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‘This research attempted tc increase cur understanding of some of the relationships

INTRODUCTION .

-

That psychological factors play a sign‘ificant role in teaching behavior is generally
acknowledged; x"t;tsearch. on related questions! however, has.proceeded from diverse

N

»

aventes of approach and produced findings which vary ‘censiderably in many respects.

. * .

which exist between the interpérsonal structure of the teacher and teaching behavior

by systematically applying psy‘choanalytist principles tu an analysis of teacher belief
and practice. Specifically, teacher trainees were classified by personality and assigned

to one of three teaching categories; the educational beliefs of the teaching types were
! \ ‘ .

s ~

compared and contrasted, and their impact upon classes and students was studied via a

>

pupil percepti_mf mtasure. The investigotion traced the theoretical and empirical linkage

from personality structure thsough educationdl ideclogy angd finally to peircaentions of

L .
teacher behavio: as scen Ly students.

All beginning teachers bri: : many types of shared educational and nersonal experien-
g g ! pes J 4

Iy

ces Into the classroomn. Dut upos azsuming the role of teacher, it is evident that there

are consicerable differcucs s snonz then: in regard to teaching style, classroom climate
and teavher-pupi! rapport, Thesd difforences have not been accounted for through exam-
]

Ination o0 the Lramning seceroe e oetind aede ratanding of teacher personality and the

desire to rench Is provided Lo o Pooecledue of the ways parental relationships and

childbuod cuperiences indin L o the e ospoctive teacher. Investigation of the relation-
ships betwoen toachor persoo. ity ond Lo b practice was undertaken in order to b oxi-
fy personaiiny croc e s 00 e 0t ek rs and 1o detail the potential influence
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~which the personali’y of the teacher can have upond the entire classroom milieu.

o Psychological Backgfounds ‘

‘We know that thé vocational choice of féaching ié éubject to a complex set of emotional
factors? with réots which caﬂ be traced to childhood. Symor:.lds2 was a pioneér_ iﬁ the
study of childhood as it relé:tes to teacher psychology, demonstrating that man}; of the
emotional expre ssions and inapprc'apriate 'beha‘v_iors wl-;.ich te;a‘chérs.mar'iifest in the g:la;s-

room can be causally related to early chiidhood relationships. Wright, 3 and Wright and

Tuska4 found that childhood identification with either father, mother, or teacher influen-

ced both basic orientation to life and motivations for teaching. Sherman? reported that

- pupil-teacher relationships are in many respects répetitions of earlier relationships,

) .

|

indicating that transference plays a major part in ciassroom interactions. It\also appears

- : ; :
that there are strong vicaricus overtones in the occurrence of projection -~ the individual

doubles the emotional impulses as fhcy are perceived in others. Projection of impulses

unacceptable to the sﬁperego frees ihe ¢go from an obligation to expend ene?rgy to repress

them. Both Baron 6 and Henrv7‘“:1ve detailed some of the ways in which defense mechan-
) y

isms condition pupil-teacher relationships and shape the organizing structure of classes,

Wright and Tuska$ also suggest that identification with a teacher strongly influences

teacher 'development. Thrce scparate identifiéatory patterns,” each based upon a different

model and incorporating its own set of motivations, assum tions, and goals, can be
& o

deline ated:

1) Emulative Identificaticn is the process tierugh \yhich a desirable model ié acquired
‘for personal use. Assumption ruf the teaching role from th1:s basis allows the individudl
to re-create the role as it hasg bg:cri r:»bservc;d through a particulafly admired teacher. The
goal thus becomes fulfillment of the ¢gw tdeal as personified by an original model. Emula-

tive identification permits the individual to express qualities of leadership and direction; -
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students are encouraged to follow in the paths sct by the teacher. The ultimate personal

goal, and one which is likely to be projected onto students, is to achieve success,

maturity, and independenrce.

Iy

2) ldentification with past teachers, collectively, is sﬁgge‘sted here to be primarily "7\

s

defensive in nature. Children,as Baron remarks, perceive many similarities between

parents and teachers. 'fl1e socializing functions of both roles are recip:rocal and mutuall
reinforcing. The child/student makes the identific_ation not with a particular adult model
but rather with the ob“se;'vable manif_estatio‘ﬁs of the role actebd out by teechers. Upon |
' assumption of the role as 2nadult, the individual may t"hen demand of studer.';ts what has
‘previously been demanded of him by his ewn parents .a!;d teachers.,

. : R

3) A third pattern of identification focuses around an idealized conception of "student',

-

and arises from identification with moth-er and maternal teachers. 9 The goal is to re=~

..create the emotionally sat1sfy1ng experiences and joys of earlier school years. Possess-
ive 1dent1f1cat1on tZ:nds to minimize the leadershlp and controlling funct1ons.of the teach.
ing role. The identification is, in this case, primarily narcissistic --the teacher in love
with the chillc_l in himself. h

These identificatory pattefns are brought to the te:aching role by "« person, having |
beer formed long before the onset of formal trair.';ing. The nature CR ».‘.;‘Ltens.ity of the
identification will ha.v“e direet consequences in terms of role perception. Once having
assumed the role of teacher, and through the mechanism of transference, the individual
may reinforce basic attitudinal and behavioral conceptions of clesses and.students. It is
this mechanism which helps to account for the general stability of such classreom vari.-
abizs as methc)dology, 'climate, and student-teacher rapport over time. 10 leirou’gh the /

ri-xechanism of projection, the teacher attributes to classes and students his own needs,

goals, insecurities, and perceptions, acting and reacting acccrdingly.

