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IDEAS IN EDUCATION
Editor's Preface

The third issue o:f Ideas in Education continues a
series of annual publications to disseminate new
and/or usefu1 ideas, to stimulate research and to
provide a forum for program development.

This issue reflects research and ideas in the areas of
use and misuse of persona1ity inventories, co1lection
of data
writing,

for

naturalist1c inquiry through classroom
and studying the perceptions of high school
students
in
literature.
Additionally,
several

selections
explore
the
cognitive
and
physical
approaches
to
mental
health
via
dance
therapy,
utilizing the school counselor as a resource xor
teacher
stress,
precision
teaching
with
specific
learning
disabled
students
and
implementation
of'
National Council for the Social Studies Professional
Code of Ethics.

abstracts :from the
work of students who completed their doctoral degrees
under the University of" Central Fl.orida and Florice
Atlantic University Affiliated Doctoral Program.
This

issue

includes

dissertation

--Patricia C. Manning
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THE MISMEASURE OF PERSONALITY:
DO MYERS- BRIGGS PERSONALITY MEASURES REPRESENT
REALITY OR DELUSIONS
Robert R. Lange

Myers-Briggs Type Indicator (MBTI) workshops and
consulting
groups
that
specialize
in
giving
and
interpreting the MBTI have become common throughout
Florida and other parts o.f the country.
Personnel
directors, designers of assessment centers, committees
that review and select candidates for key industrial,
government and administrative positions seem to be
intrigued by Myers-Briggs personal.i ty types.
But is
the in.formation obtained from the MBTI real. or is i t a
delusion?
When seen at its best, tbe MBTI is an instrument
that can
provide
information
for
helping develop
positive school climate, good working relationships
and effective teaching-learning environments.
When
seen
at
its
worst,
the
MBTI
provid.e s
deceptive
information that results in prejudicial actions that
damage educational and professional development and
might even foster a new three t to the American ethic
of equal opportunity.
Most MBTI workshops include group administration of
the instrument and open comparison of personality
types among participants.
MBTI advocates claim that
shared information about personality type can result
in greater understanding of individual differences.
Workshop participants are told that educators and
persons
in
group
oriented
working
situations
can
obtain better working relationships with others if
they know and take into account personality type.
School district administrators and personnel directors
are often encouraged to consider personality types
when making decisions on personnel placement or work
assignment
and
when
screening
applicants
for
advancements or for new positions.
An added problem is introduced when teachers are
encouraged to use the MBTI with students.
Because of
the current recognition of' differences in learning
styles,
teachers are encouraged to use personal.i ty
type classifications as an indicator of' students'
learning styles (Lawrence, 1979).
4

The purpo~e of this article is to call attention to
factors inherent in MBTI personality classifications
that should limit its use.
Educators and personnel
directors need to be aware of the proper uses and
potential abuses of the MBTI.
Many o.f the popular
practices abuse tbe instrument, discredit its true
value, and may result in social, psychological, and
educational harm to administrators, teachers, students

end employees.

MEASUREMENT CHARACTERISTICS AND THE MBTI
The Myers-Briggs Type Indicator is a personality
inventory based on the work and theory of Carl Gustav
Jung (Myers, 1962).
Similar to many of the human
traits that have attracted continued interest and
study, personality is a complex concept.
In an effort
to better describe and communicate about complex human
characteristics, theorists report their observations
and ideas by formulating theories and classification
systems.
Jung's observations
of
human
personality
characteristics and the descriptive system he created
es a tool for communicating his observations may have
utility end value.
One test of a theory's uti1ity is
its acceptance by peers.
Jung's theory has been
accepted in many circles.
Complex concepts ere ideas created by man as tool .s
to faci1itate communication,
they do not represent
things that have simple physical reality.
Complex
concepts such as intelligence, attitude, achievement,
end personality are not entities.
Their reality is
different than that of si.mple ideas such as weight,
height, sex~ or skin color.
Concepts used to describe
complex behaviors are useful general1zations based on
observations o:f patterns of behavior.
No single set
o .f
descriptors or functional set of categories is
totally adequate.
For example,
there is increased
interest in the need to cons.i der severe 1 types of
intelligence (Gould, 1981).
Likewise, measures of a
student's
attitude
toward
school
can
be
quite
different depending on the strategy used to categorize
or
measure
the
trait,
e.g.
paper
and
pencil
instrument,
teacher
rating
form,
or
behavioral
5

Even when di11''erent measurement tools
are derived from the same theory, various measurement
types can produce very difterent results.
I t is difficult to demonstrate the validity 0£
measures created to assess complex behavior.
Any such
measure is but an indicator attending to a subset of
the complex set of behaviora1 acts grouped under the
umbrella concept.
Jung' s
theory
may
be
useful
for
describing
variability
in
the
human
characteristic
called
personality.
But i t is not clear that the type
classifications resulting from the MBTI group people
into clusters
that demonstrate
similar
behavioral
patterns.
Before the MBTI can be considered to be
stable, i t must be demonstrated that the measures have
en acceptable degree of behavioral validity.
I t is
not sufficient to demonstrate that the
instrument was
created with the intent of reflecting the complex
behavioral patterns described by Jung or any other
theorist.
The act of ascribing
validity
to
an
instrument such as the MBTI because of' its surface
characteristics (face or content validity) and then
suggesting to clients, teachers, administrators, and
employees
that
the
results
of
the
measure
have
behavioral
criterion
validity
is
iniquitous.
As
described later, there is little evidence to suggest
that type classifications resulting from the MBTI · have
behavioral validity.
Perhaps persons placed into MBTI
types are no more similar than clusterings resulting
from simple random assignment.
Behavioral validity is critical to the effective
use of the results of the MBTI.
Proponents claim that
MBTI typing is useful in explaining why people act as
they
do
and
for
predicting who
will
be
happy,
satisfied, or successful in various settings requiring
human action and interaction.
As a measurement instrument, the MBTI has several
properties
the t
place
lim.i ts
on
its
behaviors 1
validity.
First, i t is a paper and pencil verbal
instrument used to represent a complex pattern of'
human behavior.
Responding to a verbal instrument is
one kind of behavioral event, interacting with other
persons is a different kind of behavioral event.
The
extent to which information recorded on an instrument
observation.
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useful indicator of another kind of behavior is
related to tbe degree to which the two behaviors have
similar
psychological
characteristics.
Paper
and
pencil instruments are often good indicators of other
paper and pencil tasks.
For example, scores obtained
from group administered paper and pencil I.Q. tests
are good predictors o:f paper and pencil achievement
measures.
Observations based on micro-teaching or
related simulation activities are good pred~ctors of
observational
measures
of
classroom
teaching
performances.
But paper and pencil questionnaires and
attitude inventories tap psychological characteristics
very different than the characteristics evident ·in the
performance exhibited in a human interaction setting
such as a job or classroom.
Paper and pencil measures
seldom
generate
scores
that
indicate
how
people
interact with others in a social setting or exhibit
other complex human traits (Schalock,
Beaird, and
Simmons, 1964; Scha1ock and Beaird, 1968).
Second, the MBTI .i s an ipsative scale.
I t requires
respondents to make selections from paired choices.
For example: Which would you prefer? A) Present an
~s

a

oral

report,

B) Write a short paper.
That style of
question is cal1ed a forced choice strategy.
MBTI scores are based on counts of the number of
choices in a particular direction and identify an
individual 1 s preference on each of four dichotomous
constructs: extraversion vs. introversion, sensing vs.
intuitive,
thinking
vs.
:feeling,
and
judging vs.
perceptive.
For example, i f the responses indicate
interest in the outer world of objects, people, and
action rather than the inner world of ideas and
contemplation,
the person would be classified as
extravert rather than introvert.
In a similar manner,
a preference for immediate, real, or tangible f'acts
indicates sensing ·rather than seeing possibilities and

relationships of experience associated with intuition.
The result is assignment to one of sixteen personality
types

(Myers~

1962).

