two 

classes at each grade level (one through six), one 

class of identified gifted students and one class of 

heterogeneously grouped students at each grade level. 

Students in the classes for the gifted were bused to 

the school from the eastern sector of the school 

district. Fifteen percent of the identified students 

lived in the neighborhood. The students in the 

heterogeneous classes lived in the neighborhood and 

walked to school. The sample of students was considered 

to be representative of the socioeconomic and cultural 
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makeup of students across the city both in classes for 

the gifted and heterogeneously grouped students. Data 

were gathered on 331 'students, 163 gifted students and 

168 heterogeneously grouped children and 12 teachers, 6 

who taught self-contained classes and 6 who did not. 

Selection of Subjects 

Teachers volunteered to participate in this study. 

If the teacher was participating, then his or her class 

··also participated. The school was chosen as it is 

centrally located in the district and very 

representative of the population of the area. Twelve 

teachers volunteered to take part in the study, six 

teachers of the gifted and six teachers of 

heterogeneously grouped students. All teachers 

completed the MBTI inventory and the TAl inventory. as 

well as the predicted and intended surveys of the CAQ. 

Each of the students completed the CAQ. Each teacher 

and student participating in the study completed a 

permission slip to participate in the study (see 

Appendix B). 

Students. At the beginning of the study, students 

ranged in age from six years four months to twelve 

years ten months. There were 331 students participating 

in the study, 162 girls and 169 boys. Of the 331 
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students, 163 were identified gifted children, 168 were 

not. The grade level and gender distributions were as 

follows: 

Table 3.1 

Gender Distribution ~ Class 

Grade Class for Gifted Heterogeneous Class Total 

1 

2 

3 

4 

5 

6 

Total 

Boys 

12 

13 

14 

15 

15 

13 

82 

Girls 

16 

14 

14 

11 

12 

14 

81 

Boys 

15 

16 

15 

12 

13 

16 

87 

Note. Total gifted students = 163. 

Girls 

13 

12 

14 

15 

15 

12 

81 

56 

55 

57 

53 

55 

55 

331 

Total heterogeneously grouped students = 169. 

Students were placed in the program for the gifted 

using multiple assessment measures. Children going into 

the first grade were given either the Wechsler 

Preschool and primary Scale of Intelligence Revised 



51 

(WPPSI) or the Raven Colored Progressive Matrices 

(Raven). Students in grade 1 through 6 were given 

either the Cognitive Abilities Test (CogAt) or the 

Developing Cognitive Abilities Test (DCAT). Students in 

the heterogenously grouped classes were not placed 

according to an ability test; they were placed by the 

previous grade level teachers according to academic 

performance (high, average and low). Generally 

speaking, the students in the classes for the gifted 

would be categorized as academic achievers or as 

academically or intellectually gifted. The children in 

the heterogeneously grouped classes ranged in ability 

from below average to academically gifted. 

Teachers. The teachers in the study were self

selected. They varied in total teaching experience and 

experience teaching the gifted. The range in total 

teaching experience was from 6 to 22 years. Total 

teaching experience for all teachers was 180 years, the 

mean being 14 years. Teachers of heterogeneously 

grouped classes had a total of 72 years of teaching 

experience, the mean being 12 years. Teachers teaching 

classes for the gifted had experience with gifted 

children totaling 108 years, the mean being 18 years. 

Four men and 8 women participated in the study. 



Instruments 

Myers-Briggs ~ Inventory (MBTIl 
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The MBTI is a forced choice, self-report inventory 

that is used to classify individuals according to an 

adaptation of Carl Jungls theory of conscious 

psychological type. Myers (1962) assumes that human 

behavior, perceived as random and diverse, is actually 

quite orderly and consistent and believes that personal 

differences are due to certain basic differences in the 

way people prefer to use perception and judgment. 

using the MBTI, individuals are classified along 

four theoretically independent dimensions. Each 

dimension has two polar preferences with one preference 

dominating the other and contributing to individual 

personality. The first dimension is a general attitude 

toward the world, either extroverted (E), the 

individual is outgoing to other individuals, or 

introverted (I), attention and energy are directed 

inwardly to focus on internal, often unspoken, 

representation of events. The E-I dimension does not 

measure shyness versus gregariousness, a common 

misconception. The second dimension, perception (how 

people prefer to relate to their environment), 

describes a function and is divided between sensing (5) 

and intuition (N). sensing refers to sensory realities 
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(i.e. facts and details). Intuition is more global, 

even uncortscious,focusing on insight and possibilities 

a person receives from within the data. The third 

dimension, also a function, is that of judging. Once 

information is received, it is processed in either a 

thinking (T) or feeling (F) style. Thinking refers to 

relying on reason and logic in decision-making. 

conversely, feeling means that perceptions are compared 

on a value basis. In the feeling style, decisions are 

more personal and subjective, and reflect how the 

person relates to others. 

The final dimension, judging (J) versus perceiving 

(P), is one proposed by Myers (1962) and it serves a 

dual purpose in the interpretation of the test. Again, 

a distinction is made between the two preferences •. One 

with a judging attitude is willing to make prompt 

decisions, come to conclusions, and make judgments 
I 

about good and bad, right and wrong. In contrast, a 

preference for the perceiving (P) attitude means 

resisting decision-making while gathering more 

information, and striving to understand rather than to 

judge. People are seen as needing both these attitudes, 

but being more comfortable in one than the other. The 

primary purpose of the J-P dimension is to determine 
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which one of the individual's two function preferences 

is dominant and which is auxiliary (i.e., S or N versus 

T or F). 

The dominant process is the one on which the 

person relies the most. Theoretically, the dominant 

process takes precedence over the secondary process. 

The secondary process is used only in certain 

situations. These circumstances occur mainly when the 

extrovert must react in an introverted fashion and when 

the introvert must respond in an extroverted fashion. 

The secondary process is not as developed as the 

dominant process, but is necessary to provide balance 

between an individual's introverted and extroverted 

behaviors. without a developed secondary process, the 

extrovert many seem to lack depth and appear 

superficial. The introvert who lacks an adequate 

secondary process may find dealing with the outer world 

uncomfortable and unpredictable. 

The identification of the dominant function is 

determined easily for extroverts. If extroversion is 

the preferred attitude, a judging (J) preference 

indicates that this person relies predominantly on 

either thinking or feeling, and the secondary dimension 

is either sensing or intuition. conversely, when the 

extrovert has a perceiving (P) preference, either the 
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sensing or intuiting process will become dominant and 

the thinking or feeling will be secondary. For 

example, an ESFJ type will have feeling (F) as the 

dominant process, dictated by the J. Thus, sensing (S) 

would be the secondary process. Another example would 

be an ENFP, in which the P determines that the 

intuitive (N) process is dominant and the feeling (F) 

would be secondary. 

The identification of dominant and secondary 

processes for the introvert is more complex, though 

still logical. The J versus P preference always 

indicates a person's reaction to the external world. 

This being the case, the introvert's J or P score 

points to the secondary process, used when assuming an 

extroverted role. True to the introvert's nature, the 

most relied upon process (i.e. the dominant one) is 

used in his internal world. Thus, for an INTP, the P 

points to intuiting (N) as the secondary process, and 

thinking (T) becomes the dominant, internally focused 

process. similarly, an ISFJ has feeling (F) as the 

secondary, with the judging (J), and sensing (S) being 

dominant. 

Combinations of the four preferences exhibited by 

each person determine the 16 possible types. Each type 

defines a unique set of characteristics and tendencies 
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in behavior. A type table was developed to explain 

visually the relationships among the four dimensions of 

each type and to aid in interpretation of the types. 

No one preference of type is thought of as being 

qualitatively superior to another. Each simply reflects 

differences in attitude, orientation, decision-making, 

and the relative importance of these functions in a 

person's life. Each preference and type has its . 

strengths and weaknesses. 

Table 3.2 

Myers-Briggs--Sixteen Personality Types 

ISTJ ISFJ INFJ INTJ 

ISTP ISFP INFP INTP 

ESTP ESFP ENFP ENTP 

ESTJ ESFJ ENFJ ENTJ 

Reliability 

Reliability data for the MBTI comes mainly from 

its use with post-elementary and college populations. 

Most reliability reports were done with Form F. 

Internal consistency on preference scores has been 

estimated by phi coefficients and tetrachoric 

coefficients, both assessed with the Spearman-Brown 

prophecy formula. The chi coefficient estimation is 

considered to be conservative, while the tetrachoric 
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coefficient is likely an overestimation (Carlyn, 1977). 

Phi coefficient estimates range from .55 to .65 (E-I), 

.64 to .73 (S-N) , .43 to .75 (T-F) and .58 to .84 (J

P). The tetrachoric coefficients range from .70 to .81 

(E-I) , .82 to .92 (S-N) , .66 to .90 (T-F and .76 to .84 

(J-P). These reliabilities are similar to other self

report inventories (Carlyn, 1977). 

Conversion of data into two continuous scores 

yields more consistent estimates. Data obtained via two 

different procedures (Myers, 1962; stricker and Ross, 

1963; Webb, 1964) produced estimates of .76 to .82 (E

I), .75 to .87 (S-N) , .69 to .86 (T-F) and .80 to .84 

(J-P) (Carlyn, 1977). 

Several trends in these correlations are worth 

noting. The T-F scale exhibits the least reliability 

and the S-N, generally, the most. Recent findings also 

show increasing reliabilities with populations of 

increased age and intelligence (McCaulley, 1981). 

Stability in type-category scores has been 

reported using test-retest intervals of up to six years 

(McCaulley, 1981). The proportion of reclassification 

into the same preference ranged from 62% to 83% for E

I, 57% to 89% for S-N, 61% to 90% for T-F and 66% to 

90% for J-P. Complete agreement on all four scales on 

retest range from 20% to 61%; 70-88% had at least three 



preferences in common on retest; 10-22% had two 

preferences in common; 2% to 7% maintained one 

preference; and less than .1% changed on all four 

scales. Further investigation has demonstrated that 

test-retest reliability is related to the degree of 

strength on the initial preference score (Howes and 

Carskadon, 1979). 

Validity 
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critical to the examination of validity on the 

MBTI is whether the scales accurately measure Jung's 

constructs and Myers' extensions of these constructs. 

The MBTI manual (1962) provides correlational data with 

the Allport-vernon-Lindzey study of Values (AVL), the 

Gray-Wheelwright Psychological Type Questionnaire (also 

known as the Jungian Type survey), the Edwards Personal 

Preference Schedule (EPPS), the Personality Research 

Inventory (PRI) , the Scholastic Aptitude Test (SAT), 

and the Strong Vocational Interest Bank (SVIB). The 

sixteen Personality Factors Test (16PF) and the Rokeach 

Dogmatism Scale have also been correlated with the 

MBTI. These correlational studies indicate that " ••• a 

wealth of circumstantial evidence has been gathered and 

results appear to be quite consistent with Jungian 

theory" (Carlyn, 1977, p. 469). Examination of data on 

individual MBTI scales demonstrates the behaviors and 



attitudes which the MBTI represents, suggesting a 

strong construct validity. 
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E-I validity. Extroversion relates to preferences 

for action, impulsiveness, talkativeness and 

gregariousness. Extroverts tend to have underlying 

needs of dominance, exhibition and affiliation (Carlyn, 

1977). occupational interests reflect these traits in 

the extrovert's preferences for social service, 

business, sales and the ministry. 