(R




TEACHER TYPES-

Recognition of similarities in-orientation and practice among teachers has led re-.

searchers to the development of teacher typologies in an effort to more easily understand

shared traits and tendencies. Typologic al grouping ‘has the advantage of dealing w1t‘1

.,

characteristics appa;cnt in groups but less obvious in 1nd1v1dual cases. This permits "

generalization and prcdiction with the necessity of accounting for variables operant for

' 1nd1v1duals ‘The typolowies postulated by Wright and Tuskall were employed here.
erght and Tuska examined the interpersonal psychological patterns of 508 women
/

teachers in all levels of education, postulating three types:

1)  Ambitious (stim.ulating, striving)
2) Conscientious- (organized, demanding)
> 3) Indulgent  (participating, understanding) \‘\

Th edr re‘\searcli suggested tl‘xat each of“the typologies in‘corporated its own motivations
for and attitudes about teaching. Educationally, these dispositions are "presumably mani-
fested in both broad educational goals andin- specific classroom bel'xavior patterns, The
hypothesis guiding this project was that a teacher's educational priorities and teaching “
strategies are functions of his typcliogical proclivities: analysis of the theoreti'cal con-
ceptualiaations of the three types delineat.ed by Wright and Tuska made possible specific

hypotheses relative to teacher belief and performance.

Ambitious Type. For this type, the undcrlying motivation is attainment and perfection

E)

of the self as representn?!-li:y"..‘:re coo idexl, with concomitant feelings of pfide in fulfill-
' ment and shame in failire. l}cv_e}opmentnl behavior is characterized by emulation of an
especiallyl admired hero or modél; l"olc behav-ior is marked by inspring leadership. Al-
th()l.lgl:. the personal model Y‘.'lf'l\." have been grounded in the father, an outside influence
 {such as.teacher), can_{ill this role as well, We may expect that just as an inspiring
teacher served ag aanodegl (o tieiy (‘:A:_:');,;--z-mnce, 50 Ambitious types can now be exemplars

for their own students,

S




. Given these motivations, we expected that among the educational priorities of Ambi-

tious teachers classes and students would be seen as depenuent and in need of guidance,

and that the locus of control would be centered with the teacher. Projection of personal
T/

- goals onto classes would also cultivate competition and be reflected in a pos“itive view

of testing and grading. For this type, "success"in school isan 1mportant step toward
maturity and individuality. Here, student progress is an indication of teacher Buccess.

Consc1entious Type. Defenswe identification, which constitutes the basic configuration

of this type, is characterized by obedience to rules and authority; role behavior is often

/ : -
attuned to order and detail. Compliance with the demands of and obligations to the stric-

tures imposed by the superego promote feelings of virtue; guilt is the negative emotion.
'I_'his interpersonal pattern tends to inhibit expressions of individualism. From this

orientation, acceptable performance in school_ can be eduated with preparation for later

life --“becoming a responsible worker and citizen. We hypothesized that teacher trainees

who approached education from this interpersonal structure would support the idea of |

classroom control, adhere to established forms of curricular instruction (e. g., textbook

and- would be concerned with establishing an orderly, well-organized learning situation.

Indulgent Type. The Indulgent type of personality reflects the child-oriented side of the

'personality This pattern is maternal in origin, and 'Ls typified by the emotional feelings

: N
of having, participating, and understaﬁ.\dmg. In contrast to the emphasis on maturity and

“ : \
\

independence“which marks the Amb_itiousj: type of teacher,, the Indulgent person.prefers
to recreate and enjoy the carefrec t'irnes_‘\“(\{f childhood. The structuring' id_entification' is
possessive,' and leads the individualto see}g ways to gratify a need for emotional satis-
faction while concurrently reducing anxiety a A d. tension.

Given the needs and priorities of the type, we ant1c1pated that they wculd structure

dct1v1f1es to promote student autonomy and expre\ssmn and would minimize subject-

oriented 1earning. This type was not expected to exert authority and control in the



classroom. The type ordinarily might prefer to teach at the elementary' level, where

» subject and"achievement factors are of less importance. Only three I-type trainees

were found 1n’the population of this study --a populatlon tra1n1ng to teach at the secon-
'dary 1ével. ’ .
The application of typological theory here does not suggest that the types as'formu-

/

lated are either mutually excluswe or that teaching methodologles cannot vary: from a -

;./'.

predete1m1ned pattern. But msofar as each type is an accurate reflection of the psycho-

logical principles which - are known to influence motlvat1on.s and behaviors, we ant1c1pated
that each type would pursue certain educatlonal outcomes in preference to others, and

that in practice each type would endeavor to implement these conceptions where..possible.
Table 1 summarizes and contrasts some of the basic psychological attributes and educa-"

tional perceptions attendant to each of the types.