Scores obtained from
scales
are
based
on

forced choice or ipsative
each
person's
individual
standards.
The
data can be used for intraindividual
comparisons
but not for
comparisons among people
(Hopkins and Stanley, 1981; Sax,
1980).
Ipsative
7

sc les do not indicate whether an individual exhibits
or possesses a trait to a greater or lesser extent
than at.her people.
Two individuals with t.he
same
score, for example, on the extravert vs. introvert
scale may be very different in the extent to which
they exhibit extravert or introvert behaviors.
Thus,
oercentile and other normative values reported for
respondents
are
meaningless.
Myers
noted
that
"Quantitative interpretations of the scores should be
confined mainly -to the likelihood that the preference
has been correctly reported end the importance of the
preference to the counaelee" {Myers, 1962).
ABUSE OF MBTI CLASSIFICATIONS

An
example
of'
the
potential
abuse
of
the
Myers-Briggs scores can be illustrated with fictitious
data from an
instrument that generates normative
scores.
Consider two hypothetical people, Bill and
John.
Suppose that Bill received scores of 700 and
550
respectively
on
the
verbal
and
quantitative
sections of the Graduate Record Exam.
I f we were
reauired
to
categorize Bill as
either verbal
or
quantitative, he would be classified as verbal.
I:f
John received a verbal score of 300 and a quantitative
score of 400, he would be classifiea as quantitative.
The scores are illustrated in Figure 1.
figure 1

Comparison of GRE Scores
of Two Men
800
G 700
R
E 600

B1 l 1

•
•

s 500
c
0

400

r

e 300
200

•

John

100

Quantitative

Verbal
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We see that verbal Bill is more auantitative than
auanti tative John.
I f we had selected quantitative
John over verbal Bill because he was quantitative, we
would have used misleading information.
The example
is flawed because GRE produces normative scores while
the MBTI produces ipsetive scores.
But the important
message is communicated.
The use of' the categories
would have been misleading and inappropriate.
Similar
inappropriate
conclusions
can
result
when
MBTI
clessif~cations are used for making comparisons among

people.

For example, suppose that Mary is classified as an
extravert and Sue is classified as an introvert.
It
is
quite
possible
that Sue,
the
introvert
will
demonstrate stronger extravert behaviors than Mery the
extravert.
If Sue were denied a position or placement in a
teaching si tuat.i on because she is classified as an
introvert, she would be a victim of abusive use of
MBTI classifications.
There is no justification for
using personality type indicators as a criterion for
selecting extrevert Mary over introvert Sue for a
position that is thought to need a
person with
extravert behavioral characteristics.
The limitations of ipsetive scales are not often
accepted by MBTI advocates.
When the limitations are
discussed, most advocates continue to insist that the
scores have interperson comparative meaning and value.
They often use diagrams such as shown in Figure 2.
Figure 2 ..

Typical MBTI Workshop Schematic

E

y

x

Y.

x

x

I

The three y letters represent scores of people
letters
classified as extreverts and the three x
classified
as
represent
the
scores
of
people
introverts.
Advocates tend to insist that any of the
more
extravert
three
extraverts
will
demonstrate
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behaviors than any of the three introverts.
I t may be
true that in a verbal testing environment, each of the
three y people prefer extravert ideas to introvert
ideas .
But there is no external support .for the
general assumption
that
individuals
classified as
extraverts act more extraverted than the individuals
classified as introverts.
Figure 3 provides a picture o.f what might be the
actual fact.
If we had knowledge of the true amount
or extent of each person's behavioral e .x .traversion,
the distributions for persons classified extravert or
introvert by the MBTI could be like those shown in
Figure 3.
Al though we have no knowledge of the true
distributions,
the low external criterion validity
coefficients :for the MBTI indicate there is a great
deal of overlap in the amount of extravert behavior
.for people in the two groups.
Figure 3.

Plausible Extraversion Distributions

Extraverts

Introverts

Low

High

Degree of Extraversion

If MBTI respondents provide honest answers, we can
only say that persons classi£ied as extraverts more
often
prefer
extravert
responses
than
introvert
responses.
In
.frustration,
the
advocates
often
respond by saying, "Then what good is i t for use in
. the schools?"
That is precisely the point.
I t has
little, i f any meaningful or practical use in the
schools.
MBTI advocates have their own journal, the Journal
of Psychological Type, previously called Research in
Psychological Type.
A reading of its articles quickly
reveals
the · general
lack
of
awareness
of
the
limitations of ipEJative scales.
Many of the articles
report use of the personeli ty
cl.a ssifications for
10

purposes
that
require
comparisons
among
people
(DeNovilles & Lawrence, 1983; Hughes, Mosier, & Hung,
1981; Moore & Carskadon, 1984; Parham, Miller &
Carskadon, 1984; Sherman, 1981; Ware, Yokomota, &
Paul, 1984).
Use
of
the
Myers-Briggs
instrument
in
group
settings, such as classrooms and inservice programs
tends to promote public disclosure and comparison of
personality type.
Individuals are of"ten given .l abels
and inevitably participants make comparisons of type
classifications.
In some workshops and university
c1asses, oarticipants are even asked to remove their
name tags and replace them with personality type
labels.
Whenever personality type classifications
become public information, the la be ls become part of
conversations and fo1low the teachers and students
throughout their work or school experience.
Tbe type
classifications are used to make work and teaming
assignments.
They are also used to justify inadequate
performance and inappropriate behavior.
Students and
teachers can be heard saying, "Be careful of Bill, you
know he is an ESTJ type," and "You will have to excuse
me for the t , you know I'm an ENTP type."
MBTI advocates often suggest that a
person can
better understand themselves by knowing their own
personal·ty type and the types of those with whom they
interact.
That assumption is not generally true.
Even in counseling sessions, counselors need to be
aware of the limitations of type classificat1ons.
Clients may gain helpful insight into their own
personality, but knowledge of the personality type of
a workmate or other individual may be misleading.
There is a
tendency to explain relationships by
comparing type classifications.
Such comparisons have
no consistent value or meaning.
It is not uncommon for teachers and other persons
who participate in workshops centered on the MBTI to
react positively to information about their personality type classification.
They of'ten report benefiting from insights into their own personality and the
personalities of people that surround them.
The
reaction
can
probably
be
attributed
to
a
false
security
gained
from
the
use
of
what
is
inappropriately represented as valid and reliable
11

data.
I t is well known that workshop participants and
students
are
highly
gullible
when
presented
in.formation about
their own personalities (Forer,
1949).
Similar reactions are likely to result i f
workshop participants were assigned MBTI
types at
random.
The apparent f i t between MBTI classifications
and personal experiences may be nothing more than post
factum explanations similar to those resulting from
reading
daily
newspaper
horoscopes
or
character
descriptions found in fortune cookies provided by
Chinese restaurants.
Armed
with a
false
security
about
their
own
personality type and that of those with whom they
work, adults can inadvertantly limit the psychologi.cal
and social development of others.
The resuit is what
might
be
called
personality
expectation.
It
is
similar to the influence on cognitive development that
can
result
from
expectation,
tbe
much discussed
Pygmalion or expectation effect in the classroom.
RELIABILl.TY AND VALIDITY