Introverts, on the other hand~ tend to work alone, 

dislike distraction, and think before acting. 

Introversion is strongly related to self-sufficiency 

scales and tend toward occupations that allow some 

degree of privacy and self-sufficiency i.e. scientists, 

artists, farmers and architects. 

S-N validity. Sensing has been related to a 

preference for facts and tangible stimuli and 

correlated highly with measures of practicality. 

sensing individuals are associated with occupations in 

business, finance, sales and other careers that focus 

on attention to concrete details. 

Intuition correlates with autonomy, creativity, 

intelligence and aesthetic and theoretical values. 

Studies relating to creativity show especially strong 

relationships to intuition (Carlyn, 1977). Intuitives 
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seem to prefer the abstract and tolerate ambiguity. 

T-F validity. Thinking individuals tend to relate 

to constructs such as autonomy, order and dominance. 

Thinkers value theoretical, logical, and objective 

situations. They tend to associate with jobs that lean 

toward law, politics and mechanical tasks (Carlyn, 

1977). 

Feeling individuals relate with nurturing, 

affiliation and social activities. This appears to 

support the construct of feeling being associated with 

concern for valuing others. Another, perhaps related, 

dimension is the correlation with free-floating 

anxiety. It is thought that anxiety reflects 

interpersonal sensitivity. It is also thought that 

feeling is associated with occupational preferences in 

the helping professions, particularly where children 

are concerned. 

J-P Validity. Judging relates to responsibility, 

dependability, control, order and endurance. Job 

tendencies in this category relate to business and 

administration. 

Perceptive types are associated with 

impulsiveness, flexibility and tolerance for 

complexity. Associated needs are autonomy, exhibition 

and change. Relative to judging types, perceiving types 
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tend more towards procrastination and put less emphasis 

on work as a value. Perceptive types seem most 

attracted to fields involving verbal skills as well as 

artistic endeavors (Carlyn, 1977). 

The MBTI has proven to, be accurate when using 

complete types or combination of scales. A combination 

of scales has proven to be more accurate than single 

scale considerations. 

Class Activities Questionnaire (CAQ) 

The CAQ is an instrument for assessing the 

instructional climate in classrooms. stern (1956) 

demonstrated that an improvement in the prediction of 

performance was possible by defining the psychological 

atmosphere of the classroom in which the teaching took 

place. with this in mind, Steele (1971) identified a 

range of behaviors with common denominators that could 

be assessed and used to equate instructional programs. 

He identified two instructional domains, cognitive and 

affective. 

The CAQ was developed to assess both domains of 

the instructional climate on four major dimensions: 1) 

lower thought processes; 2) higher thought processes; 

3) classroom focus; and 4) classroom climate. Students 

respond to statements describing general kinds of 

activities characterizing the class. Responses on the 
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4-point Likert-type scale range from "strongly agree" 

to "strongly disagree." The questionnaire is 

administered as a single instrument, but the cognitive 

scales are scored separately from those reflecting 

classroom conditions and students' attitudes toward the 

class. The CAQ represents three separate instruments 

assessing 1) cognitive emphasis, 2) classroom 

conditions (related to affective and behavioral 

domains), and 3) strengths and weaknesses of the class. 

A description of the structure of the questionnaire 

follows. 

Cognitive Emphasis 

The CAQ cognitive scales shown in the following 

tables as factors 1 to 7 are keyed to the seven levels 

of Bloom's taxonomy: 1) memory, 2) translation, 3). 

interpretation, 4) application, 5) analysis, 6) 

synthesis, and 7) evaluation. These factors are 

considered hierarchical in nature, whereby each higher 

level requires and includes the use of lower level 

operations. Thus, the difference between lower and 

higher cognitive levels is complexity rather than 

difficulty. 



63 

Validity 

Construct validity was derived from several 

sources, including factor analysis (Steele, 1971), 

cross-validation of factorial validity (Wahlstrom, 

1971), and observational studies of classrooms. In the 

Steele (1971) study using 2,071 students in 72 classes 

for the gifted and 16 heterogeneously grouped 

classrooms, a principal-component analysis of items 1 

to 25 yielded, variance. Wahlstrom's (1971) cross

validation study included 1,831 students. Factor 

analysis showed factorial validation supporting 

Steele's work. Further, case studies of programs for 

the gifted using classroom observations (Hause, 1971) 

have provided data that tend to support the validity of 

factors in both cognitive and affective domains. 

Reliability 

Note in table 3.4 that for each of the seven 

cognitive levels, items are paired in focus and 

affective climate (Steele, 1982). By use of the Horst 

(1949) formula for estimating reliability (r) within 

and between class variance, estimates for each of the 4 

dimensions and 16 factors of the CAQ indicated that 14 

of 20 correlations were above .80 and 1 fell below .65 

(Steele, 1984). 
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Table 3.3 

Description of Factors Used in the Class Activities 

Questionnaire 

Factor 

Memory 

Translation 

Description 

Activities calling for recall or 

recognition of information presented 

Activities calling for paraphrasing or 

expressing information in a different 

symbolic form 

Interpretation Activities calling for recognition of 

Application 

Analysis 

Synthesis 

relationships and seeing implications of 

information 

Activities calling for a selection of 

appropriate methods and performance of 

operations required by problem 

situations 

Activities calling for recognition of 

the structure of material, including the 

conditions that affect the way it fits 

together 

Activities calling for the generation of 

new ideas and solutions 
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Table 3.3 continued 

Evaluation 

Discussion 

Test/Grade 
stress 

Lecture 

Enthusiasm 

Independence 

Divergence 

Humor 

Feelings 
Valued 

Ideas Valued 

Teacher Talk 

Activities calling for development and 

application of a set of standards for 

judging worth 

Student Opportunity for and involvement 

in class discussion 

High pressure to produce teacher 

selected answers for a grade 

Teacher role as information giver with 

a passive, listening role for students 

Student excitement and involvement in 

class activities 

Tolerance for and encouragement for 

student initiative 

Tolerance for and encouragement of many 

solutions to problems 

Allowance for joking and laughter in the 

classroom 

Respect for the individual's personal 

feelings and ideas 

Student enjoyment of ideas 

Proportion of class time consumed by 

teacher talk 
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Table 3.3 continued 

Homework 

Qualities 

Deficiencies 

comments 

Table 3.4 

Weekly amount of outside preparation 

for class 

Students' views of the best things about 

class 

Students' views of things that need 

changing about the class 

Students' comments regarding any aspect 

of the class 

Structure of the Class Activities Questionnaire 

Dimension No. Factor r Item No. 

Lower Thought Processes 1 Memory .88 

2 Translation .65 

3 Interpretation .86 

4 Application .83 

Higher Thought Processes 5 Analysis .78 

6 synthesis .89 

7 Evaluation .71 

1,10 

9,21 

6,16 

3,13 

7,12 

11,23 

2,20 



Table 3.4 continued 

Classroom Focus 

Climate 

student Opinions 

8 Discussion 

9 Test/Grade 

10 Lecture 

11 Enthusiasm 

12 Independence 

13 Divergence 

14 Humor 

15 Feelings 

16 Ideas 

17 Teacher Talk 

18 Homework 

19 Qualities 

20 Deficiencies 

21 Comments 

67 

.58 5,15 

.89 8,22 

.82 4,26 

.91 19 

.85 14 

.70 17 

.86 25 

18 

24 

.96 26 

.87 27 

For each of the seven cognitive levels, (see Table 

3.4), items are paired to determine consistency in 

responses. For a factor to be scored, two thirds of the 

class must show a consistent response to the pair of 

items (statements that express roughly the same 

category of teaching concerned). Steele (1984) used a 
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criterion of 50% or more of student agreement or 

disagreement with both statements as an indication of 

agreement. A second scoring system was based on a 

weighted point system from which mean student scores 

are computed, supporting the assumption that strong 

responses should be differentiated from moderate-to-low 

responses. As the values of 1 through 4 were assigned 

to scale positions, mean scores close to 1.0 indicate 

positive attitudes toward statements and responses. 

Scores toward 4.0 indicate a negative response. A mean 

score of 2.50 or 2.25 to 2.75 indicates little 

emphasis. 

Classroom conditions. Factors 8 to 18 in Table 3.4 

comprise the 11 scales of classroom focus and affective 

climate. Factors 11 to 16 are assessed by a single 

item, and again the mean score of 2.5 with a range of 

2.25 to 2.75 suggests a neutral zone or little emphasis 

for a scale. Factors 17 and 18 represent student 

estimates and the median student response on these two 

items is used as a class estimate. Class mean scores 

are compared to a teacher's score. 

Transactional Ability Inventory (TAl) 

The Transactional Ability Inventory (TAl) is a 

self-report instrument to identify how one accesses 

information. The instrument has ten sets of four words; 
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each of the four relate to one of the stages of 

learning. participants are asked to rank order the four 

words in each set in terms of which are most 

descriptive of themselves. It is a forced choice 

instrument; a subject gives a score of four to a word 

that best describes his or her information processing, 

then a three, a two, and a one to the word that is 

least like him or her. In each column, a high score 

would be forty and a low score would be ten. A score 

of fifteen or less indicates a strong preference for 

that particular style. Scores in between indicate that 

the subject processes in that style but has neither an 

aversion nor a preference for it. The scores are placed 

on a Transaction Ability Profile Chart and each 

participant is categorized as Concrete Sequential., 

Abstract Random, Abstract Sequential or Concrete 

Random. Concrete sequential oriented learners like to 

use workbooks, manuals, demonstration teaching, 

programmed instruction, hands-on materials and well

organized field trips (Gregoric, 1982). The abstract 

random oriented learner shows a preference for group 

discussion, movies, short lectures accompanied by 

questions, answers and discussion and television 

(Gregoric, 1984). The abstract sequential learner 
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feels the need for extensive reading assignments, 

sUbstantive lectures, audio tapes, and analytical 

"think sessions" (Gregoric, 1982). Concrete random 

learners like games and simulations, independent study 

projects, problem solving activities and optional 

reading assignments (Gregoric, 1982). 

Reliability and Validity 

In analyzing the TAl, Gregoric (1982) reported 

reliability coefficients ranging from .89 for the AS 

scale to .93 for the AR scale; predictive validity 

correlations ranged from .55 to .76. Joniak and Isaksen 

(1988) reported substantially lower alpha coefficients 

ranging from .23 to .66. These factors however, were 

not proven, making dimension validity unresolved 

(Joniak, 1988). 

Validity scores are unavailable (O'Brien, 1990). 

Although Gregoric's theqretical model and measurement 

instrument are intuitively appealing, the instrument 

has never been subjected to confirmatory factor 

analysis to examine the construct validity of the four 

underlying dimensions. How well each of the four 

cognitive types are defined by the items contained in 
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the instrument and evidence of potential relationships 

among the styles remains unclear. The instrument is not 

structured in a way that directly contrasts 

abstractness with concreteness and sequence with 

randomness (O'Brien, 1990). 