- TABLE 1. -- A summary of three teaching types
Ambitious . Conscientious Indulgent
Dominant Structure ego ideal superego id
Nuclear identificatory emulative - defensive possessive
pattern : -
-Personal goal ) "self-assertion membership comfort
Teaching role leadership control nurturant
: : _ f riendship
Goal in teaching accomplishment duties - understanding
Conception of class group {(foilowers) group (wards) individuals :
Conception of students status ) conformity relationship
within class i '
. Goal of education - self-enhancement socialization satisfaction

/ .

All of the prmrltles deemed to be stressed by each type were accepted as educationally
defens1ble For this reason, - any indication of teaching ”eff1c‘1enc.y” or "effectiveness' is

lacking, as are considerations of pupil gain or pupil preference. The purpose of the study




was to investigate the degree ic which the psychological structure of‘t‘h/.Le teacher (or

( . B
. teaching type) influences both belief about education and subsequent educational practice.

DESIGN AND METHODOLOGY

If, as alleged, the conceptual sys.tems of teacher trainees differ according to type,
measurable differences should be-found among the types in respect both to belief about
é’ducational practice and in practice itself. In order to provide data different both in
kind and'in time, three separate types of 1nstruments were employed 1) projective; 2)
"objective self- report and, 3) observers report Use of both pro_]ective and objective
tests was intended to supply more kinds of information than is usually available from
one of these types alone. The 32 subjects were tested or reported on at different stages.
bof the training sequence, providing the advantage of studying a stable group during |

differing periods of deveiopm'ent and experience.

The Projective Instrument: Free Association Patterns. The selection of a projective

measure for the mlt1a1 classification stage of the study was intended to reveal underly-
mg motivations and conceptions, thereby by-passing customary self-conscious, defenses.

There is general agreement that free association allows inve stigation of permanent
’ personality traits accessible to the ego,12 as well as to others which are unaccept‘abIe
and are therefore customar11y repressed. The dynamlc nature of the word as soc1atlon
format forces the subject to impose his own form and structure, and can perm1t re-~
lease of feelings or emotions which may otherw1se he blocked. 13 The pos1t ion is that

free association is "charactenstically concrete, rich in pers: nal meaning, and activer

product1v 1% 1o contrast to Jurig's méthod of ”controlled" assoc1atlon, this use of the
technique need not be concerned with such testing factors as timing and/or frequency o«

response. The seven verbal stimuli used for testing were selected from a larger pool

of words tested with other trainees over a two year period.‘ All of the words used were



clearly related to educational roles and ftinctions. The stimuli, in the order presented
to the subjects, were the words EDUCATION, GRADING, CL.ASS, KNOWLEDGE‘,
TEACHER, LOW ACHIEVER, and STUDENT. '32 teacher trainees responded to an
invitation to participate ‘in the study. They were tested during their fifth quarter of

. res1dence in a graduate level training program, after course work and student teaching
had been completedr. Testing was accomplished individually, vsfith an average time of
13 minutes duration.

The seven s‘timuli were presented, each with a one mindte perh word allowance for
recording. The aid of two assistants was enlisted in the scoring and classification of
the subjects, both of whom had extensive teaching experience. After familiarization
with some of the t_heoretical constructs applicable to the types and a review of the
priorities and patterns which might be expected to appear in response to the stimuli,

the author and the assistants proceeded to analyze the response patterns independently.

: . . B . .

Raters made a determination for each response made, using an '""A" (Ambitious), "'C",
. : . /

(Conscientdous), "'I'" (Indulgent), or "X" (inability to decide) accordingly. These’Were
then totalledh.for each stimulus word. Final classification was made by stimuli according
to the type (A C, or I) which appeared most frequently in the opinion of the raters A

. 937 level of agreement as to classification of the subjects to. type resulted Table 2

(page 9) preSents the major themes and differences in perception which appeared for

-

the three types ‘

Incorporated into the patterns of the Ambitious type teacher trainees was the idea of
‘\ .
""being'', which translates into a sense of motion and hormic activity. Self- 1mposed goals

and personal aml\)\itions (fulfillment of the ego ideal) are projected onto idealized learnert
recreating the cyole of emulative identification which originally .influenced the psycho-

logical (and educational) development of the subject. Since the gap between expectation .