A second reason for limiting the use of the MBTI to
clinical
settings
is
its
low
reliability
when

administered in group settings.
We need to remember
that reliability and validity are properties of' data
sets.
An instrument or test does not have a permanent
reliability or validity.
Each time tbe instrument is
used, the reliability and validity of' the d.ata change.
Personality
inventory
data
usually
have
low
reliability and validity (Hopkins and Stanley, 1981;
Sax, 1980).
The reliabilities of' personality scores
obtained in group settings are generally lower than
those obtained in clinical settings.
In the clinic,
trust relationships are built between clinicians and
clients.
Respondents are less threatened and tend to
be more honest.
When trust is established, responses
are less influenced by the demands of the instrument
or setting.
When instruments such as the MBTI are administered
in group settings, respondents often feel threatened.
Reliability and validity are reduced because respondents tend to give answers they perceive to be the
desired social norm or more highly prized response.
12

example,
persons
seeki.ng a
more
f~nancially
rewarding administrative position will likely .feel
pressured to project a personality type judged as
appropriate
:for
administrators.
In
workshops,
teachers want to project a personality type judged es
typical of effect.i ve teachers.
The professional literature on the MBTI offers
little
evidence
to
support
the
validity
end
reliability of its scores.
Very .few studies of the
behavioral validity of the MBTI have been reported
(Were, Yokomota, and Paul, 1984). Although additional
reliability and validi.ty studies are beginning to
emerge, the correlations are low.
A reading of the MBTI technical manual and articles
published in the Journal o:f Psychological Type indicates that the studies by MBTI advocates generally
resu1 t
in validity coef'f icients that are less than
.20, some approach .30, and very few are higher.
The
correlations ind· cate that; the MBTI classifications
most often account for less than ten percent of the
variabi.li.ty in
behavior (DeNovilles and Lawrence,
1983; Moore and Carskadon, 1984; Parham, Mi1ler, and
Carskadon, 1984; Ware, Yokomota, and Paul, 1984). The
best evidence for criterion validity is too low to
suggest the use of the instrument for non-clinical
For

applicatio.n s.
The magnitude of the damage that can result from
misplaced belief in the behavioral validity of MBTI
can
be significant.
When administrators,
graduate
students
and
others
initiate
studi.es
of'
the
peraonali ty types of "teacher of the year" awardees,
mer.i t teachers, and persons judged to be effective

administrators,
we know the instrument hes attained a
status of acceptance.
I t is believed to be a valid
indicator of behavioral traits.
The potential danger
in suoh a bunco deserves disclosure.
RECOMMENDATIONS

University professors and other MBTI advocates wbo
administer the MBTI to students in classes and to
teachers
and
administrators
in
workshops
shouid
discontinue the practice.
School district administrators end personnel directors should stop using the
13

MBTI
f·or
screening
and
selecting
personnel
1·or
positions.
MBTI type should not be used as a basis
for work assignments or teaming decisions.
Teachers
should
discontinue
using
the
instrument
as
an

indicator of student learning style.

Personality type
should not become public information.
In no case,
clinics 1 or otherwise, should MBTI personality type
c1assifications of specific individuals be compared.
Tbis
position
is not intended
to
imply
that
teachers, administrators and business and inct.ustry
personnel shou1d not be concerned with personality
differences.
Workshops that include discussions of
the
variety
of
personality
types
and
personal
preferences may be very meaningf"ul and usefu1.
Such
information could be very important in helping peop1e
develop open and accepting attitudes towards persons
with varying personality traits.
Workshops might
include reviews of simulated case studies of individuals with varying persona1ity traits.
Discussions
of differences in preferred working styles and methods
of working may be valuable.
However, group administration of the MBTI and discussion o~ the resulting
personality type classifications should be abandoned.
Because the MBTI is a paper and pencil ipsative
instrument i t is not likely to generate information
useful for identifying people with similar behavioral
characteristics.
There is little evidence to support
its behavioral validity.
Continued use of" the type
classifications in settings that promote comparisons
between
individuals
and
for
personnel
selection,
placement, and work assignments is abusive and may be
a violation of professional ethics.
Group administration of the MBTI and discussions of
the resulting personality type in teacher or administrator workshops is likely to resuslt in educational,
psychological, and social harm.
Such practice is
inappropriate, likely to be prejudicial, and should be
so recognized.
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HIGH SCHOOL STUDENTS" RESPONSE TO LITERATURE

Nancy McGee

Gigi Derballa
"In 'Open Boat', Stephen Crane to1d the story of
his survival at sea in a
dinghy with three other
men"...
begins an eleventh grade student' a
essay.
This statement, like many other statements by high
school students regarding a 1iterary work,
simply
ref1ects the cognitive skills of the student.
I t does
not give evidence of the student's invo1vement or
affective response to the work of literature about
which he/she writes.
Such a statement, certainly not
uncommon in high school students' writing, reflects
much of the experience which the student has in the
reading, discussing, and writing about literature.
If
the experience is baaed on learning "about" the work,
then statements which reflect the cognitive skills
resu1 t.
I£ the literary experience is one in which
the reeder communicates at a more affective level,
then the response is quite markedly different.
Literature
exists
to
communicate
experience
although its function is not to tel1 about experience,
but to a1low the reader to imaginatively participate
in the experience.
The means by which literature can
be recognized is through the response made to i t .
If
literature study in secondary schools succeeds,
it
evokes a response to the experiences of 1i terature.
Neither the teacher nor the student wil1 be satisfied
that literary response consists of naming the elements
of a short story or identifying quotes from obscure

poets.
In order to determine the type of response to
literature
most
frequently
expressed
in
assigned
writing about e
literary work,
an analysis of 30
essays written by a select group of F1orida e1eventh
graders was conducted using the schema designed by
Alan C. Purves and Victoria Rippere end reported in
Elements of Writin
About a Liters
Work: A Stud of
Response to Literature,
NCTE, 1968 •
In this system
of classification, Purves and Rippere identify four
basic categories of response to literature.
ENGAGEMENT-INVOLVEMENT
This category "de.fines the
various
ways
by
which
the
writer
indicates
his
17

surrender
to
the
literary
work"
(Purves,
1968).
Statements categorized as Engagement-Involvement may
be highly subject.i ve, but they include such elements
as reaction to form, reaction to content, and reaction
to literature.
PERCEPTION
This category is of"ten synonymous with
"understanding"
and
statements
so
classifi.e d will
demonstrate the student's ability to "look at the work
as an object separate .from himself"
(Purves, 1968).
Responses in this category are usually analytic or
attempts to place the content in a historical context.