Procedure 

During the spring of 1993 a proposal for the study 

was sent to the office of Testing and External Research 

in a large metropolitan district in southeastern 

Arizona. Permission was granted to proceed with the 

study. During the fall of 1994, elementary schools that 

had both heterogeneously grouped classes and classes 

for the gifted in grades one through six were asked to 

participate in this study. Presentations were made to 

the faculty of each school explaining the purpose.of 

the research and the extent to which both teachers and 

students would be involved. Teachers were then asked if 

they would like to participate in the study. Twelve 

teachers in one building volunteered to participate; 

six teachers of identified gifted children and six 

teachers of heterogeneously grouped children. 

A proposal was given to each teacher explaining 

the intent of the research. The timeline for the study 

was as follows: 
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1. Week One. Explain the assessment process to 

teachers, students and parents. Pass out 

permission slips for teachers and parents to sign 

(See Appendix B). 

2. Week Two. Teachers complete the TAl and MBTI 

inventories. 

3. Week Three. Teachers complete the CAQ twice, 

once as they Intended their students would respond 

and once as they Predicted their students would 

answer. 

4. Week Four. Students complete the CAQ 

administered by the researcher. 

s. Week Five. Data collected and scored. 

Analysis of Data 

The teacher response sheets were collected and 

sent to the Consulting Psychologists Press to be 

scored. A profile was computed for each teacher 

identifying his or her placement on the on the EI, SN, 

TF and JP scales. Total raw points also were computed 

for Extroversion, Introversion, Sensing, Intuition, 

Thinking, Feeling, Judging and Perceiving. Data were 

also computed for Phrase Questions, responses to 

everyday events that are influenced by demands of 



events and Word Pair Questions. Word Pairs are less 

affected by everyday events and may be nearer to the 

person's true preferences. 
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The CAQ answer sheets were sent to the creative 

Learning Press for computer analysis. The analysis 

included the distribution of responses, average 

response, extent of agreement between teacher and 

students and the consistency of responses between 

teacher and students. The report also showed the degree 

of emphasis students "actually" gave to each level of 

thinking and each classroom condition. The degree to 

which each condition was actually present varied 

between inconclusive, none, some and much. 

TAI 

TAI answer sheets were hand scored by the 

researcher. Four columns were added for each teacher, 

giving a score for each category: Concrete Sequential 

(CS) , Abstract Random (AR), Abstract Sequential (AS) 

and Concrete Random (CR). 

Data were organized for each research question and 

prepared for computerized statistical analysis. All 

questions were analyzed using the Spearman's Rho non 

parametric statistical analysis. This distribution free 
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or nonparametric statistical procedure is used to test 

hypotheses that do not specify normality or homogeneity 

of variance assumptions about the populations. The 

Spearman's Rho is sometimes called the Spearman rank

order correlation coefficient (or rank correlation 

coefficient). The Spearman statistical relationship is 

described by a two digit number preceded by a decimal 

point (+.95, .08, -.10) with a range of possible values 

from -1.00 to +1.00. The value of rho expresses the 

degree of the relationship or the nature and strength 

of the correlation' (high positive, low positive, zero, 

low negative, or high negative). All correlation 

coefficients can be tested for significance. This 

analysis provides a measure of strength of association 

between the two variables and describes a linear 

relationship from -1.00 to +1.00. The absolute 

magnitude provides an index of strength of the 

relationship between the two variables and the sign 

indicates the direction of the relationship. A Mann

Whitney U Test was also used. The Mann-Whitney 

procedure tests the null hypothesis of "no difference" 

between population distributions. This test is used to 

examine central-tendency differences between two 

identical populations. For this test, samples are 

randomly drawn from each population and the combined 
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sample is ranked on the dependent variable. The basis 

of the Mann-Whitney test is that if the null hypothesis 

is true (the two populations do not differ in their 

central tendency), when the two samples are ranked 

together their rankings will be closely intermingled 

and the two median ranks will be the same or nearly so. 

If the null hypothesis is false (one population 

surpasses the other in central tendency), the ranks of 

one sample will be generally higher than the ranks of 

the other sample, and the two samples' median ranks 

will differ (Dinham, 1976). 



CHAPTER FOUR 

AN ANALYSIS OF TEACHER PERSONALITY CHARACTERISTICS AND 

TEACHER-STUDENT PERCEPTION 

Summary of Teacher Characteristics 
Expressed in Current Research 
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Teachers of the gifted need to be the kind of 

individuals who learn from their students in a spontaneous 

environment (Clark, 1986). Teachers who are successful with 

gifted children respect students' ideas and value their 

input (DeLisle, 1987). Having a sense of humor and 

appreciating the child's sense of humor is conducive to 

creating a positive classroom environment (White, 1974). 

Good teachers of the gifted value the process of learning 

and expose their students to a wide range of experiences 

(Clark, 1986). They allow their students ample group 

processing time to extend and share ideas (Heiser, 1989). 

These teachers understand that gifted children have 

different psychological needs and interests and develop 

opportunities that will meet these needs (Renzulli, 1976). 

The academic emphasis in classrooms for the gifted should be 



an integration of academic content with thinking processes 

such as critical thinking and creative problem solving 

(Maker, 1982). The teacher's goal should be to develop an 

interdependence between thoughts and knowledge (Maker, 

1982). Individualizing instruction and using specialized 

instructional materials is critical to student success 

(Silverman, 1988). 
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The focus of the classroom should be on understanding 

the student (Dunn, 1980). Students should be given ownership 

in the development of curriculum and decision making in an 

open classroom where the teacher acts as a motivator and 

facilitator (Hall, 1976). Good teachers use multiple 

teaching techniques and capitalize on students' interests 

and sense of spontaneity. By engaging children in curricular 

planning teachers encourage their students to become risk 

takers in the classroom (curry, 1992). 

Teacher personality type plays a major role in how 

children learn and the atmosphere created in the classroom 

(Thompson, 1991). Personality type affects how teachers 

think and how they teach (Kolb, 1981). Teacher personality 

type affects how students learn (McCarthy, 1990). 

The purpose of this study was to identify teacher 

personality characteristics that best suit the educational 

needs of gifted children. 
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Summary of Procedures 

Twelve teachers, four men and eight women, volunteered 

to participate in this study. Teachers of the 

heterogeneously grouped classes had a total of 72 years of 

teaching experience, the mean being 12 years. Teachers 

teaching classes for the gifted had 108 total years of 

experience, the mean being 18 years. All students in the 

classrooms of the teachers in the study participated. A 

total of 331 students were involved, 163 gifted students arid 

168 heterogeneously grouped students. 

Teachers were each given the MBTl and the TAl. Each 

teacher was given a four letter identification code on the 

MBTl (e.g. INTJ) and categorized as either being Abstract 

Random (AR), Abstract sequential (AS), Concrete Random (CR) 

or Concrete Sequential (CS) on Gregoric's TAl inventory. 

Both teachers and students took the CAQ. Teachers completed 

the inventory twice, once as they predicted their students 

would respond and once as they intended their students would 

respond. Each of the students took the CAQ once. Teacher 

responses to the MBTl and the CAQ as well as student 

responses to the CAQ were machine scored. 

The CAQ provided teacher and student responses to 

classroom climate and the use of higher level thinking 

skills in the classroom. The climate questions related to 

enthusiasm, independence, divergence, humor, ideas valued 



over grades and development of ideas. The thinking skills 

questions related to application, analysis, synthesis and 

evaluation. 

student responses on the CAQ were student perceptions 

of the teachers' emphasis on thinking skills or climatic 

factors in the classroom. 
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Personality scores on the MBTI, the TAl and the 

predicted and intended CAQ scores were entered into the 

computer for each teacher individually. Students' responses 

to the CAQ were entered as a class average. A Spearman's Rho 

correlation coefficient was used to analyze data for 

question (1) Thinking Skills, (2) Climate, and (3) 

Differences in Personality Type Between Teachers of the 

Gifted and Teachers of Heterogeneously Grouped Students. The 

Mann Whitney U test was used to analyze data for question 

(4) Differences in Student Perception. 

A crosswise comparison was done between each MBTI and 

TAl personality trait and each personality trait and 

thinking skill. Another comparison was done for each 

personality trait and classroom climate characteristic. 

Each comparison was done for All Teachers, Teachers of 

Heterogeneously Grouped Students and Teachers of the Gifted. 

The same comparisons were done for All Students, 

Heterogeneously Grouped Students and Gifted Students. 
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Each variable (e.g. concrete Random or Analysis) was 

compared with every other variable giving the researcher 

extensive comparisons for each question. A significance 

level of .01 was used on the Spearman's Rho correlations and 

a .03 on the Mann Whitney comparisons. 

The personality traits measured by the MBTI are 

considered continuous variables, so the scores are arranged 

along a continuum with the strength of the characteristic 

indicated by its divergence from a median score of 100. TAl 

scores were not on a continuum. The total score indicates a 

personality trait (e.g. AR = Abstract Random), both Abstract 

and Random making up the characteristic being described. 

Spearman's Rho correlations were computed between all 

teacher personality traits on the MBTI and the TAl and 

Thinking and Climate categories on the CAQ. Data were 

collected in three different categories: All Teachers, 

Teachers of Heterogeneously Grouped Students and Teachers of 

Gifted students. 

Summary of Teacher Personality Traits 

A strong positive correlation was found between Feeling 

and Intuition for All Teachers and Teachers of the Gifted on 

the MBTI scale. No significant correlations were found among 

personality traits in Teachers of Heterogeneously Grouped 

Students. 



Many negative correlations were recorded. In the All 

Teacher category, two negative correlations were found 

between Abstract Random and Extroversion and Abstract 

sequential and sensing. Among teachers of Heterogeneously 

Grouped students, a negative correlation between Abstract 

sequential and Sensing was found. Among Teachers of the 

Gifted, negative correlations emerged between Abstract 

Random and Extroversion and Judging and Extroversion (See 

Figure 4.1). 
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These results are significant in that based on current 

research one would expect that both Feeling and Intuition 

would have strong positive correlations for both Teachers of 

Heterogeneously Grouped and Gifted students (Bishop, 1976). 

Experts have expressed over and over again that these are 

critical personality traits for a teacher to have to empower 

children in school (Thompson, 1991). Although the 

correlations for Feeling and Intuition for Teachers of 

Heterogeneously Grouped Students were positive, they was not 

significant. 

Research Question 1 

What are the MBTI and the TAl personality type 

characteristics that contribute to teachers' use of (a) 

application, (b) analysis, (c) synthesis, and (d) 

evaluation in the classroom? 



Figure 4.1 
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Data were collected for three different comparisons: 

1) All Teachers combined, 2) Teachers of Heterogeneously 

Grouped Students and 3) Teachers of Gifted Students. The 

significance levels for each higher level thinking skill in 

relation to a teacher personality characteristic are shown 

in Table 4.1 and Figure 4.2. 

Table 4.1 

Question 1: Thinking Skills Spearman's Rho Correlations: 

TAl, MBTI, and CAQ Variables for Teachers 

significant 
Characteristics 

All 
Teachers 
Intended 

Corr. p 

Evaluation-Feeling +.6970* .006 

significant 
Characteristics 

App.-Sensing 

App.-Thinking 

Application-AS 

* p < .01 
** P < .005 
*** P < .001 

All 
Students 
Perceived 

Corr. 