10
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. . ‘ " \
TABLE 2. -- Response patterns by type. ; .
. . 5 : = . . 7
. Stimulus ‘Ambitiouss Consc1e}\tzous_ Indulgent
» : ‘ , - : . - Y - .
EDUCATION. - - success/pride life/preparation self/others
. GRADING . - achijevement/ stask negative/
’ rating . . : artificial
CLASS group/competitive - group/control individuals
KNOWLEDGE opportunity duty ‘ self/ambivalence
TEACHER : leader/modeV o responsible/ friend
member
LOW ACHIEVER unfulfilled . blame projections denial
STUDENT _ dependent/ immature - needing/
' achiever ' , t:pressive
and performance is amenablc to measurement, the patterns often corntained positive
notions in regard to achievement and testing, and reflect concern about the relative
: /
syanding or ranking of the participants. Personal accomplishiment, from this view, may
3 : / . . "o . -
be equated with ‘growth, learning, and fulfiliment., man— . o
An overview of tho basis cl,-nsidcratimxs found wit) 1in the patterns of the Consc1ent10us
types reflects the moral conce rns ;m.rl-'i:upusn’ors of superggo influence on the personal-
ity. The domindnt percepting coaters arcund the sciting of t-he.educational enterprise,
and seldom shows concori for v reraad ur subjective refle ections, Ind1v1dua11ty is apparer
ly subsumed in role, and (b thside is publicly repressed. Tne demandmg s1de
. \ .
of personality vig-q.w: " ianifustod ahraugh measures of control and a task-
oriented approach (¢n. s ~eorganized and systematic).”
In contrast to & S @ pattecns produced by Indulgent frainees were highly
intraceptive and idicsyne ».ric Fhe Dindamental concern of "having" was resolved by
. filling the roles of teachor .nd stndene shultancously. This wview acknowledges.\ elf-
. . \ '
expression, bat without v fHinire ol saane ,‘-_:md‘::mhilevement«often seen as the 1 gical'
B 1 .
concomitiant by the Arnbitious 1oy, Por the Tndo! cent type, the pcrsrm‘a] emot1onallk
T, . : ' |
® » r .- V ,
O ' . s o .
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satisfying as‘p'ects of the educaiive Iarocess take precedence over soci’al/institdtional
v e:-cpectations of learning and control. The learning component is focused more on self-
kﬁo’wledge, with recognition of the identities, needs, and motivations of the individuals
sharing the educatiorlal 2xperience,

Based upon the raters' analysis of the response patterns, the sarriple .‘was divided
into groups of 15 A-type trainees, 14 C-types, and only three Indulgent types. Since the

/ .

trammg program was structured to prepare teachers for the secondary level and 'since
the needs and motlvatlorls of the Iteacher may best be accommodated in an elementary
settmg, the imbalance in sample sizes could have been corrected only by including traln-
ees from another program ‘preparmg lower-school teachers. Since this would have intro-
ddced a. wide range of additional variables, this project included trainees- £rorn a single
training program only.

The Self‘-Report Objective Instrument: The ‘Wehl'inn-Charters Test. For the investigation

of the re1at1onsh1ps between typology and be11ef a self-report instrument was employed:
'Teacher Conceptmns of the Educative Frocess'. 15‘Althi>ugh the format does not contri-
bute significantly to. ard understanding the psychological m'»tivations and needs of the
teacl';mg types, it does provide information in quantitative form which is ~1sefu1 in under-
standmg how each type addresses certain educatlonal tasks. Select1on of the Wehling-
Charters test was ba"ed upon several factors: 1) The teaching tyves as conceptﬁalized,
the word association test, and the Wethé-Charters test all avoided-Value-related
questions about teaéhing performance or success; 2) The research guidin.g both this study
and the development of the Wehling-Cha rte*s test understands the conceptual systems of/
teachers to be complex. cll‘,.sters of belief rather than variations along a "democratic-

authoritarian' contihuum; and, 3) no-predictions or assumptions were made about the

subjects which were not related to an educational Cdncept.. The Wehling-Charters test



. ' 11

was developed to elicit clear nreferences from subjects in regard to educational prac-
- .

tices and activities.
Wehling and Charters analyzed the responses of 291 teachers, obtaining eight dimen-
sions of educational belief. Four were judged to be particularly.germane to this study.

These four dimenions are:.1) ""Subject-Matter Emphasis" (Dimension 1). This dimehsio'n

represents the presence of the belief that course content is of primary im'l-:ortanc'e;

2} ''Student Autonomy ver;u_s Teacher Control" (here, Dimensions 2A and 2B). This bi-
polar dimension tests théﬂ:conc'eption of the trainee in regard to tea_cher/student direc-
tion of learn?ng experiences; 3) '_'Cla:Jssroom Order" (Dimeqsion 3). Wehling and Chlar-'

ters view this dimension as measuring the teacher's commitment toward order, rou-
; - a )

tine, and contrsl over the‘classr&}om; and, 4) "Consideration of Student Viewpoint'' -

(Dimension 4).' This dimension seeks to measure the belief that the teacher must culti-
e g . v

vate warm and supportive relationships with students, and be sensitive to neéd_s__a;nd

wants. - )
Operational hypotheses were formulated for each of these dimensions. T able 3 ‘
summarizes the predicted mean score position ..r the three types on the four Wehliﬁg-

Charters dimensions used for thig study.