INTERPRETATION
Thia type of response includes
statements
in which the writer attempts to find
meaning in the work, to generalize about i t and to
draw inferences from i t , and to make i t analogous to
the writer's own universe.
EVALUATION
Responses
in this category include
statements (Purves, 1968) about why the writer thinks
the work is good or bad, and the judgements may be
or an
objective
derived
from
either a
personal
criterion (Purves, 1968).
Within
the
..four
major
categories
and
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subcategories, 115 descriptors identify the precise
placement of
the
i .n divi.dual
statements.
As
each
statement in an essay is coded,
i t then becomes
possible to see into which of the four categories most
statements fall, and to determine the overall response
to the work of" literature.
The
final
stage
in
describing literary response present in student essays
is
to
give
each
an
overall
essay
score
which
characterizes the general approach of the essay by
looking at the essay as the sum of its parts (Rippere,

1968).
SUBJECTS

In this study, data were drawn from es.says chosen
from those submitted by eleventh graders for judging
in the 1982-83 National Counc~l of Teachers of English
Achievement Awards i .n Writing Competition.
Each year,
English
teachers
nominate
a
se1ected
number
of
eleventh graders considered outstanding writers to
participate in the competition.
The number nominated
depends on the population of the school.
Each nominee
then wri tea an impromptu essay on a topic provided by
18

the NCTE and together with this essay submits a piece
of writing that he/she considers his/her "best" paper.
The 30 essays used in this study were randomly chosen
from the "best" papers dealing with literature which
were submitted by nominees.
None oz the 30 writers
was chosen a state winner in the 1982-83 competition.
PROCEDURES

Each of the 900 statements in the 30 papers was
c1ass.i f"ied according to the rubric set f'orth by Purves
and
Rippere.
From
the
classification
of
t.be
individual statements, generalizations were made about
the level of response to literature as identified in
the four major categories above.
Finally, each essay
was scored according to its overall intent--the essay
score.
ANALYSIS OF DAT A
SCORING OF STATEMENTS

The categories of' Perception and Interpretation
were
used
moat
frequently
in
scoring
both
the
statements and essays.
As shown in Figure 1, nearly
one half of the 900 statements scored .fell under the
category of Perception.
More specifically, 34 percent
of the statements fe l under various elements of the
category Perception.
Another 35 percent of' the statements scored were
categorized under Interpretation; 22 percent of these
belong to en element called Character Analysis.
On1y
7 percent of the statements scored belonged to the
category of Eva1uati.on and 6
percent .fell under
Engagement.
The remaining 7 percent fell under a
category
labeled Miscellaneous.
Miscellaneous are
those which do not deal with the literary work itself.
SCORING OF THE ESSAYS

Fifteen of the 30 essays were scored under the
category of Interpretation (Figure 1).
Twelve of
these
essays
were
given
the
descriptor Character
Analysis.
I t may seem inconsistent that almost half
of the essays were interpretive.
The reason for the
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apparent
inconsistency
~s
that
although
many
statements may be a product of· content percepti.on, the
general approach to the paper was obviously an attempt
to analyze characters.
Students decribe characters
and their actions as given in the text upon which
their interpretations were based.
Nine essays were scored as perceptive, involving
various elements of Perception.
Five essays were

evaluative, one essay was scored Miscellaneous because
i t concerned the student's personal opinions about war
rather than a direct reaction of the work itself.
Al though the essay scores provide a slightly more
optimistic view of student involvement with literature
than the statement scores do, i t is unfortunate that
not one essay score fell under the category of
Engagement-Involvement.
Figure 1
100-Engag•••nt; 200-Perceptian; )00-lnt•rpretatloa; •DO-Evaluation; 300-Miscellaneoua
50

Nu•ber or st•t•••nts scored
b•longing to cat•gor~

Nu•ber or essays scored
belonging to category

CONCLUSIONS

reader experiences a work of art, i t
is in a
sense created anew.
Fundamentally,
the
process of understanding a work implies a recreation
o:.f it, an attempt to grasp completely the structure
sensations and concepts through which the author seeks
to
convey
the
quality
of
his
sense
of
life,"
(Rosenblatt, 1968).
This quote from Literature as Exploration by Louise
Rosenblatt,
reinforces
the
idea
that
individual
"Every time a
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response to literature is as important as the work
itself.
Through literary works, a reader can explore
his/her own nature as the outer world and other ways
o:f life, thus acquiring a clea .r er perspective of life.
Al though most literature teachers real.ize student
response to liters ture is important, the means to
define response is not widely known.
The lack o:f
fully examined stude.n t responses by the teacher or
misinterpretations
o:f
response
is
not
uncommon.
Therefore, learning how to define and evaluate student
response is an essential element in the attempt to
teach
literature effectively.
I:f
students
learn
"about" a literary work in class, then they simply
repeat the cognitive aspects of" the story, resulting
in responses based solely on perception.
If' students
are taught to question the philosophy or morality of e
story, to f'eel es the author may have felt, to imagine
themselves in place of the chercters, to participate
in the vicarious experience o:f a literary work, then
they begin to experience literature, resulting in
responses
based on
engagement-involvement.
''After
all, one may argue that engagement is the primary goa.l
in
literary
education.
So
it
is,
for
without
engagement-unspoken or spoken-there 1a little point in
reading literature," (Purves, 1968).
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IMPLEMENTING NCSS PROFESSIONAL ETHICS:
A RESEARCH REPORT

Wentworth Clarke
Frederick Green

INTRODUCTION

The search :for an established code of ethics for
the National Council for the Social Studies began in
1971 with a series of published statements concerning
standards for numerous aspects of the curriculum, the
quality of teachers and teaching and the enhancement
of academic
freedom.
Clifford Foster reports the
progression of events in The Social Studies Teacher
December, 1981.
"An ad hoc Committee on Professional
Ethics was established in 1975.
This group met its
charge when in September 1976, i t presented a proposed
Code statement to the NCSS Board of Directors.
In May
1976, the Board decided that the statement required
further development and to this end an Advisory
Committee on Pro:fesssional Ethics was established.
This committee subsequently held open hearings at the
National Council Annual Meetings in Cincinnati and
Houston.
Open hearings were also held at
several
regional and state council meetings.
The
various
state
council
presidents
were
also
contacted
concerning their perceptions about the substance o.f
the
Code
statement
and
possibilities
for
its
implementation."
In conclusion, the in.formation received from these
sources was analyzed by the Advisory Committee and
synthesized into a revised statement of the Code.
The
new statement reflected previous attempts to organize
an effective Code.
Tbe NCSS Board of Directors
ratified its acceptance and i t became the present Code
of Ethics in 1981.

STATEMENT OF THE PROBLEM

This study is an attempt to assess the problems of
implementing the Code of Ethics designed by the
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National Council for the Socia1 Studies for the
profession in 1981.
There appears to be two basic
issues involved:
1) the degree to which socia1
studies prof essione ls are knowledgeably involved in
this
implementati.on, and 2) the specific problems
faced
when
implementing
these
principles.
Some
auestions which need to be addressed are:
1. Are those in key social studies leadership
positions familiar with the accepted Code of
Ethics?
2. Are Social Studies professionals being actively
encouraged to act within these guidelines?
3. What are the most difficult areas of the Code to
imp1ement?
4. What can be done to enhance acceptance and
compliance to the Code?
These questions hold importance in that they help
us to focus on what steps or measures might be
benef'icia1 in promoting a greater dissemination of
these goals.
RATIONALE