-.7005* 

-.7832*** 

+.6866* 

p 

.006 

.001 

.007 

Teachers of 
Heterogeneous 
Intended 

Corr. p 

-.1309 .402 

Heterogeneous 
students 
Perceived 

Corr. p 

-.6571 .078 

-.4857 .164 

+.8117 .025 

Teachers 
Gifted 
Intended 

Corr. 

+.8804* 

Gifted 
Students 
Perceived 

Corr. 

-.6377 

-.7714 

+.6000 

of 

p 

.010 

p 

.087 

.036 

.104 

The correlations between Evaluation and Feeling were 

positive and significant for All Teachers and Teachers of 

the Gifted. A negative correlation between Evaluation and 
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Feeling was recorded for Teachers of Heterogeneous students 

meaning that for Teachers of Heterogeneous Students a 

positive association would exist between Thinking and 

Evaluation. A reason for this may be that five of the six 

Teachers of Heterogeneous Students had Thinking as a 

dominant personality trait. Only three of the six Teachers 

of the Gifted had Thinking as a dominant trait. 

In all three student categories, students in classrooms 

of teachers with Abstract Sequential personality traits 

tended to perceive a teacher emphasis on the Application 

thinking skill. Students in classrooms with teachers with 

Thinking or Sensing personality traits did not perceive a 

teacher emphasis on Application. 

Research Question ~ 

What teacher personality type is most likely to create 

a classroom climate that students perceive as promoting 

(a) enthusiasm, (b) independence, (c) divergence, (d) 

humor, (e) ideas more than grades, and (f) the 

development of ideas? 

Each classroom climate condition was compared with each 

MBTI and TAl personality characteristic. All Teachers, 

Teachers of Heterogeneously Grouped Students and Teachers of 

the Gifted were the categories used for comparison with the 



Thinking Skills Emphasis 

Figure 4.2 
Thinking Skills Profile 
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perceived emphasis of All Students, Heterogeneously Grouped 

Students and Gifted Students (see Tables 4.2 and 4.3). 

Table 4.2 

Question~: Teacher Perception of Classroom Climate 

significant All Teachers of Teachers of 
Characteristics Teachers Heterogeneous Gifted 

Intended Students Intended 
Intended 

Corr. p Corr. p Corr. p 

Independence-AR -.6692* .009 -.2100 .345 -.8281 .021 

Humor-Sensing -.6687* .009 -.7775 .034 -.6642 .075 

Humor-AS +.6467* .012 +.4630 .178 +.6547 .079 

Humor-CR -.7537** .002 -.8356 .019 -.6547 .079 

Divergence-AR -.5345 .037 +.3985 .217 -.8452* .014 

Divergence-CR -.6002 .020 -.5394 .135 -.8452* .014 

Ideas/Grades-sen. -.2323 .234 +.7775 .034 -.8508* .014 

Devel. /Ideas-N +.5304 .038 +.5071 .152 +.8611* .013 

* P < .01 
** P < .005 
*** P < .001 

Correlation of Classroom Climate Factors with Teacher 
Personality Traits 

Two positive correlations were recorded, Humor and 

Abstract Sequential and Development of Ideas and Intuition. 

Humor and Abstract Sequential was significant for All 

Teachers and Development clf Ideas Over grades was 

significant for Teachers of the Gifted. I find it 



Figure 4.3 
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interesting that the intended scores of Teachers of the 

Gifted between Abstract Random and Independence was not 

positively correlated. Independence, in this study is not 

positively correlated with an Abstract Random personality 

trait. This may be due to the fact that more Teachers of the 

Gifted in this study have Sequential personality traits than 

Random. 

Divergence and Abstract Random are two factors 

mentioned in current literature as beneficial in 

establishing a positive educational environment for gifted 

children (Kinsbourne, 1982). The positive correlation 

between teachers intent in Development of Ideas with 

Intuition is consistent with current research (Thompson, 

1991). 

More correlations between teacher personality and 

climate were negative than positive. For Teachers of 

Heterogeneously Grouped Students, no significant 

correlations were recorded. Teachers of the Gifted had three 

significant negative correlations: Divergence with Abstract 

Random, Divergence with concrete Random and Ideas Over 

Grades with Sensing. Two correlations are surprising as' 

Divergence, Abstract Random and Concrete Random are all 

factors mentioned in current research as being beneficial 

for establishing an excellent learning environment for 

gifted children (Whitlock & Ducette, 1989). The negative 



correlation between Ideas Over Grades with Sensing is 

similar to other research results (Thompson, 1991). 

Table 4.3 

Question 2: Climate Factors Spearman's Rho Correlations: 

TAl, MBTI, and CAO Variables for Students 

Significant All Heterogeneous Gifted 
Characteristics Student Student Student 

Perceived Perceived Perceived 

Corr. p Corr. p Corr. 

Humor-Sensing -.8893*** .000 -.8407* .018 -.9856*** 

Humor-Thinking -.7509** .002 -.7537 .042 -.8857* 

Humor-AS +.6537* .011 +.6618 .076 +.4857 

Indepen.-Extro. +.0035 .496 +.8117 .025 -.8857* 

Indepen.-Per. +.3526 .130 +.4853 .165 +.9429*** 

* P < .01 
** P < .005 
*** P < .001 

Correlations of Classroom Climate Factors with 
Teacher Personality Traits 

p 

.000 

.009 

.164 

.009 

.002 

Two positive correlations were recorded: Humor with 

Abstract Sequential and Independence with Perceiving. All 

Students perceived that Abstract Sequential teachers 
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emphasize Humor in their classrooms. Gifted Students in 

classrooms of teachers with a Perceiving personality tended 

to perceive an emphasis on Independence. The Independence 



with Perceiving correlation is consistent with current 

research especially for gifted students (Thompson, 1991). 
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Three negative correlations were recorded: Humor with 

Sensing, all groups; Humor with Thinking, All Students and 

Independence with Extroversion. Gifted Students perceived 

that teachers with a Sensing or Thinking personality did not 

use Humor in the classroom. The correlations for Sensing and 

Thinking concur with current research (Thompson, 1991). 

Gifted students perceived that teachers with an Extroverted 

personality also did not foster Independence in their 

classrooms. These data do not concur with current research 

(Kinsbourne, 1982). Extroverted teachers who allow 

Independence in their classrooms are two factors that are 

currently supported in research establishing a positive 

learning environment for gifted students (Davis & Rimm, 

1985). 

Teacher Characteristics 

Teacher characteristics that were positively correlated 

were Feeling, Intuition, Perceiving and Abstract Sequential. 

Negative correlations were recorded for sensing, Thinking, 

Extroversion, Judging, Abstract Random and Concrete Random. 



Figure 4.4 
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Research Question d 

What are the differences and similarities in 

personality types of teachers of the gifted and 

teachers of heterogeneously grouped students? 

A comparison was made between each MBTI and TAl 

variable. Each personality characteristic was compared 

between Teachers of Heterogeneously Grouped students and 

Teachers of the Gifted. (See Table 4.4 and Figures 4.4 and 

4.5) • 

Table 4.4 

Teacher Personality ~ Identification 

TAl and MBTI Inventories 

Teachers of Heterogeneously Grouped Students 

TAl Scale MBTI Scale 

Teacher 1 CS INTJ 

Teacher 2 CS ESTJ 

Teacher 3 AS ESTJ 

Teacher 4 AR ENFJ 

Teacher 5 CS ENTJ 

Teacher 6 CS ISTJ 
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Table 4.4 continued 

Teachers of the Gifted 

TAl Scale MBTI Scale 

Teacher 7 AR ENFP 

Teacher 8 CS ESTJ 

Teacher 9 CS ISFP 

Teacher 10 CR ENTJ 

Teacher 11 CS INFJ 

Teacher 12 AR ESTP 

Note: TAl (left scale) A=Abstract, R=Random, C=Concrete and S=Sequential 
MBTl (right scale) l=lntroversion, E=Extroversion, S=Sensing, 
N=lntuition, T=Thinking, F=Feeling, J=Judging and p=Perceiving 

Teachers of Heterogeneously Grouped Students were more 

Concrete Sequential, Thinking and Judging than Teachers of 

the Gifted. 

Teachers of the Gifted were more Random and Perceiving 

than Teachers of Heterogeneously Grouped Students. 

Both groups had the same number of Extroverts and 

Introverts (See Tables 4.5 and 4.6). 
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Table 4.5 

Categorization of Teachers According to TAl Inventory 

Category Teachers of Heterogeneously Teachers of 
Grouped Students the Gifted 

N=6 N=6 

Concrete Sequential 4 of 6 3 of 6 

Abstract Sequential 1 of 6 0 of 6 

Concrete Random 0 of 6 1 of 6 

Abstract Random 1 of 6 2 of 6 

Table 4.6 

Categorization of Teachers According to the MBTI Inventory 

Teachers 

N=12 

Hetero- Hetero-
genous Gifted geneous Gifted 

N=6 N=6 N=6 N=6 

Extroversion 4 of 6 4 of 6 Introversion 2 of 6 2 of 6 

Intuition 3 of 6 3 of 6 Sensing 3 of 6 3 of 6 

Feeling 1 of 6 3 of 6 Thinking 5 of 6 3 of 6 

Judging 6 of 6 3 of 6 Perceiving 0 of 6 3 of 6 
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Teachers were rated along a number continuum on the 

MBTI scale. A score of 100 was considered a median score and 

the more a score deviates from 100, the stronger the 

personality trait is considered to be. Scores above 100 were 

rated as Introversion, Intuition, Feeling or Perceiving. 

Scores below 100 were evaluated as Extroversion, sensing, 

Thinking and Judging (see Figure 4.5). 

Teachers of Heterogeneously Grouped Students 

Extroversion-Introversion Scale. Four Teachers of 

Heterogeneously Grouped Students were Extroverts, 2 scored 

in the Moderate range on the continuum and 2 had Low scores. 

One teacher had a Low Introversion score and 1 a High score. 

Intuition-Sensing Scale. Two teachers of 

Heterogeneously Grouped Students scored Low on the Intuition 

continuum and 1 had a Moderate score. Two teachers had 

Moderate scores on the sensing continuum and 1 had a Low 

score. 

Thinking-Feeling Scale. Four Teachers of 

Heterogeneously Grouped Students scored Low on the Thinking 

continuum, 1 teacher had a High score. One teacher had a 

Moderate score on the Feeling continuum. 



Judging-perceiving Scale. All Teachers of 

Heterogeneously Grouped Students scored on the Judging 

continuum; 3 teachers had Low scores and 3 teachers had 

Moderate scores. 

Teachers of the Gifted 
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Extroversion-Introversion Scale. Four Teachers of the 

Gifted were Extroverts; 2 scored Low on the continuum, 1 had 

a Moderate score and 1 had a High score. Two teachers scored 

on the Introverted continuum; 1 had a High score and 1 a Low 

score. 

Intuition-Sensing Scale. Three Teachers of the Gifted 

were Intuitives; 1 had a High score on the continuum and 2 

had Low scores. Three teachers were Sensing; .1 had. a High 

score, 1 a Moderate score and 1 a Low score. 