TABLE 3. -- Predicted group positions on four Wehlihg-Charters dimensions-

Types ‘ :
Dimensions Ambitious Conscientious Indulgent /
1. Subject-Matter Ermphasis ' H M L
2. A‘. Student Autonomy M L H B
B. Teacher Control R : , M H L
3. Classroom Order ' M H L
4. Consideration of Student Viewpoint M L H

Differences were tested using analysis of variance between means, with a level of

significance set at p<.05. To facilitate investigation, the reciprocal poles.of Dimension

13
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2 were treated separately, so that an analysis of five dimensions (five dependent

variables) resulted. Testing of the belief systems «{ 'he trainees was accomplished

.

concurrently with the collection of the word associar: . data, according to the

instructions which accompany the instrument. ot

The Descriptive Instrument: ""Student Perceptions of the Classroom'. Study of the

second dependent variable, intern classroom performance, was completed during the

intern teaching year. Conceptually, the hypothesis was that teaching strategies enacted
in the task environpgnent would . eal differences in practice consistent with the needs
and beliefs of thf re spective types.

Research has established that teacheTs maintain a stable classroom climate, that

both affective and cognitive domuains ure affected by teacher-pupil interactions, and

that pupils are in agreement when describing bdth the behaviors and the rapport which

- 3

exists in the classroom. '®. The final stage of this study used an instrument which was

upon the premise that st dents ¢ un identily the strategies and priorities of teachers.

The test used, *'Studen: Puercestions of the .lassroom', was developed by the author

and was constructed ti obtain two major perceptions from students: 1) what the students
believed to be the teacher's :motives and/or beliefs behind her requests and actions;

LR

“and, 2) ways in which the interns were percceived to be managing the daily routines of

7

the class. Proeliminary tostiv o = <hune with former trainees and other teachers of the

author's acquraintance, resuliting it revisions leading to the final form. The SPT con-

tained two parts. Tho niain oot was i;,l"’:]JL'iSed.Of 24 descriptive items. Each item
contained three {rii=, . fwpice e o orranonded to motivations for self-assertion and
contcm.(i‘?.c.tmt 5'".1-&;:_ Coenh o bi e ke rocoadd foale was for routine, task, and com-
p!'hnce (Confrronive O s S e third the existence of supporti\./e, close
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.
- 4
[y

. pupil-teachér rapport (Nurturance/Indulgent;. Each foil was designed to be representa-
tive of the hypothesized needs of one of the typeé. The student;, in ascribing_ motives
and describing events, clé.ssified the teacher accordingly. The items were constructed
t.t deal with both affective and cognitive domains, and were written t:) accommodate

,,. differences among courses and subjects of study. Secticljn B, comprising five items,
was included to allow students the oppdrtunity to e':ipress their' reactions to and evalua-

tions of their intern's priority system and performance. -

Operé.tional hypotheses were formulated for Section A of the instrument; predicting

that the Ambitious group would score highest on the Achievement Scale, th’e/Conscieri’-
ticus group would score. I;ighest on the Conformity Scale, and that Indulgent tl;ainees
would receive the highest écore on f;he Nurturance SCale of the test. These" hy‘pot'heses
were tested using analysis ~f variance between means, with a level of significance set
at p<. 05. - | | ,

The Student Perceptions Test was administered by the author in the classes of the
interns during the Spring of the intern teaching year. 'Students completed the test anony-
m‘ously‘, v;A/ithA the assurance that r_elsults would have no bearing upon their gradeg or
work in the course. The selection of classes for testing depended upon the availat;ility

~of :a mutually convenient time and an effort to test a diveréity of courses and levels.
Perceptions were obtained across all four school years and included six subject areas.

The 1,203 students who completed tests may be viewed”as a random sample of secondary

y ,
school students in regard to such variables as sex, race, age, socio-economic status,

4

and agademic ability.

Sample Charac:.ristics.

The sample population for the study consisted of 24 female and 8 male trainees. The

15
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sample is assumed to be reprasentative of .stu'dent populations in that particular pro-
gram.f‘or recent years. Sample size for classroom testing dropped to 26 of the origirial,';
32, the draft, mid-year resigr;lations, and administrative interference in the schools
accounting for the atfrition. The final Sample consisted of 14_.A-type interns, 11 C

- types, but only one I type. Intern placements encompassed a wide variety of schools
- and 51tuat10ns The schools can be classified as inner city (6 subjects), cgty (8), paro-

chial (4), and suburban (8). Ten subjects were in the social science fields, nine were

in English or the Humanities, and seven were math or science majors.
RESULTS OF TESTING -
Dependent Variable A: Trainee Belief

Table 4 compares the mean differences between the Ambitious and Conscientious

groups on the five variables of the Wehling-Charters test-of educational belief

TABLE 4 -- Analysis of variance on five Wehling- Charters dimensions. comparing
Ambitious and Conscientious groups (bel1ef)

* T e Dimensions ' Mean Square df F p
Y Subject-Matter Emphasis 28.10 1 0.66 - . 0.43
2A. Stident Autonomy : 85. 02 1 2.31 0. 14
2B. Teacher Control . ©31.50 1 1.05 0.31 | )
3. Classroom Order : " 104 96 1 3.93 . 0.05
4. Student Viewpoint ~ 294.86 1 11.91 . 0.001