Social Studies professionals have created a Code of
Ethics designed to meet the unique nature of the
social studies.
The result has been a carefully
established and agreed upon set of goals which stress:
"1)
instructional
competence;
2)
provision
for
preparation for effective citizenship of every pupil,
wherever possible; 3) instruction for understanding
and exercise of those rights end the responsibi1ities
implicit in them - guaranteed by the United States
Constitution to all citizens; 4) provision for an
instructional environment that encourages the free
contest
of
ideas;
5)
adherence
to
the
highest
standards of scho1arship relative to the deve1opment,
distribution, or use of instructional materials; and
6) concerns for the conditions of the school and
community" (Foster, 1981).
This survey should promote further inquiry into the
present status of the Code's acceptance.
I t should be
noted that the usefulness of the Code can only be
encouraged by the people who subscribe to its use and
only by
their example and
dedication
will
its
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more widespread.
To these et·1·orts
we address this study.
For the purpose of the study, the specif~c segment
o:f the total of social studies leadership selected for
study was the social studies supervisor at a11 public
school levels.
I t was fe1t that this group, as represented by the NCSS Socia 1 Studies Supervisors Association (SSSA), would provide sufficient first hand
experience with implementation problems related to the
six Princ·i ples of the NCSS Code of Ethics to supp1y
initial answers to the problem under study as wel1 as
shed light on the several anci11ary questions outlined
previously.
acceptance

become

METHODOLOGY

In an attempt to measure implementation of the Code
of Ethics, we designed a questionnaire focused on
social
studies
district
supervisors
and
asked
respondents to rank-order the six Principles o.f the
Code f'or implementation dif:ficu1 ty.
A ten percent
random sample was selected £rom the 1982-83 SSSA
directory.
O.f this sample, a
return of fifty-six
percent was received.
This sampling was re-grouped
using severa1 measures.
I t was analyzed according to
differing
posit.i ons
held
by
the
social
studies
supervisors,
each
professional' s
opinions
as
to
whether
or
not
there
actually
were
problems
implementing the Code, and i f so, which principles
were moat di:Cficul t
to implement.
Content ana1ysis
was done on the comments offered at the end of' each
questionnaire.
Sixty-three percent of all respondents indicated
that they had no problems implementing the Code of
Ethics, while thirty-seven percent rank-ordered each
principle
from
moat
difficult
to
most
easily
implemented.
Figure .I
shows the breakdown of this
analysis as follows:
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Per- ce nt.Jge of
"tlo Problems••

Pe rc e ntage of

4.9

4.9

4.9

7.3

' 63.4

0

0

4.9

2.4

36 .. 6

4.9

4.9

9.8

9.7

100 ..0

ranked

each
diff i -

36.5

4.

P. J r:k in gs
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We

examined

those

entr.i es

which

principle according to their implementation
cul ty.
Each raw score was weighted according to the
or~ginal

surveys.
A mean of the weighted scores was
taken for each principle.
T be re .s ul ts showed that
Principle 6 was most dif:ficult to implement with
Principle 4 and 1 a close second and third. The lower
the score~ the more difficult a Principle was to
implement.
The final calculations are listed in

Figure 2.
Figure 2.

Princi12le
The mean of
rankings
Implementation
Difficulty

ll

ll

ll

ll

ll

ll

3.00

4.07

3.92

2.88

3.93

2.50

3

4

6

2

5

1

careful analysis of the statistical
research
reveals certain trends in the col1ected data..
Both
Principles 4 and 6 reversed their prospective ranking
from
positions
1
and
2
according
to
the
job
responsibility of the respondent.
State supervisors
and school administrators saw Principle 6 as moat
di£f icul t
to enforce while District Supervisors or
Department Heads
gave Principle 4 that position.
Also,
a
significant
number
of
the
respondents
ind ice ted one of' two trends.
Either there was truly
"no problem" or the re.s pondents possibly were not
f'amiliar enough themselves with the Code, thus, its
implementation was not a 11 problem" to them.
Content
analysis of the surveys showed interesting reaul ts.
There appeared to be four general strands o:f comments
listed.
These were:
1) the lack of well trained
A
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professionals knowledgeably based in social studies;
2) the lack of supervisory authority to control at the
district and state levels to affect social. studies
programs in the schools; 3)
the concept of "free
contest of ideas" and the liberal or conservative
censorship of many districts to promote only one side
of the story; and 4)
the terminology of specific
sections
of
the
Code
and
ambiguity
faced
when
interpreting i t .
A more specific look at concerns
over teacher competencies show.a comments such as:
-"The prob1em is the qua1ity of teachers.
Capable
people are deserting the schoo1s in droves.
The
sweet young tbings--and more frequent1y coaches
now--simply don't have the training and knowledge
to do the job.
Nice people, trying hard,
but
don't cut it." .
-''Socia1 studies teachers are too often hired to
coach.
not
teach,
i.e.
there
is
a
1ack of
commitment to the field."
-''Some top administrators are rel.uctant to go
through
the
procedures
to
fire
incompetent
teachers."
-"Many teachers are sti11 not proper1y trained to
comforta b1y dea 1 with controversia 1 issues in a
c1imate where there ian' t
always a winner and
loser or a right and wrong."
-''The preparation of instructors to properly teach
materials (discussion process and values issues)."
-''Methods used to teach social. studies lack variety
and imagination.
The
pattern is difficu1t to
change."

-"The dif:ficul.ty of proving incompetence."
These show major concerns over staffing choice and
competence.
This is further complies ted by the view
of many districts and state supervisors' feelings of
inability to change the situation.
Comments 1ike the
ones listed profess this.
-"Leck
of
authority
to
require
changes.
The
principals of the buildings are the instructional
leaders and teachers are more likely to take
direction from them.
The principals are generally
not so concerned with socia1 studies."
-"Lack of access to teachers (re1ease time) for
staff d.evel.opment in generic
social studies strategies."
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teaching

ski11s

and

supervisory
of
-"Lack
assistance."

or

resource

teacher

interference in local matters by a
state
supervisor wil1 cause repercussions."
"Free contest of ideas" along with censorship
brought
another
concept
into
focus.
Many
professionals expressed the opinion that freedom of ideas
was not always viewed with positive regard.
This
evidenced by some statements below:
-''Our teachers, our community leaders and myself
are
predominant1y
liberal.
Teachers
may pay
inadequate attention to other points of view.''
-"I11-def'"ined
free
contest of
ideas.
May
be
of'fensive to many conservative districts in the
-''Any

U.S."
-"Local School Boards or Administrators difficulty
in dealing with controversial issues."
-"There are many people with competing ideas in the
community who want to have their ideas heard but
also presented by people they choose; they want
access to the classroom."
-''The vocal. few who keep some peop1e on tiptoe
about thoughts of their own which are directing
curriculum.
Freedom to teach is important."
-''Some groups in our society want only their story
told in our history classes."
-''Superintendents, Boards of Education, principals
and administrators in general are still trying to
keep everybody happy at the same time have the
schools fu11 of controversy."
These comments show the feelings of some of the
respondents.
They c1ear1y vocalize a
problem with
one-sided community influences.
The final strand of comments which was found in
these surveys dea1t with the wording of the Code
itself.
Numerous participants disagreed with terminology used in the Code.
(See Figure 3).
However,
others requested a true set of standards to lay the
foundation for the principles in the Code.
This was
expressed by one :individual as:
-"What are the goa1s of the Socia1 Studies? We are
constant1y being torn between old ''tradi tiona1 ''
and the new.
In which direction are we to go? We
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seem

to

be

like

the

of Confederation--a
in 13 directions."

13 states under the Articles
creation with 13 heads going
Figure 3.