Thinking-Feeling Scale. Three Teachers of the Gifted . 

were Thinking; all three had High scores. 

Judging-perceiving Scale. Three Teachers of the Gifted 

scored on the Judging side of·the continuum; 1 had a High 

score and 2 had Low scores. Three teachers scored on the 

Perceiving side of the continuum; 1 had a High score, 1 had 

a Moderate score and 1 had a Low score. 



Table 4.7 

Teacher Rating on MBTI continuum 

Numerical 
Rating 

Total Teachers N=12 
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Introversion Intuition Feeling Perceiving 

H G H G H G H G 

N=6 N=6 N=6 N=6 N=6 N=6 N=6 N=6 

129+ 1 1 1 1 1 0 0 2 

101-128 1 1 2 2 0 3 0 1 

100 (median)------------------------------------------------

79-99 2 2 1 1 4 0 

59-78 2 1 2 1 o 0 

below 58 o 1 o 1 1 3 

Extroversion Sensing Thinking 

Note: H= Teachers of Heterogeneously Grouped Students 
G = Teachers of Gifted Students 

2 0 

4 2 

o 1 

Judging 

In all, Teachers of Heterogeneously Grouped Students 

had 6 scores above the median (INFP) and 18 below (ESTJ). 

Teachers of the Gifted had 11 ratings above the median 

(INFP) and 13 below (ESTJ). 



Table 4.8 

Total MBTI INFP and ESTJ Scores 

category 

Teachers of INFP ESTJ 

Heterogeneously Grouped 6 18 

Gifted 11 13 

Note: INFP-Introversion, Intuitive, Feeling and Perceiving. 
ESTJ=Extroversion, Sensing, Thinking and Judging. 
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Teachers of Heterogeneously Grouped Students had fewer 

scores in the INFP range than Teachers of the Gifted. 

Teachers of Heterogeneously Grouped Students had more scores 

in the ESTJ range than Teachers of the Gifted. More Teachers 

of the Gifted were Feeling and Perceiving than Teachers of 

Heterogeneously grouped students (See Figure 4.5). 

More teachers of Heterogeneously Grouped Students were 

concrete Sequential and Abstract Sequential than Teachers of 

the Gifted. More Teachers of the Gifted were concrete Random 

and Abstract Random than Teachers of Heterogeneously Grouped 

Students. 

Teachers of Heterogeneously Grouped Students and 

Teachers of the Gifted had the same ratio of Extroverts to 

Introverts. More Teachers of Heterogeneously Grouped 

Students were Thinking and Judging. 
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Table 4.9 

Teacher Profile: Placement and strength on MBTI Scale 

Teachers of Heterogeneously Grouped Students 

TAl and MBTI Personality Trait Trait Score Rank 

1. es INTJ 

m 
I 101 L 

N 109 L 

T 85 L 

J 67 M 
p 

2. es ESTJ E 89 L 

m S 73 M 

T 89 L 

J 81 L 

3. AS ESTJ E 95 L 

S 87 L 

T 89 L 

'I I 

J 93 L 

4. AR ENFJ E 71 M 

E N 135 M 

F 131 M 

J 75 H 

5. es ENTJ E 77 L 

N 105 L 

T 83 L 

J 59 M 
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Table 4.9 continued 

Teachers of Heterogeneously Grouped students 

TAl and MBTI Personality Trait 

Trait Score Rank 

6. es ISTJ 

m 
I 141 M 

S 61 M 

T 53 H 

J 79 L 

Teachers of the Gifted 

7. AR ENFP E 62 M 

N 149 H 

F 123 M 

P 129 M 

8. es ESFP E 83 L 

E S 89 L 

F 107 L 

P 109 L 

9. es ISTJ I 151 H 

S 45 H 

T 55 M 

J 55 M 

10. eR ENTJ E 79 L 

N 117 L 

T 55 M 

J 77 L 



Table 4.9 continued 

Teachers of the Gifted 

TAI and MBTI personality Traits 

11. CS INFJ 

E 
12. AR ESTP 

~: L=Low, M=Moderate and H=High 
Ranges (H) 33-53, (M) 54-74 and (L) 75+ 
(L) 101-120 (M) 121-141, and (H) 142+ 

Trait Score Rank 

I 105 L 

N 117 L 

F 111 L 

J 73 M 

E 53 L 

S 65 M 

T 33 L 

E 155 H 

Each teacher has a specific place along the MBTI 
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continuum on each scale. Placement on the continuum for both 

groups of teachers falls between low and high along this 

continuum. 
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Table 4.10 

Teacher Placement gn the METI continuum 

Rating Teachers of Heterogeneously Teachers of Gifted 
Grouped Students (N=6) Students (N=6) 

possible possible 
Ratings = 12 Ratings = 12 

Low 4 10 

Moderate 10 7 

High 10 7 

Teachers of Heterogeneously Grouped Students had more 

scores on the High end of the MBTI continuum than did 

Teachers of the Gifted. Both groups of teachers had similar 

scores in the Moderate range. Teachers of the Gifted had 

more scores on the low end of the continuum. A high score on 

the continuum means the personality trait is stronger; low 

scores mean the trait is less dominant. 

Research Question ~ 

What are the similarities and differences students 

perceive in the classroom climate of teachers of the 

gifted and teachers in heterogeneously grouped 

classrooms? 



104 

The Mann Whitney U Test was used to compare each 

classroom climate variable between classes for 

heterogeneously grouped students and classes for the gifted. 

This test is used to compare central-tendency differences 

between two identical populations. A .03 significance level 

was used for this test. 

Table 4.11 

CAQ Teacher-Student Climate Rankings 

category Mean Rank 

Ideas/Grades 

Development of Ideas 

Note: Significance level is .03 
G = Gifted Students 
H = Heterogeneous Students 

G H 

8.83 4.17 

8.83 4.17 

Gifted students rated their teachers significantly 

higher on Ideas Over Grades and Development of Ideas than 

did Heterogeneously· Grouped Students. In both categories, 

the mean rank more than doubled for gifted students. This is 

significant as these data concur with current literature on 

climatic factors that are included in a positive learning 

environment for gifted students (Kinsbourne, 1982). No other 

significant correlations were found. 
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An analysis also was done to show the agreement between 

students and teachers in classroom climate conditions. The 

significant correlations are recorded in Table 4.12. 

Table 4.12 

Teacher Student Comparison of Classroom Conditions 

Significant A1'! Heterogeneous Gifted 
Characteristics Teachers Teachers Teachers 

Student Student Student 
Perceptions Perceptions Perceptions 

Corr. p Corr. p Corr. p 

Application +.6610* .010 +.6610* .010 +.6610* .010 

Humor +.7622** .002 +.7622* .016 +.7622** .002 

Devel. of Ideas -.6181* .016 -.6181* .016 -.6181* .016 

Synthesis +.7526** .002 +.7526** .002 +.7526** .002 

* P < .01 
** P < .005 
*** P < .001 

Similar correlations were found in the student and 

teacher categories on four climatic conditions. Students and 

teachers both perceived Application, Humor and Synthesis to 

be an emphasis in the classroom. Negative correlations were 

recorded for all three groups. Both students and teachers 

perceived that the Development of Ideas was not an emphasis 

in the classroom. This does not concur with current 

literature for gifted students (Bishop, 1976). 
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Table 4.13 

Summary of Significant Data for Questions 1, ~, and ~: 

Thinking Skills, Climate and Teacher Personality 

Correlations Between Teacher Personality and 
Teacher Intended Thinking Skill Emphasis 

Significant All Teachers of Teachers of 
Characteristics Teachers Heterogenous Gifted 

Intended Intended 

corr. p corr. p corr. p 

Evaluation- Feeling +.6970* .006 .8804* .010 

Correlations Between Teacher Personality and Students' 
Perceptions of Thinking Skills Emphasis 

Significant 
Characteristics 

App.-Sensing 

App.-Thinking 

Application-AS 

Correlations 

significant 
Characteristics 

Independence-AR 

Humor-Sensing 

Humor-AS 

All Heterogeneous Gifted 
Students Students Students 
Perceived Perceived Perceived 

corr. p corr. p corr. p 

-.7005* .006 -.6571* .013 -.6577* .006 

-.7832 *** .001 -.6857* .007 -.7914*** .001 

+.6866* .007 +.6315* .008 -.6377* .010 

Between Teacher Personality and Teacher 
Intended Classroom Climate 

All Teachers of Teachers of 
Teachers Heterogeneous Gifted 
Intended Students Intended 

Intended 

corr. p Corr. p corr. p 

-.6692* .009 

-.6687* .009 

+.6467* .012 



Table 4.13 continued 

Significant 
Characteristics 

Humor-CR 

Divergence-AR 

Divergence-CR 

Ideas/Grades-Sen 

Devel./Ideas-N 

All 
Teachers 
Intended 

Corr. 

-.7537** 

p 

.002 
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Teachers of Teachers of 
Heterogeneous Gifted 
Students Intended 
Intended 

corr. p corr. p 

-.8452* .014 

-.8452* .014 

-.8508* .014 

-.8611* .013 

Correlations Between Teacher Personality and Students' 
Perception of Classroom Climate 

Significant All Heterogeneous Gifted 
Characteristics Students Students Students 

Perceived perceived Perceived 

corr. p corr. p corr·. p 

Humor-Sensing -.8893*** .000 -.8407* .018 -.9856*** .000 

Humor-Thinking -.7509 .002 -.8857* .009 

Humor -AS +.6537* .011 

Indepen.-Extro. -.8857* .009 

Indepen.-per. +.9429*** .002 
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Table 4.13 continued 

Teacher Personality Characteristics 

Significant All Teachers of Teachers of 
Characteristics Teachers Heterogeneous Gifted 

Intended Intended 

corr. p corr. p corr. p 

Feeling-Intuition +.7916* .015 +.8407** .003 

Abstr.-Extro. -.6573* .010 -.8857** .001 

Abst.-sensing -.7566** .002 -.8986** .007 

Judging-Extro. -.9429***.002 

* p < .01 
** p < .005 
*** P < .001 

Chapter Summary 

Positive correlations were found between Feeling and 

Intuition for All Teachers and Teachers of the Gifted. The 

correlation was higher for Teachers of the Gifted. The 

correlations for Thinking Skills were similar to the 

correlations for Teacher Personality Type. A strong positive 

correlation between Evaluation and Feeling for All Teachers 

and Teachers of the Gifted was found. The correlation was 

higher for Teachers of the Gifted. 

Students had different perceptions from teachers. 

Student perception of emphasis on the thinking skill of 

Evaluation with a Feeling personality were not correlated in 

any student category. In all three student categories 

negative correlations were found between Application and 
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Sensing and Application and Thinking. Both correlations were 

higher for Gifted Students. positive correlations were found 

between the teachers' use of Humor and an Abstract 

Sequential personality and Independence and a Perceiving 

personality in all three student categories. The 

Independence and Perceiving correlation was higher for 

Gifted Students. 