: n: A=15, C=14
Table 5 (page 15) compares the mean differences between the Ambitious and Indul--

gent groups The hypotheses pred1cted me an d1fferences at the p<. 05 level would be
.. found between ‘all groups on all dimensions. Although nor_1e of the hypqtheses were

fully s\upported statistically, group performance, with one exception, fo_llo.wed antici-

pated patterns. The Conscientiqus trainees scored the highest among the three groups

on the control variables (Dimensions 2B and 3), and the lowest on the student-oriented
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TABILX 5. -- Analysis of variance on five 'Wehling-Charters dimensions \cc‘)mparing
' Ambitious and Conscientious groups (belief)

Dimensions Mean Square df F p
1. Subject-Matter Emphasis 288.01 1 6.72 0.02
2A. Student Autonomy . 280. 90 1 7.63 0.01
2B. Teacher Control ' 57.60 1 1.92 0.18 7
3. Classroom Order 82.18 1 3.08 0.09
4. Student Viewpoint 0.10" 1 0.00 . 0.95 .

n: £ =15 1I=3

variables (2A andv4), all as predicted. The I scores reflected the trends hypnthesized

for the group, i.e., they scored lowest on the subject and contzol dimensions while

scoring highest on the student-ceuntered rnes. Gverall, 13 of 15 predicted positions

A

‘appeared, as evidenced in Summary Table 6.
TABLE 6. -- Summary/fable: predicted and actual group mean rankings, Wehling -
. - Charters test (belief) .

\

Dimensions - ’
1 2A . 2B 3 4 .
Subject Autonomy Control - Order Viewpoint
A I ‘ C . C | I
Predictgd .o - C - A 4 A A A
Order - 1 c I 1 c
s c* )
Observed i . c ‘ o \I
Order s A : A - A o A
e I : A c - I I c"

T significant difference (p <. 05) between this group and the other groups
“* significant difference (p £.01) between this group and the other groups-

Dependent Variable B: Intern Practice
.. - The presence of-only a single I category intern for this testing stage precludes

discussion ol classroom practices as they relate to the I type. Data furnished by the

17
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by the students of the interns (n=1,203) were analyzed through analysm of. va’riance— )

\

beiween means (51gn1f1cance set at the p<. 05 level), producing the following results.

TARLE 7 -- Analysis of variance on the Student Perceptions test comparing
. Ambitious anu Conscientious‘groups (practice).

o oms S 4

Vari~ '|° F

Source of Varlatlon (Sunics df. Mean ;Square (1, 23) Tp
Between Ambitious Achievirnent 1 210.99 Achievement:
& Conscientidus Conformity 1 646. 30 210. 99 2.80 N.S.
Teacher Groups Nurturance 1 1312. 87 75.32 ~
_ : _ . Conformity: '
) T 646.30 .
Arnong Te_aeners Achievement 23 75.32 . T8z.83°-7.69 .03
(within Ambitious Conformity 23 84.83 Nurturance: o
& Conscientious _ . 1312 87 P
| Groups . - Nurturance 23 114.06 14 06 11 51 . 005"
(A=14, C =11 . " , : ' ‘

The compariéon made here is the variation between types of teachers (A vs. C, 1df),

compared to the variation within types of teachers (23 df). We predicted that.the Am-
bitious category interns would score highest of the three groups on the A Scale of the

Student Perceptions test. The hypéthesis was rejected, the C group mean being the

highest found. A further prech(‘tion was that the Co'isc1ent10us group would recei-ue the

-~

highest mean score of the groups on the Confo’,rmity_Scale. Results of testing confirmed
this expectation. Finally, it was predicted that the Indulgent interns would receive the

highest Nurturance Scale score. with an I/ A/C ranking expected. A highly 51gn1f1cant :

A

difference separated the 4 and C groups-on ‘f}us scale.

Additional Findings: A and C (\x-'ithinfgronp) scores on the Conformit’y and Nurturance

~—

Scales. Figure 1 {p. 17} presznts the relative positions of A and C interns on the Con--

formity and Murturance Scales of the SPT. The A group scores depict the variability

18




¢

PRs !

Fig. 1 -- A and C Teachers on the Conformity aﬁd Nurturance Scalés, SPT (Pi:actice)
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trends feund within the A grovp of 14 interns -- the N Scale produced the highest within-

group var1ab111ty (A Scale =58.95, C Scale=117. 15, and N Scale =173. 84). In sharp

contrast, the C teachers (with one exception) cluster in the high Conformity quadrant
.of the graph, and produced a var1ab111ty trend as follows: A Scale = 96. 61 C Scale= -

42 82; and, N Scale = 36. 36

These f1nd_1ngs were incorporated into the analysis Hy taking the scoring diffefences,
for individual interns and subtra'cting the mean score .on the ‘Nurturance Scale from that
produced on the Conformlty Scale (C - N Scale score). Pos1t1ve scores indicated conform-

1ty or1ented behaviors were reported by students. Whe re C-N scores appeared as’

©

,negat1ve, Nurturant teacher behavmrs were seen to predominate in pract1ce

s

' Addﬁ]al Findings: Student Reaction. Item #29 of Sectlon B asked students to react to
2N

their intern's performance. Results were rendered as an F -U score by om1tt1ng the

11 Acceptable'"’ fo11 and then subtracting the number of "Unfavozable" responses from the- \

number of "Favorable" ones.” Three Ambitious and three Conscientious type interns

- .