QUFSTIONNAIRE
Please respond at once.
Use
the
envelope provided.
I.
Position: cbeck one
State Supervisor
District Supervisor or Department
Heed Consultant
General Curriculum Director with Social
Studies Responsibility
School Administrator
Other (Please spec1.£y)

II.

III.

Please read the NCSS Code 0£ Ethics:
Principle 1:
I t :1a the ethical responsibility of social studies
pro'f:essiona ls to set forth, maintain, model, and safeguard
standards
o'C
instructional
oompetence
suited
to
the
aohievement 0£ the broad goals of the social studies.
Princ1.ple 2 i
I t is the ethi.oa l respons.i bi.11 ty 0£ aocia l atu<..lies
proCeesionals to provide to every student J.n so f'ar as
possible, the knowledge, skills, and atti. tudes necessary to
£unction as an effective citizen.
Principle 3:
I t is ttie ethical reeponaibility o.f social sUJ~iee
pro.f"eeeionals to f'oater the understand1.ng and exercise 0£ tile
rights guaranteed to all oit1.zene under tbe Constitution 0£
the United States and o.f the responeibili ties .1mpl1o1. t
in
those rights.
Principle 4:
I t is the eth1.oal reeponaibil1ty of' social atuaies
proresaianals to cultivate and maintain an 1.nstruotional
environment in which the f'ree contest of ideas is prized.
Principle 5:
I t 1.s the ethical reeponsi.b1.l1ty of' social atud1ea
pro£ess1.onala
to
adhere
to
the
highest
standards
o f'
scholarship in the development, produot1.on, distribution, or
use of social studies materials.
Pr1.nc1.ple 6:
I t is the ethical responsibility 0£ soc1.al studies
prof"esaiona le to concern themselves with the condi ti one 0£ the
school end commWlity with wot.ch they are associated.
Do any or ell of' these six Ethical Principles present problems in
implementation .for supervisors of' social studies, their programs
and their teachers 1.n tbe distriot(s) with which you work?
Yee

IV.

stamped-addressed

No

If" you answered "yea" please rank the Princ1.plea in or<ter 01·
greatest problem to the least likely problem f'or supervisors and
districts to adopt and implement.
Number 1 will represent tlle
greatest problem, e~c.
Renk Order

Pr1.nc1.ple 1
Principle 2
Principle

3

Prinoiplo 4
Principle 5
Principle 6
V.

Please cite three or more speoif'l.o
Principle X es most diCCicult.
1.

2.

3.
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reasons

why

you

selected

CONCLUSIONS

This study .focused on the implementation of the
NCSS promulgated Code o.f Ethics made public in 1981.
A random sample 0£ 10% of supervisory leaders in NCSS
were
asked
to
rank
order
the
six
"princip1es"
constituting the heart of the Code according to
problems of implementation and to comment on their
first choice "principle" (most difficult).
Results of
the rank order procedure were evidence that Principle
6
followed closely by Principles 4 and 1
were
considered most difficult by respondents.
An analysis of comments made by respondents in the
section
provided
resulted
in
severe 1
subjective
undercurrents of thought:

1. State

Supervisors

felt

that

they

had

little

power to implement ethical principles on local
districts.
2. Local district supervisors fe1 t that they had
little power to implement ethical principles in
the individual school.
3. Both groups and others felt that misaasignment
by principals was a major problem.
They also
perceived socia1 studies teachers as unprepared,
not committed, traditional and even apathetic.
They tended to agree that tenure was also a

problem.

4. The

respondents
evinced
a
concern
£or
the
1anguage and the intent of the Code especially
as i t might put social studies programs and
methods in the middle of conservative community
ex.pectations and controversy.
Several respondents made specific reference to the "instruc-

tional environment in which the free contest of
ideas is prized" (Principle 4) as an example.
In summary, the 37% who responded "Yes" perceived
problems in implementation of such a Code in one way
or another.
The 63% of respondents, however, who
answered "No" present a different problem in analysis.
Did they know the Code at a11?
Was i t simply easier
to mark "No"?
This research seems to suggest that
indeed, there are potential problems i.n implementing
such a code but that many, if not most, social studies
professionals are not familiar enough with the Code to
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apply i t .

It would seem,

if this is true, that NCSS
now must move more vigorously to disseminate through
its sponsored meetings, Social Education, and other
avenues at once and persistently if real leadership is
to emerge from such a good beginning.
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DANCE MOVEMENT THERAPY: COUNSELING IN MOTION

Roberta l. Marowitz
Concetta A. Pomroy

Dance Movement Therapy is an expressive form of'
working with cognitive and effective resources of the
mind.
The integrative properties of dance have been
used as a
therapeutic and preventative modality in
diverse cultures all :over the world.
Psychological
states are mani:.fested in physiological counterparts
such as muscle tension, breathing, and movement.
Thia
knowledge can be applied both diagnostically and

therapeutically (ADTA, 1983).
Therapy is a
therapeutic use of
movement as a process which furthers the emotional and
physical integration of the individual.
I t is a
holistic
view of
the
individual
recognizing the
complex interaction of body,
mind, and spirit in
sickness and heel th and is distinguished from other
physical therapy by its "process" orientation. Ratner
than teaching a set curriculum, the dance therapist
focuses on movement behavior as i t emerges in the
therapeutic relationship (ADTA, 1983).
Dance Movement Therapy is developmental, starting
at the client• a
physical and emotional level and
Dence

Movement

providing experiences that foster growt.h and extension
of'
self.
Dence
Movement
Therapy
is
physically
integrative.
I t helps to re-establish patterns of"
mobility.
By helping to produce integrative patterns
of moving,
i t strives to enhance body image and
develop a ·healthy sense of' identity (ADTA, 1983).
Dance Movement Therapy is inclusive.
I t helps
individuals or groups, verbal or non-verbal people, in
hospitals
and
out-patient
facilities
or
in
the
community.
Three major assumptions concerning the practice of

Dance Movement Therapy are:
-Movement reflects persona 1i ty.
Dence particularly because i t is a powerful medium,
both
creative and expressive.
-The
relationship
between
the
therapist
and
client through movement supports and enables

behavioral change.
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-Significant changes occur on the movement level
that can affect total functioning.
Besides the vital contribution to patient health,
Dance Movement Therapy can play an important role in
the therapeutic community.
The dance therapist can
sensitize members of their staff to their own movement
behavior and the movements of their patients.
Sta.ff
can become aware of how they approach patients, how
they respond, and how they are responded to, how they
touch
and how others
respond
to
the
touch.
It
provides staff with additional evaluative material to
determine patients progress and needs.
The awareness
of
body movement can
add
to the knowledge about
patients
and
the
patient's
movement
toward
rehabilitation.
Because we all "move", i t can cut
across all populations, age categories, language and
cul tura 1
differences,
and
varying
socio-economic
levels.
The understanding of movement behavior can
serve as a barometer of change for the individual as
well as for the entire community.