Climate factor results varied between teachers and 

students. Both teachers and students had negative 

correlations between Humor and Sensing. The correlation for 

Gifted Students was higher than for the other two student 

groups. Positive. correlations were found between teacher 

Humor and an Abstract sequential personality based on both 

teacher and student perceptions. positive correlations also 

were found for Development of Ideas/Grades and the 

personality trait of Intuition in all three teacher 

categories. The degree of the correlation was higher for 

Teachers of the Gifted. The correlations for the climate 

characteristic of Diversity and an Abstract Random 

personality were negative for All Teachers and Teachers of 

th~ Gifted but positive for Teachers of Heterogeneously 

Grouped students. A negative correlation was found between 

Ideas/Grades and a sensing personality type for All Teachers 

and Teachers of the Gifted. A positive correlation was found 

in the Teachers of Heterogeneous students category. 
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positive correlations were found between Humor and 

Abstract Sequential personality groups in the perceptions of 

all three groups of students. Negative correlations were 

found between encouraging Independence and the personality 

trait of Extroversion for All Students and Gifted Students. 

The correlation for Heterogeneous Students was positive. The 

correlation between Independence and a Perceiving 

personality was positive for all three student groups. The 

correlation was higher for Gifted Students. 



CHAPTER FIVE 

True teachers use themselves as bridges 
over which they invite their students to cross; 
then having facilitated their crossing, joyfully 
collapse, encouraging them to make bridges of their 
own. Anonymous 
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"There is very little information on identifying 
excellent teachers of the gifted and how they think" 

(Coleman, 1991, p. 151). 

Identifying Teachers of the Gifted 

Identifying good teachers of the gifted is a complex 

task. Current researchers would lead us to believe that good 

teachers are those who are extroverted and who have a 

tremendous amount of empathy and feeling for their students 

(Bishop, 1976; Kinsbourne, 1982). Good teachers also are 

intuitive and perceiving pnd use nondirective teaching 

methods in their classrooms. According to story (1980), good 

teachers of the gifted also base curriculum on inquiry, ask 

open ended questions and encourage risk taking behavior. 

Although this is what we read in current research, data in 

this study do not support these findings completely. 

Previous researchers appear to be describing ideal 

personality characteristics for teachers of gifted students. 

However, many factors influence teacher personality and how 
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However, many factors influence teacher personality and how 

gifted children are taught. 

The purpose of this study was to identify teacher 

personality characteristics that best suited the needs of 

gifted students in one school. The discussion in this 

chapter will focus on the differences between current 

research and this study and why teachers in this study are 

successful, even though they have personality 

characteristics different from those most often mentioned in 

current literature. 

The Teacher Sample 

All twelve teachers identified in this study are highly 

competent teachers. Interestingly, their personality 

profiles differ somewhat from profiles described in current 

research on highly competent teachers. Two-thirds of the 

teachers in this study are on the Extroversion, . Sensing, 

Thinking, Judging side of the Myers Briggs ~ Inventory 

continuum. According to the literature, Sensing, Thinking 

and Judging are not highly valued teacher traits, especially 

for teachers of the gifted (Thompson, 1991). 

Seven of the twelve teachers are Concrete Sequential. 

Sequential personality types have many traits thought not to 

be conducive to good teaching (e.g. analytical, 

conservative, deliberate, critical). 
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Teacher Personality Type 

Feeling with Intuition was the only significant 

positive correlation of MBTI teacher personality traits 

noted in this study. Six of the twelve teachers studied were 

Intuitives, three of the Teachers of Heterogeneously Grouped 

Students and three of the Teachers of the Gifted. 

Correlations for Feeling and Intuition were positive for all 

groups. For Teachers of the Gifted and All Teachers 

correlations were significant. These findings are consistent 

with current research, not only for Teachers of the Gifted, 

but also for All Teachers (Fleming, 1~83). 

The rest of the significant personality trait 

correlations were negative. One interesting negative 

correlation was between Abstract Random on the Transactional 

Abilities Inventory and Extroversion on the MBTI. Both 

qualities are thought to be important in establishing a 

positive learning environment for all children, especially 

the gifted (Fleming, 1983). An Abstract Random personality 

type was not positively correlated with any personality 

'characteristic on the MBTI. This result is contradictory to 

what is found in current research (Ferrell, 1988). 
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Perception of Classroom Climate 

positive correlations were recorded based on student 

perceptions for well organized, efficient Abstract 

Sequential teachers and Humor. Negative correlations were 

recorded for extremely creative, independent, risk taking 

Abstract Random teachers and Extroversion. The negative 

correlation between Abstract Random and Extroversion was 

interesting as eight of the twelve teachers in this study 

are extroverts but only three are Abstract Random. Other 

interesting data were the correlations between Abstract 

Sequential and Sensing, Judging and Extroversion. The 

negative correlation between Abstract Sequential and Sensing 

is consistent with results found by Thompson (1991). 

Teachers with a Sensing personality (someone who is routine, 

impatient, detailed and precise) are not considered to be 

effective in establishing a positive classroom environment. 

Judging and Extroversion were negatively correlated 

among the Teachers of the Gifted. Teachers with Judging 

personality characteristics do not tend to have extroverted 

personalities. An interesting observation is that three of 

the six Teachers of the Gifted have Judging as a personality 

trait and four are Extroverts. Two of the four Teachers of 

the Gifted have both Extroversion and Judging as part of 
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their MBTI personality profile. All of the Teachers of 

Heterogeneously Grouped Students have Judging personality 

types. In spite of the high number of Judging personalities 

in this study a significant negative correlation between 

Judging and Extroversion was found for Teachers of the 

Gifted. Thompson (1991) found that Judging is not a positive 

teacher personality trait; teachers with that trait seldom 

empower children. 

An Abstract Sequential teacher is someone who provides 

students with·the creative freedom necessary to be risk 

takers and the organizational techniques needed to assist 

students with follow through (Kinsbourne, 1982). Creativity 

combined with structure provides both students and teachers 

with a sense of security. 

From the results of this study, the characteristics 

more frequently correlated with the high positive 

relationships are the TAl Abstract Sequential personality 

type along with the MBTI qualities of Feeling, Intuition and 

Perceiving. 

Teacher Personality Traits and Student Use of Higher 
Level Thinking Skills 

Correlations were recorded between teacher personality 

traits and their intended use of higher level thinking 

skills (i.e. application, analysis, synthesis and 

evaluation) in the classroom. Correlations also were 



recorded between teacher personality traits and the 

students' perception of the teachers' use of higher level 

thinking skills. 

Thinking Skill Correlations for Teachers 
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significant positive correlations were found between 

Evaluation and Feeling among Teachers of the Gifted and All 

Teachers. This result is consistent with current research; 

both Feeling and Evaluation are qualities thought to be 

significant in creating a positive learning environm~nt for 

all children, especially the gifted (De Lisle, 1987). 

Although only one Teacher of Heterogeneously Grouped 

Students and three Teachers of the Gifted had a Feeling 

personality type, Feeling still was correlated significantly 

with Evaluation, the highest of the thinking skills in two 

of the three teacher groups. 

Thinking Skill Correlations for Students 

Students had different perceptions than teachers. The 

one positive correlation among students' perception of 

classroom climate was between the thinking skill of 

Application and an Abstract Sequential teacher personality 

type. Although the correlation was positive in both gifted 

and heterogeneous student groups, it was significant only 

for All Students due to the larger sample size. Note also 

that the correlation was significant only with Application, 
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the lowest of the higher level thinking skills considered in 

this study. 

All other significant correlations recorded for student 

perceptions and teacher personality characteristics were 

negative. The most significant correlations were between 1) 

Application and Sensing and 2) Application and Thinking. 

Sensing and Thinking are teacher personality characteristics 

not highly valued in current research (Thompson, 1991). The 

students in this study have similar perceptions. Note that 

Sensing and Thinking personality traits are significant only 

with Application, the lowest of th~ higher level thinking 

skills evaluated in this study. Thinking and Sensing connote 

negative, thwarting teacher behavior, rather than the 

positive, empathic behavior that would encourage students 

to be risk takers in the classroom (Thompson, 1991; Story, 

1980). 

Teacher Intentions for Classroom Climate 

Humor, Development of Ideas, Independence, and 

Perception are supported in current research as necessary 

classroom climate conditions for the development of 

excellent programs for the gifted (Bishop, 1976). The 

results found in this study support these factors. 

I find it interesting to note that Humor 'and Abstract 

Sequential personality types correlated significantly' for 



all teacher groups. Abstract Sequential teachers perceive 

structure as an important element in establishing student 

parameters in the classroom. The abstract component of an 

Abstract Sequential personality provides the flexibility 

needed to provide a creative atmosphere for students 

(Bishop, 1976). 

Among teachers of the Gifted a significant, positive 
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correlation was found between Independence and Perceiving, 

two factors considered critical in establishing a creative 

learning environment for gifted children (Bishop, 1976). 

Researchers tell us that creating an atmosphere in which 

gifted children are encouraged to be risk takers and pursue 

independent interests is critical to their academic 

development (DeLisle, 1987; Silverman, 1987). It also is 

important that gifted students be exposed to teachers who 

perceive their needs and create a classroom environment 
. 

conducive to ex~loration and inquiry (Bishop, 1976). 

An interesting fact in this study 'is the number of 

teachers with a Judging personality type. Three Teachers of 

the Gifted and all Teachers of Heterogeneous Groups were 

Judging. Even though a teacher may 'have a judging 

personality preference, it still is possible (and important) 

that teachers establish an intuitive, perceiving climate in 

their classrooms (Bishop, 1976). Teachers create this 

environment by assessing students affective and cognitive 
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needs (DeLisle, 1987). Good teachers teach to student needs. 

Significant negative correlations were found between 

the Diversity climate factor and both Abstract Random and 

Concrete Random personality types. Research on teachers of 

the gifted supports Abstract Random and Concrete Random 

personality types, as well as Diversity, as critical factors 

in providing a creative, risk taking environment for the 

gifted (Kinsbourne, 1982). This was not true in this study. 

Teachers of the Gifted had a positive correlation between 

Abstract Sequential (a personality trait typified by 

structure) and Humor. 

Another negative correlation between Ideas Over Grades 

and Sensing was found among the Teachers of the Gifted. 

Again, Sensing was negatively correlated, meaning that data 

for Teachers of the Gifted in this study are similar to that 

found in other studies; a Sensing teacher personality trait 

is not conducive to providing a positive environment for 

children (T~ompson, 1991). Sensing is the most negative 

personality characteristic described in current research 

(Thompson, 1991). Both teachers and students in this study 

. perceived significant negative relationships between Sensing 

and Thinking and sensing and Humor. 

No significant negative correlations were found between 

personality characteristics and classroom climate factors 

intended by Teachers of Heterogeneously Grouped Students. An 
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interesting observation was that for this group a positive 

correlation was found between the climate factor of 

Diversity and an Abstract Random personality type. This is 

not consistent with Bishop's (1976) research, especially for 

Teachers of the Gifted. In this study the c'orrelation was 

negative for Teachers of the Gifted even though they had 

twice as many Abstract Random personality types in their 

group as did Teachers of Heterogeneous Stud~nts. 