NP
rece1ved negatlve F- U scores from their students indicating rejection of their class-

room strategies and beh¢v1ors The implications of thius score for these trainees will
be discussed more fully below. !

The third testing sta'ge examined intern performance in the classroom as reported

by pupils. Guoup results éppear in the following summary table.

TABLE 8. —-.Summary table: predicted and actual group mean rankings, Student
Perceptions test {cractice)
‘Scales /
. ' . Achievement Conformity Nurturance ;
Predlcted 1 High Group v - A . C I
.. T & T T i A
Expected Group Order f I C

“
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TABLE 8. -- Continued
Scales _
‘chievement . Conformity Nurturance.
‘ | c c* . (1)
ReSults { A (I) ‘ _A:'::‘:
| o A - C

slgmflcant difference (p=.03) between A and C interns

Y ' - *¥gjonificant difference (p<.0l) between A and C interns

() represents results for only one Indulgent category intern

¢ DISCUSSION OF RESULTS ! .
Ambitious and 'Conscie_ntio'us Group Scoring

Analysis of c].é.séroom testing data indicated that students saw clear differences be-
twgaen.A and C teachers in rega.d to C&nfofrrx/jty-ori_ented and Nurtﬁrant’ttgaching. behav-.
iors. Furt11er anqusis centered around the C - N differe-ntial, where, for A interns,
almost iden/tical mean scores of C =677 and.N =6.74 were found. For C.interns, how-
eyer', the difference. was 3. 66, bised upon means of 8.26 (C) and 4. 61 (N). These
scores showed that Amb.itim.,:s types manifested both Conformity and NuI:turant behaviors
in the classroor.*n, the pfoporti«m {or orientation) depending upon the particular tea.cl-'léf.

7

But the C interns were far less litelv to exhibit Nurturant teaching behaviors in the

’

classroom than they were \the‘ ement ur Conformity type behaviors® The magnitude
FOC ¥ L _

of this differential is in accord wilth Lurexpectations of the C group,” and is in line with

’ . - -
the variability trend roported. _ .

This investigation aiso revealed that the A“nbitious group was comprised of individual:

who, in relative degreces of Intensity, incorp uat;d within their dommant A strurture

a sub-dominant Conscienticvus H»r Indulgent set of needs. In terms of the scales of the

/ .
Student Perceptions Test. ihe - -osented either an Achievement (Ambitious) plus
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Nurturance (Indulgent) or an Achievement (Ambitious) plus Cori/fbrmity (Conscientious)
. - / . ) - .

pattern of classroom practice. Examination of scoring patterns across all three stages

.

. of testing illuminated these consistent combinations and orientations. Thé Ambitious

subjects were thefefore fe-élass’ified into the following su'b-glroups:. 1) Ai (Ambitious/
i_ndulgegt), those interns who, '\};.’l't}l]'.n their dominant 'Ambitious personality structure,
malso exhibited sub-dominant Nurturant—oriented beliefs and classroor: beha;/iors;
2) Ac (Ambitious/conscientious), those who, within their do_ominant Ambitious personal-
ity structure, also manifested sub-dominant control and Conformity-oriented beliefs
and classroom practices; and, 3) Ax, two interns who did not manifest consistent sub- .
dominant sets of belicfs of practices across the testing sfage.s.

Comparison of Ambitious and Conscientious group performances on an Achievement
vs. C-N dimension 'i_s presented in Figure 2 {p. 21). Shown-'clearly is thé tendency of

the C interns to cluster in the high C - N range (Conformity-oriented practices). There

< .

is no systematic variability across the Ambitious group scores, and the correlation is
weak, at 0.16. But the sub-group of A1 interns all demonstrated the presence of in-
class Nurturant behavicrs (i. e., they spread across the negative C - N range). The six

Ac interns scored in a relatively high Couformity-oriented fashion. Of importance also

oy

are the scoring positicus of the inte

if]

a]

N

1

= within the low A/high C quadrant -- five of the

six interns rejected by pupiis (ncgative F - U scores) are found in this range.

R O
318 18 &

The importance of this lne 7 analv ound in the fact that, in general, as the
p ) - . .

\

Achievement score- diminishes. the Conformiity score rises. In practice, it appears

.

“that as Ac and Conscicnricaz "vpe teachors minimize Achievement behaviors they in-

crease teaching behaviors which demand conformity from pupils. They will also simul-

taneously enzage in even fower Nurturant, sapportive actions. For these types, Con-
Jormity becomes an antitosi= 1o Sciidevement. This signifies that the teacher's inner

El{fC‘\-_ - . 23 -

Aruitoxt provided by Eic:



Fig. 2 -- Ai, Ac, Ax, and C Interns on Avs,

C-N Scale, Student Pe rceptions Test (Practice)
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drive for compliance is manifested in practice at the expense of ‘l'earning goals and

activities, this process being devoid of personal, supportive f::acher-pupil interactions.