THE THERAPEUTIC FIELD OF DANCE MOVEMENT THERAPY
Dance Movement Therapy
is
tbe
"body"
form
of
psychotherapy or a psychotherapeutic intervention that
uses body movement (Scboop, 1974).
Tbe first goal of Dance Movement Therapy is to
establish a safe environment, as in any psychotherapy.
Mirroring, as an example, helps the .i ndividual feel in
control because the therapist is only mimicking what
the client had already initiated.
{Caldwell, 1983).
Dance Movement Therapy emphasizes "letting go · of
old coping patterns in exchange for ones that respect
who
we
are"
(Caldwell,
1983).
I t is a
creative
process and can be very effective wben used along with
tradi tiona 1
therapeutic
process.
"Dance
Movement
Therapy uses a Gestalt approach to the study of'" man
moving, providing developmental assistance, devising
observational
techniques
and
methodologies
for
assessing and prescribing change and for venting
emotional states to kinds o:f movement" (Leventbol,

1982).
The

d~nce

therapist's
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task

is

to

encourage

the body.
To do this,
the
therapist borrows from the crafts of the calisthenics
teacher, the dancer, and the psychotherapist.
There
is not a
standard dance form for Dance Movement
Therapy.
Punitive dance, folk dance, the waltz, the
participant(s)

to

move

polka, and rock can all be effectively cathartic
(Lefco, 1974).
Dance Movement Therapy combines two basic human
impulses:
the impulse to create, and the drive toward
health.
With this in mind, Dance Movement Therapy has
sought to integrate and heal the whole individual
though tbe medium of body in motion (Caldwell, 1983).
Dance Movement Therapy uses a three stage process
with a different challenge level £or all individuals
(Chase, 1963).
The stages are as follows:
Warm-up
The
therapist observes cues regarding
communication and needs of each individual and the
group as a whole.
Circular
from
the
spine area
used

movements
including

which eminate
torso/lateral

movements.
Development Phase two builds in intensity
o:f
pre-determined movement sequences.
Structured improvisational activities as acting like animals, trust
exercises, space sharing, and mirroring (matching your
partners movements in action end intensity) are used.

Closure -

In the final stage, intensity deminiahes
and resolution is reached as individuals part from the
group.
This is an important stage as the counselor
client relationship is quite strong based on their
experiences together, rapport and empathy.
PHYSICAL AND MENT Al HEAL TH SETTINGS
majority of dance therapists work in a wide
variety of mental heal th settings with clients whose
The

diagnoses include schizophrenia, psychotic depression,
personality disorders and organic impairment.
The dance therapist in an inpatient facility seeks
to strengthen
body/mind integration and to promote
contact with the environment and interaction with
others.
In an outpatient program where the client has
more

ego

strength,

the

:focus

is

on

develop1ng

sensitivity to inner states and enhancing awareness of
interactions with others.
Movement experiences in the
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session provide a means for electing repressed affect
and personal imagery, which the individual is helped.
to develop and explore (ADTA, 1983).
Dance therapists in special educational settings
assess the handicapped person's strengths and needs to
develop treatment plans and act as a resource person
for classroom teachers.
Programs for the developmentally
disabled,
brain
injured,
and
learning
disabled children are used in this setting (ADTA,
1983).
Inactivity,
social
isolation, and the loss of
suppleness and mobility are problems common to many
elderly persons,
whether they reside in the open
community or in supervised f'acili.ties.
The sessions
.foster an atmosphere of physical and psychological
safety in which the older person can regain a sense of
self-worth and revitalization.
The environment which
the dance therapy provides, offers a unique medium in
which the individual can find a
way to deal with
:feelings in the company of peers, experiencing the
sense o:f renewal, relaxation, and purpose that comes
:from feeling one' s body in motion and harmony with
others (ADTA, 1983).
Blind or visually impaired persons often exhibit
hesitant, restricted movement due to their uncertainty
in
moving
through
an
unseen
environment.
While
exploring a
safe and familiar space in the dance
therapy session, the individual can learn to move with
assertiveness and confidence
(ADTA, 1983).
Hearing impaired persons,
like the blind 7
often
feel
isolated
because
of
their
handicap.
Dance
therapy
provides a
means o:f expressing :feelings,
building
a
more
positive
self-image,
and
making
satisfying contact with others in an atmosphere o:f
sharing and
trust.
In
addition,
the
expressive
quality of dance makes i t useful and in language
acquisition,
oft.e n a
problem for the deaf
(ADTA,
1983).
.
In
the
physical
rehabilitation
setting,
Dance
Movement
Therapy
complements
the
work
of
other
therapeutic
mods l i ties
by
developing
kinesthetic
awareness,
coordination,
:focus,
and
endurance.
Clients explore the potential of their bodies and are
helped to develop movement patterns and dynamics which
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compensate for their handicaps.
The dance therapist
mobilized
the
individual's physical
and emotional
resources,
facilitating
emotion a 1
expression
end
developing strengths to increase self-esteem, confidence,
and independence.
Motivation for increased
physical activity and risk taking may be provided
through the use of music and imagery, the pleasure of
rhythmic movement, and the support of the group (ADTA,

1983).
CLOSING THOUGHTS

Dance Movement Therapy along with art therapy and
music therapy have much in common.
For years, the
expressive
therapies have
been
fighting
to
prove
validity in relation to the cognitive therapies in our
field.
There are many clients who teach the cognitive
menta 1 abilities that traditional .forms of therapy
call upon for success.
Dance movement allows for
people to be treated in groups, thus allowing for
individual needs to be met.
Believing in the holistic manner of' therapy, i t
makes sense that clients would be helped further by
the use of' both a cognitive and physics 1 approach to
mental health.
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PRECISION TEACHING WITH SPECIFIC LEARNING DISABLED

STUDENTS: IMPACT ON READING RECOGNITION AND
COMPREHENSION

Cynthia C. Collins
David J. Mealor

Precision Teaching is a procedure which measures
learning and proficiency of' ski.l ls.
The procedure
allows a child to work on individually prescribed
objectives, while af'fording the regular or special
educator a precise analysis of the student's present
and future learning levels.
This is accomplished by
taking a daily timed test of each student's present
and future learning levels. The precision teacher can
then make daily decisions about a student's progress.
Immediate feedback can be given to the student and the
teacher
on
progress
being
made.
As
a
result,
immediate . curriculum changes can be initiated which
will prohibit the child from becoming frustrated with
a skill or objective that is not at his current level.
The value of precision teaching lies in the use of
continuous
measurement and
charting of students'
progress
(Kunzelmann,
Cohen,
Hulten,
Martin,
and
Mingo, 1970).
I t is important to note that precision teaching is
not another teaching method or technique.
I t allows
the instructor to evaluate students' performance and
thus evaluate teaching methods and/ or materials used
with an individual student (Starlin, 1979).
Precision teaching gives the child, the parent, and
the teacher a recording technique; a tool to select
curriculum materials.
Thia makes i t highly probable
that one will · find a child's most suitable curriculum
not only at the beginning of a school year, but also
for the latter part of the year.
Precision teaching
does not strive to promote the discovery of new
procedures; rather i t emphasizes the use of whatever
existing teaching method produces the greatest gains
in a child's learning (Lindsley, 1971).
Accountability
has
become
a
prime - concern in
today's
field
of
education.
Public
Lew
94-142
mandated that special education teachers set academic
objectives,
identify
speo.i fic
instructional
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niques, provide documentation when goals are attained,
and specify what instrument was used to measure skills
taught.
The basic features of precision teaching,
such es
the
use
of charts,
criterion-referenced