The other negative correlations in the All Teacher 

category also had to do with the TAl Abstract Random and 

Concrete Random personality types. The correlations for 

sequential personality traits in this study were 

significantly positive for Application and Humor. Random 

personality types were negatively correlated with Humor, 

Independence and Divergence. 

student Climate Perceptions 

Among all three student groups, positive correlations 

were found between the c~imate factor of Humor and an 

Abstract Sequential personality type. 

Negative correlations were recorded for Humor and 

Sensing and Humor and Thinking in the All Student category. 

A significant negative correlation was found between Sensing 

and Humor for Gifted Students and between Thinking and Humor 

for All Students. Independence and the teacher 



characteristic of Extroversion were negatively correlated 

among Gifted Students. This is interesting in that 

Independence and Extroversion are supported in Bishop's 

(1976) research as qualities· that support a positive 

classroom climate for the gifted. 

Differences in Teacher Personality Type 
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Over time, educators have valued linguistic and logical 

mathematical students. These are the children who succeed in 

school and score well on tests; therefore, they are "good" 

students. Curriculum has been focused in this direction and 

students who succeed in school have these propensities. Many 

children who succeed in class and value their educational 

experiences tend to enjoy school and think of becoming 

teachers. These children get their assignments done and 

fulfill all requirements asked of them (i.e. the concrete 

sequential personality: naturally organized, punctual, neat, 

methodical, deliberate, conservative, respo~sible, 

practical, realistic and task oriented). It is not 

surprising that Concrete Sequential teachers expect these 

same behaviors from their students. As a matter of fact, 

many parents also expect these behaviors of their children. 

Extroversion is another interesting personality 

characteristic in the teacher pool. In the All Student and 

Heterogeneous Student groups positive correlations were 
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found between Extroversion ~nd Independence; that was not 

true among Gifted Students. Being outgoing, risk taking and 

independent are personal qualities supposedly valued for 

both gifted students and their teachers (Bishop', 1976). But 

do we really promote this in our classrooms? Even if 

teachers promote these qualities, do parents? Many parents, 

especially parents of the gifted, tend to push their 

children to get the right answer, to get A's. They 

necessarily do not promote risk taking behavior. 

Who better to deliver the "correct" curriculum to over 

achieving students but a concrete or abstract sequential 

teacher? These individuals would make sure everything was 

turned in on time and make sure ~t was "right." Obsessing 

on the right answer fosters perfectionistic qualities that 

gifted children naturally have (Rimm, 1985). Obsessing on 

the right answer also can thwart the creativity that a 

random, risk taking teacher might promote. Parents and 

students have no "right answer" guarantees with random 

teacher types; creativity is more difficult to produce and 

assess than right'answers. 

I find it interesting that Judging was such a prevalent 

personality characteristic among the Heterogeneous teacher 

sample as Perceiving is thought to be a more positive trait 

for teachers. Judging types like to plan ahead, focus on 

essentials and do not like to be interrupted; in past years 
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educators have promoted these qualities in teachers as well 

as students. It is not surprising then that Judging is a 

dominant personality characteristic among teachers in this 

study. 

out of the entire teaching sample, the only teachers 

who had a Perceiving personality trait were three teachers 

of the gifted. Perceiving, adaptation, change and curiosity 

are qualities that are needed in good teachers, especially 

those who teach the gifted (Bishop, 1976). 

The result in this teaching sample also was surprising 

in the high number of older teachers who were Concrete 

Sequential; the younger teachers in this study were not. The 

reason for this may be that teachers now are trained to be 

facilitators of learning, not purveyors of facts. Older 

teachers with a Concrete Sequential personality type might 

be focused more on facts than on facilitation of learning. 

Appropriate methodologies are important when training 

teachers and developing teacher expectations. Further 

research with a cross section of teachers in different age 

categories, both of heterogeneously grouped students and 

gifted students is needed to see if the changing focus of 

teacher training has affected teacher personality types. 

Surprisingly, no negative correlations were recorded 

between Judging and any thinking skill or climate factor in 

any of the student groups. The two teacher personality 
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traits with the strongest negative correlations for all 

groups were sensing and Thinking. These personality traits 

are thought to thwart innovative thinking in teachers and 

students alike (Thompson, 1991). 

Excellent teachers of the Gifted tend to rate higher in 

Feeling, Intuition and Perceiving than do teachers in a 

regular classroom (Bishop, 1976). In this study however, 

having sequential and judgmental personality characteristics 

help teachers deliver services in a well organized 

predictable fashion. 

student Perception of Classroom Climate 

Gifted students felt ,differently from Heterogeneously 

Grouped Students about ideas being valued more than grades 

and the development of ideas in the classroom. The agreement 

of Ideas valued more than Grades between Gifted Students and 

their teachers was more than twice as strong as that of 

Heterogeneously Grouped Students and their teachers. The 

same is true of Development of Ideas. This is consistent 

with Bishop's (1976) findings. Two concepts that are highly 

valued in classrooms for the gifted are Ideas over Grades 

and the Development of Ideas. Teachers and students in this 

study had similar perceptions to those found by DeLisle 

(1987). 
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Differences in student Perception of Heterogeneously Grouped 
students and Gifted Students 

Both Gifted and Heterogeneously Grouped Students 

perceived teachers with an Abstract Sequential personality 

trait to emphasize Application in their classrooms. A 

positive correlation was found between Application and, an 

Abstract Sequential personality type for both Gifted and 

Heterogeneously Grouped students. Negative correlations were 

found between Application and sensing and Application and 

Thinking. A positive correlation was found between Humor and 

Abstract Sequential and Independence and Perceiving for 

Gifted Students. 

Heterogeneously Gro~ped Students had different 

perceptions. Independence and Extroversion were positively 

correlated for Heterogeneously.Grouped students but not 

Gifted students. Abstract Sequential and Humor were 

positively correlated for Heterogeneously Grouped stUdents. 

Independence and Perceiving were positively correlated for 

Gifted Students. Both groups perceived negative 

relationships between Humor and Sensing and Humor and 

Thinking. 

Discussion of Results 

Feeling, Intuition, Evaluation and Development of Ideas 

are all qualities and conditions that are necessary to 

create an excellent learning environment for children 
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(Bishop, 1976). The most interesting finding in this study 

is that Abstract Sequential is the TAI personality type most 

frequently associated with positive climate elements. The 

correlations between Abstract sequential with thinking 

skills and climate factors were stronger than for any other' 

TAI personality type. This is significant as the personality 

characteristics associated with Abstract Sequential (e.g. 

analytical, evaluative, with a need to understand ideas and 

concepts) are not qualities thought to make the best 

teachers (Klein, 1982). 

A positive correlation between Abstract sequential and 

Application was found for all student groups. Again, 

parental influence may play a part here. Many parents of 

gifted students are very analytical and evaluative. They 

want to know specifics and hold their children and their 

children's teachers accountable for everything that happens 

in the classroom. 

Negative correlations between Abstract Random and 

Extroversion, Judging and Sensing were recorded for Teachers 

of the Gifted. This data ,do not agree with current research. 

An Abstract Random personality type and an Extroverted 

personality type are both considered to be favorable 

characteristics for teachers to establish a classroom that 

fosters creative, independent, risk taking behavior. The 

correlation between Judging and Sensing does agree with 



current research' (Thompson, 1991). Both qualities are 

considered negative in establishing an open, accepting 

learning environment. 
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. Negative correlations for Humor and the MBTI trait 

Sensing were significant for all groups of teachers. These 

data are consistent with current literature (Thompson, 

1991). Thinking and Sensing teachers tend to be impatient, 

not trusting and very precise. These are all qualities that 

tend to create a very negative, unsupportive environment in 

the classroom (Thompson, 1991). 

In this study, the positive teacher profile for 

Teachers of the Gifted would be the individual who combines 

Feeling and Intuition personality traits and who appreciates 

Evaluation as a thinking skill. 

Feeling, Intuition ~nd Perceiving are three qualities 

that are supported in research (DeLisle, 1987) as excellent 

traits for teachers to have to promote a supportive, risk 

taking environment for students. Evaluation is the highest 

level thinking skill, while Application is the lowest level 

considered in this study. An interesting observation is that 

an Abstract Sequential personality trait was positively 

correlated with Application, the lowest thinking skill. What 

this may imply is that some teachers with an Abstract 

Sequential personality do not emphasize higher level 

thinking skills in their classrooms. Application requires 
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less openness on their part, while synthesis and evaluation 

require more. 

The most significant positive correlation was between 

Abstract Sequential and Humor for students. This correlation 

was followed by the traits of Feeling, Intuition and 

Perception. Although Feeling is not correlated as strongly 

as Intuition and Perception, it is correlated significantly 

with more climate factors. Intuition, Feeling and Perception 

are qualities that are valued for teachers (Bishop, 1976). 

In this study, an Abstract Sequential personality is also a 

valued personality trait. This is a surprise in this 

category as a Sequential personality aligns more with 

Thinking and Sensing, two personality traits that have had 

consistent negative correlations throughout the study. 

When one thinks about the personality traits of an 

Abstract Sequential teacher, the result of this being the 

predominant positive TAI personality trait in this study for 

Heterogeneously Grouped and Gifted Students alike is not 

surprising. Most of the children in the study are middle 

class Caucasian students and most were placed in the program 

for the gifted on the basis of scores on the Developing 

cognitive Abilities Test (Wick, 1990) which is normed on 

Caucasian middle class children. These facts, coupled with 

the fact that parents of gifted c~ildren have high academic 

expectations for their children, support a preference for an 
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Abstract Sequential teacher personality. Abstract Sequential 

people typically are serious, logical, studious and live in 

a mental world. They like to work with concepts, theories, 

ideas and models. Abstract Sequential teachers tend to 

analyze, critique and synthesize well. They like to learn 

from experts and are reference oriented. Precise language is 

important to them. Abs~ract Sequential teachers prefer an 

ordered and mentally stimulating environment; they want 

substance in their classrooms. Abstract Sequential teachers 

want school to be intellectual and view themselves in a 

profe~sorial role with students. One of the ways they create 

this atmosphere is by using higher level thinking skills in 

the classroom (Kinsbourne, 1982). 

Many parents, especially those of gifted students, 

raise their children to be committed and task oriented; they 

would naturally look for and identify with teachers who have 

these traits. Therefore, it is not surprising that their 

children have similar values. Students perceive positive 

classroom climate conditions in the Arstract sequential 

teacher's classroom. Students perceive this teacher as 

someone who is focused on structure and intellectual 

ability. Abstract Sequential teachers have an abstract 

nature to encourage creativity but, by being sequential, 

also provide the structure needed to help students be 

organized and succeed academically. 
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Experts have focused on Concrete Random (school should 

provide options, help students "experience" the curriculum, 

use independent study and value creativity) as well as 

Abstract Random teachers (school should be fun, the teacher 

is there to guide and be empathic and uses voice, body and 

"things" around her to teach, not a designated curriculum) 

as those who are most appropriate to teach gifted children 

(Bishop, 1976). Although these qualities are important and 

may be what we should look for in good teachers, the results 

of this study indicate that students in all groups 

apparently value personality traits that emphasize structure 

and intellectual ability. 