Individual Scoring

. / . .
Review of findings across all three test stages was especially significdat-in terms

of individual pre-service assertions vis-a-vis clinical experience. While differences

’

al"n_ong the gfo_ups on the Wehling-Charters test was informative about typological pre-

o -
\

service beliefs," the results proved to be even more valuaBle in reference to -individual ~
‘scoring pailerns. Figure 3 (p. 23) depicts the scoring“ ranges {or Ai, A‘c,'ﬁ""and C groups.
Three Ac and thrze C type individuals are also presented in Figure 3, the six interns

who received negative .F - U scores (negative pupil reaction to overall teaching perfor-

-

mance). All six subjécf__s recorded pre-service belief statements uniformly more "stu-
dent" oriented and less ''¢ontrol" oriented than the other members of their type group.’

But their C - N scores ranged from 2.89 to 5. 77, showing that their pupils perceived

their teaching to be highly Contormity~oriented. These findings strongly indicate that
these six Ac and C traineces,procressed through training with an educational philosophy

which was inconsistent with their psychclogical needs and one which was not implemented

-

once they began teaching. Evidently thay taught in -a mannor directly counter to their
pre-service assertions. None ..f these interns were re-hired by their schools for a

second year (one had resigned aarly in the second semester). Subsequent inquiries
determined that five of the six had apparently decided to leave teaching permanently.

. Figure 4 (p. 24) presénts the relative positions of all 26°A and C interns on b'&.ief

and practice tests. The §- T 'C score was calculated from the subject's Wehling - .-

Charters scores by subtracting the "Teacher/Classroom' fhean score (Dimensions 2B
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. . } /
and 3) from the mean produced on the !'"Student' dimensions (2A and 4),  omitting the

''Subject-Matter Emphasis'' dimension. The higher the S-T/C score, the stronger

the in-training commitment to student-oriented teaching practices. F - U scores

< ’

appear in parentheses. Student acceptance (positive F - U score) correlates closely

with consistency between pre-service belief and intern teaching behaviors -- eitherj. o

""Student plus Nurturance' or "Teacher plus Conformity'. The six interns with negative

F - U scores cluster in the ''Student plus Conformity'" area of the chart.

“

The results of the stidy, considering both typological groups and individuals, suggest

that pupils: 1) perceive differences in style and te\aching belraviors between Ambitious

a

and Conscientious types; 2) readily accept both A and C type teachers and teaching sys-
tems; and, 3) will reject teachers whom they perceive to be inconsistent --i.e., in-
dividual teachers of eithgr typology who present conflicting sets of educational ideology

and teaching strategies. ,

Lifnitations’ of the ,Stuc'ly

~

The sample was not selected from the general populafion of teachers. To this extent,
“findings ¢an only be gendralized to other populations from which this sample could be

expected to be selected as a sample.

-

IMPLICATIONS FOR TEACHER TRAINING.

All of the subjects in the sample were products ‘of the same training prograrn. But

\

it.-is obvious that, as interns; thcy implemented their training stylistically, iespo-nsive

to motivations and needs not readily apparent. Since research has already cast doubt *

]

up'oh the degree to which training sequences influence their clients, it seems that
additional attention to the psychological neéds and._'motivat.ibns of trainees during the
pre-service period might enhance the trainees' understaﬁding of the role teacher

psychology plays in shaping classroom climate. and teacher-pupii rapport. The word

31
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association technique has becn presented here as’ a’'classification device. The author's

experience, however, suggests that it s most productive use is in a seminar situation

\
! l’|<

where trainees' can: l) assess and reflect upon the1r personal conceptions of education

and teachlng, and, 2) exchange ideas and perceptlons with other tra1nees who hold

4

differing (but equally va11d) conceptlons of what a teacher ""'should be'',

A systematic analy_51s_ of the motivations and priority system of the trainee can per«

Y

mit the formulation of a training sequence which specifically addresses the needs of

I

the trainee. This can allow for the perfection of responses and teach1ng techniques

which are already likely to have been established and are therefore areas of strength,
while concomitantly recognizing and introducing other attitudes and responses which
need to be developed and strengthened.

~ As Wright and Tuska -sugge st, the traihing program should provide the opportunity

to place- the dream of be1ng a teacher agamst the realities of teach1ng Psycholog1ca1

P

mot1vat10ns for teaching, and- the con/feptuahzatmn of what a teacher is and does,"
apparently 1nf1uences the ways in w}uch tra1nees fill the role. The pre-service uequence \

should be structured so that tra1nees become aware of/the:!.?\lnterpersonal behav1or,

.‘A

motivations, and expectatlons, be glven “the opportunlty to develop concomltant sk1lls,

and be introduced to a wider range of perceptual possibilities than they hold at that

v

point in their development. The introduction of basic perso_nality types into the training
sequence prevides us with a nSeful analytic system upon which to explore some ‘pre-~

dictable patterns and relationships between teacher needs and teaching behaviors. . y

- \

\
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