Conclusion 

The need for a study of this nature is significant in 

that few researchers have investigated the relationship 

between teacher personality type and classroom environment 

for gifted students. In this study, teacher personality type 

is examined and teacher and student perception of thinking 

skills and classroom climate are correlated with teacher 

personality types to determine what personality factors are 

related to providing the best learning environment for 

gifted students. 

The teacher personality identified in this study, as 

best suited to teach the gifted is the person who has, 



basically, the TAl Abstract Sequential personality 

influenced by the MBTI personality traits of Feeling, 

Intuition and Perception. 
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Personality traits in this study that were not 

positively correlated for the gifted in any category were 

Abstract Random and concrete Random, Extroversion, Judging, 

Thinking and, especially, Sensing. Negative correlations for 

Sensing were recorded from data supplied by both teachers 

and students. 

Implications for Further Research 

The results of this study pose some additional 

questions: namely, Does the age of a teacher or the time of 

initial teacher training affect scores on a personality 

test? Does the age, ethnicity, and socio-economic status of 

students affect how they evaluate their teachers? How do 

parent values influence student perception? 

This study provides some interesting data on teacher 

and student perception of teacher personality and thinking 

skills and teacher personality and classroom climate. 

Answering the questions mentioned above would expand its 

scope. An interesting extension would be to replicate this 

study in other schools to increase the teacher sample size. 
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Summary 

Researchers value Abstract Random and Concrete Random 

teacher personality types as effective in providing an 

excellent learning climate for gifted children (Bishop, 1976 

& DeLisle, 1987). Educators do not always promote these 

qualities in classrooms. Children have been taught 

traditionally by emphasizing linguistic and logical 

mathematical concepts in school, concepts that are focused 

on reading, writing and mathematical skills. Educators have 

further focused on getting good grades and thus students 

avoid risk taking behaviors. This emphasis promotes the 

valuing of a more sequential teacher, one who is focused on 

attaining concrete goals. The association is intensified by 

adding parental expectations that also promote the values of 

getting right answers and good grades. 

If we are to have children who exhibit risk taking, 

creative behavior, we must value these behaviors in 

children; educators also must promote risk taking in 

teachers. Parents need to be educated to support this 

concept to ensure that creative thinking, not grades, is the 

focus of education. 

Once we emphasize creative learning, we will promote 

teachers who are successful in teaching in this manner. 

What this study shows is that, even though we know about 

teacher personality characteristics that promote creative 
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learning, other factors enter the educational picture and 

affect the desired results. Teacher training, parental 

expectations and educational and cultural values all have a 

part in establishing what is an appropriate learning 

environment for children. 

Identifying teacher personality type can be beneficial 

in hiring teachers who would best empower children. We all 

have certain propensities that are innate in our personality 

profile. It is much easier to enhance and train an 

individual who has the basic personality components known to 

be effective in teaching children. This is true for all 

teachers, especially those who teach gifted children. 

From this study I concl~de that teachers and students 

are basically cautious'. Instead of creative teaching, 

society values safe results. Teachers who have Abstract 

sequential personality traits meet this need. They are 

somewhat creative but still organized, and provide the kind 

of environment that produces measurable results. 
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THE CLASS ACTIVITIES QUESTIONNAIRE MODIFIED 
FOR ELEMENTARY STUDENTS 

Directions: 
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For each sentence below, circle 
the letters which show how you 
feel about this class. 

1. If you strongly agree with 
the sentence _. Circle SA. 

When you answer each question, 
think about how well each 
sentence tells what is 
happening in this class -
what your teacher has you do. 

2. If you just agree with the 
sentence - Circle A. . -

3. If you do not agree with 
the sentence - Circle D. 

4. If you strongly do not 
agree with what the 
sentence says - Circle SD. 

REMEMBER: 

SA = strongly Agree A = Just Agree D = Do Not Agree 
SD = Strongly Do Not Agree 

1. One of the main jobs we have in this SA 
class is to remember and understand 
the information. 

2. One thing we do a lot is decide why SA 
something is good or bad, or right 
or wrong, and then tell why. 

3. We are always putting our ideas SA 
and ways of doing things into use 
in new situations. 

4. Most of our time is spent doing SA 
other things than just listening. 

5. Our class is always, having SA 
discussions. 

6. In class we are supposed to go SA 
beyond jusu the things we are 
told and think about what other 
things it could mean. 

7. It is very important for ~s to SA 
think about things step-by-step. 

A 

A 

A 

A 

A 

A 

A 

D SD 

D SD 

D SD 

D SD 

D SD 

D SD 

D SD 
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Page 2 - Classroom Activities Questionnaire 

8. In our class it is very important SA A 0 SO 
that we know the best answer to 
a problem. 

9. It is important that we can take SA A 0 SO 
ideas we are given and be able 
to say them in our own words. 

10. Memorizing is very important. SA A. 0 SO 

11. We are asked to take what we SA· A 0 SO 
have learned and add our ideas 
to it to make something brand 
new. 

12. Something we do a lot is use SA A 0 SO 
"logic" and good reasoning 
to think and solve hard 
problems. 

13. We practice solving problems SA A 0 SO 
by using real life situations. 

14. In this class we get to explore SA A 0 SO 
and start new activities. 

15. We have very little time to SA A 0 SO 
have group discussions. 

16 .. We are supposed to look at SA A 0 SO 
information very carefully 
and be able to tell about the 
different kinds of things it 
may mean. 

17. We always try to find as many SA A 0 SO 
different answers to problems 
we can. 

18. We often look very closely at SA A 0 SO 
ideas and then make decisions 
about them. 
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Page 3 - Class Activities Questionnaire 

19. We are always excited and very SA A D SD 
interested in the different 
things we do in this class. 

20. Something we do is to decide how SA A D SD 
important different ideas and 
facts are. 

21. It is very important for us to SA A D SD 
be able to explain and review 
all the different parts of 
information presented. 

22. Grades are very important in this SA A D SD 
Class. 

23. We are always inventing, creating, SA A D SD 
and making up brand new things. 

24. We often try to figure out how SA A D SD 
certain ideas are alike and 
different. 

25. We do not joke or laugh much in SA A D SD 
this class. 

CHECK YOUR ANSWERS AND MAKE SURE YOU CIRCLED AN ANSWER FOR 
EACH QUESTION!! 

26. Your teacher does most of the talking in this class 
how much of the time? 

circle one answer: 90% - almost all the time 
75% - a large amount of the time 
60% - a little more than half of 

the time 
40% - a little less than half of 

the time 
25% - not much of the time 
10% - very little of the time 
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Page 4 - Class Activities Questionnaire 

27. How much time do you spend getting ready for this class 
each week (homework, outside projects, using the library)? 

Circle time spent 

o hours 1/2 hour 1 hour 1 1/2 hours 2 hours 

3 hours 4 hours 5 hours More than 5 hours 

28. List the three things you like best about this class. 

1) __________________________________________________ ___ 

2) ____________________________________________________ ___ 

3) ____________________________________________________ ___ 

29. If you could change three things about this class, 
what would you change? 

1) 

2) 

3) 

COMMENTS: What else would you like to say about your class? 
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APPENDIX B 

TEACHER - STUDENT PERMISSION LETTERS 



Informational Letter to Teachers 140 

Dear Teachers, 

Thank you for volunteering to participate in this study. By way of 
introduction, I am a doctoral candidate in special education with 
an emphasis in education of the gifted. I am currently gathering 
data for my dissertation on teacher personality types, classroom 
climate and higher level thinking skills. I am asking each teacher 
that part.icipates in the study to respond to two personali ty 
inventories, The Myers-Briggs ~ Inventory (MBTI) and the 
Transactional Abilities Inventory (TAl). Data collected from these 
inventories will be compared with information gathered from the 
Classroom Activities Questionnaire (CAQ) , an inventory that 
assesses higher level thinking skills and classroom climate. Both 
teachers and students will be asked to respond to the CAQ. Teachers 
will be asked to respond to the CAQ twice, once as they "predict" 
their students would answer and once as they "intend" their 
students would respond. Teacher responses will be compared to 
student responses. All responses will be compared to teacher 
personality types as assessed by the MBTI and the TAl. 

~. 

Data gathered in the study will be used to assess what effect 
teacher personality has on thinking skills and classroom climate. 
To ensure confidentiality, answer sheets will be coded and no names 
will be used in the study. Mean scores on the CAQ will be compared 
to teacher personality types to see what effect, if any, teacher 
personality has on thinking skills and classroom climate. 

If you have any questions, please do not hesitate to contact me at 
798-2645. 

sincerely, 

I understand that my name will not appear in this study and that 
any information gathered during this research project will be used 
for educational purposes only. I give my consent for data 
collected in this study to be used for this purpose. 

Teacher's Name (Please print) 

Teacher's signature 



Informational Letter to Parents 141 

Dear Parents, 

I am a doctoral candidate in special education with an emphasis in 
education of the gifted. I am currently gathering data for my 
dissertation on teacher personality types and classroom climate. 
Your child's teacher has agreed to participate in this study; a 
brief description of the study folliows. 

The study is designed to assess the classroom climate and thinking 
skills from both the teacher ~d student point of view. Teachers 
will take the· same questionna~ie as students. Each teacher will 
take the Classroom Activities Ouestionnaire twice, once as they 
" intend" their students to respond and once as they would "predict" 
their students would answer. Students will be asked to respond to 
the questionnaire once. Results will be compared to the teacher 
responses. 

To ensure confidentiality I answer sheets will be coded, and no 
names will be available to the researcher. Individual scores will 
not be examined; class mean scores will be used for analysis and 
interpretation. 

If you are Dot willing to allow your child's test scores to be used 
for analysis, please complete and detach the bottom portion of this 
letter and return it to your child's teacher. 

If you have any questions, please do not hesitate to .call me at 
798-2645. 

Sincerely, 

C):<;~ 
------------------------------------------------------------------
I do Dot want my child's responses included in the data for this 
study. 

Child'sname ________ . ____________________ Teacher __________________ __ 

Parent or Guardian Date --------------------- ---------------------
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APPENDIX C 

HUMAN SUBJECTS COMMITTEE LETTER 



February 4, 1994 

Jane Klipp, M.Ed. 

THt UNMRSnY or 

ARIzoNA 
HEALTH 5cIlNC£S CUmR 

ZUC 

c/o C. Jane Makar, Ph.D. 
Department of Spacial Education 
Education Building 
Main campus 

RBI ~DCIID PBRBODLlftl WD~ CllARAC'fDIHIC8 B.8~ 8UI~ 'I'D IlllB08 
OF Glnm 8'1'UD1DI'l'8 

Dear Me. Klipp: 

We have received document. concerning your above cited project. 
Regulations published by the u.S. Department of Health and Human 
services [45 CPR Part 46.101(b) (2) exempt this type of research 
from review by our Committee. 

Please note that signed parmission slips should be stored at the 
d.si9D&t.4 d.parta.ntal ato&-89. ait. in adainiatrative files. Our 
records indicate the department storage site is Education Building, 
Room 417. 

Thank you for informing us of your work. If you have any questions 
concerning the above, please contact this otfice. 

sincerely yours, 

~ 
William F. Denny, M. D. 
Chairaan 
Human Subjects Committe. 

WFD:js 

cc: Departmental/College Review Committee 
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