probes,
pinpointed
behaviors,
and
specific
instructional
interventions,
provide
tangible
and
graphic records of learning progressions (Starlin,
1979).
Precision teaching is comprised of three main
characteristics.
I t is a direct measure, i t is a
continuous or daily measure, and i t uses rate or
frequency as a unit (Diviaio and Hefferan, 1983).
A direct measure of reading performance would be to
count the number of correct and incorrect words a
student
reads
:from
a
passage,
and
then
ask
comprehension questions over what was read.
Moat
standardized tests given in schools are very indirect
measures o:f student performance.
They only sample
small portions of individual ski ls in a general
manner (Diviaio and Hefferan, 1983).
Currently education evaluations are administered at
the end of a unit, which provides only information on
ending performance and gives no feedback on the
effectiveness
of
instruction
during
the
unit.
Educational measurement must be done often in order to
monitor the learning progress of a child, and modify

instruction when necessary.
The frequency of response adds a time factor to the
commonly used unit of measurement--number correct or
percent correct.
The fluency problems such as slow
reading,
incomplete assignments, and the need for
additional time on tests are confronted by educators
daily.
The fluency factor has recently increased in
significance
because
it
appears
to
be
directly
proportionate to the retention of information.
That
is, when things are done fluently and accurately
versus
just
accurately,
the
information
can
be
retained not just for a. week or month,
but even

through a summer break (Starlin, 1979).
Exceptionality should not be an excuse for lack of
proficiency in learning skills {Haring, Schiefelbush,
1976).
These authors :feel that .functional teaching
should be the determining :factor in ascertaining the
effectiveness of a

teaching method, and accountability
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shou1d be a significant part of the current commitment
to teaching "special chi1dren."
Precision teaching
allows the Special Education teacher the opportunity
to observe learning and use effective interventi.ona
through
recording
techniques,
and
measurab:le
observations.
Precision teaching is not a new method; i t is a
system of monitoring daily improvement.
Thus i t is
not necessary for a teacher to substitute precision
teaching
for
the
sty1e
or teaching being used.
Precision teaching tools are designed to improve and
refine current teaching methods and materials, making
teaching more effective (Lindsey, 1971).
The purpose of this study was to ascertain the
effect of imp1ementing precision teaching techniques
on the reading recognition ~nd comprehension . scores of
elementary
students
who
had
been
identified
as
learning disabled and placed in a resource Specific
Learning Disabilities class.
The subjects in this study were fourteen learning
disabled students in a resource classroom at Riverside
Elementary in Orlando, Florida.
All subjects met the
eligibility criteria established by Orange County and
the
State
of
Florida
for
Specific
Learning
Disabilities
(SLD).
The age
of the students,
in
September of 1983, ranged from seven to thirteen years
with a mean age of 9.9 years.
The group consisted of

four females and ten males.
bours

per

week

in

remainder
of
their
classroom setting.

the

Each student spent £our

SLD

time

resource

spent

room,

within

with

a

the

regular

All of the students were functioning 1.6 grade
leve1s or more be1ow their current c1assroom placement
in reading recogniton and comprehension ski1ls, as
assessed by the Woodcock Reading Mastery Tests (WRMT).
The study was conducted as a
pretest, posttest
design.
The
Woodcock Reading Mastery Tests
were
administered within the month of September of 1983 and
May of 1984.
Precision Teaching was the intervening
variable.
The Precision Teaching materials used for
this
study were from the Orange County Precision Teaching
Project.
Most of the material is in the £orm of a
probe.
These probe-~ consist o:.f phonetic skil.ls or
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reading vocabulary words.
The reading words correlate
with the Houghton Mifflin basal reading series which
is currently under adoption .i n Orange County.
These
vocabulary words were randomly scrambled by computer.
An ind.ividual one minute timing, using an appropriate probe, was administered daily.
Each student
did
his
own
charting
of
correct
and
incorrect
responses.
Intervention
changes
in
curriculum
materials were based on the students'
progress as
demonstrated by the graphic picture presented by the
charts.
The data collected were analyzed in several ways.
Comparisons were made between pretest and posttest
subtest scores on the WRMT.
Gains made by primary and
intermediate students were compared.
The student's
group achievement percentiles from the 1983 and 1984
Comprehensive
Test
of
Basic
Skills
(CTBS)
were
analyzed.
The
Word
Identification
and
Passage
comprehensieve subtests of the WRMT were adminstered
to all subjects.
Results indicated that significant
gains between pretest and posttest were obtained among
both subtests (p<=.01).
Total reading mean percentiles for the CTBS showed
significant
increases
for
both
the
primary
and
intermediate group as well as the tota1 group.
This
study
was
conducted
to
determine
the
effectiveness of precision
teaching on elementary
students
identified
as
having
Specific
Learning
Disabilities.
The
students
were
individually
administered the Woodcock Reading Mastery Test at the
beginning
and
end
of
the
1983-84
school
year.
Precision teaching word recognition
probes,
wh·ch
correlated with the student's basal reader, were given
daily in one minute timings.
The student's fluency
rate was plotted on a graph as a visual indicator of
progress.
Group achievement test scores ( CTBS) from
May 1983 and May 1984 were also analyzed.
Statistically significant gains were indicated by
pretest and posttest scores in word recognition and
comprehension.
I t should be noted that only precision
teaching vocabulary probes were used, yet, comprehension scores showed similar increases.
Significant
gains occured among 1983 and 1984 CTBS Total Reading
percentile
scores.
Comparison
of
primary
and
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intermediate

1983
CTBS
reading
percentile
scores
ini tiall.y
.found
no
statistically
significant
difference,
however,
after
the
intervention
of
precision teaching,
intermediate
scores increased.
This increase in scores resu1ted in a significant
di.f'ference between primary and intermediate percenti1e
scores in the 1984 CTBS.
The
findings
in
this
study
indicate precision
teaching can be effective in i.ncreasing reading skil1s
of elementary chi1dren identified as having Specific
Learning Disabi1i ties.
All o:f the indi vidua1s i .n this

study, with the exception of one, gained over a years'
progress. .
The
exception
to
this
was
a
child
transferred to a more restricti.ve p1acement due to
1imited progress and severe academic deficits.
Although comprehension ski11s were never addressed,
significant gains occured in this area.
This suggests
that the inability to decode or recognize words and
the f1uency or rate of recognition can directly effect
reading comprehension.
Overall,
intermediate
students
showed
greater
increases on both the CTBS and the Woodcock Reading
Master Test.
However, the major difference between
primary level and intermediate level students was
related to the magnitude of" their respective reading
de.ficits at the onset o:f the study.
Origina11y the
primary students were approximate1y one year below
their
grade
placement
level,
while
intermediate
students were two years behind.
At the conclusion o:f
the study both groups were approximately one year :from
their grade placement.
An
important
factor
in
the
effectiveness
of
precis_ion teaching i .s
the organizational, classroom
management and instructional skills of the teacher.
As with many other techniques or tools in educati.on,
the success of precision teaching may be effected by
the teacher utilizing i t .
Due to the vast differences
among teacher.a and students i t wou1d be unrealistic to
conclude that all teachers would have similar results
as those found in this study.
to
measure
changes
in
No attempts were made
students'
affect levels in the regu1ar or special
education setting.
However, anecdota 1 reports from
teachers revealed a noticed improvement in students
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desire to read.
An increase in confidence in their
reading ability was observed.
This manifested itself
in students volunteering more o:ften to read a1oud.
Motivation was a factor in the increased scores.
The
charts were visible reinforcement o:f the gains they
were making.
Some of these students had initially
believed they could not read.
Several avenues for further research have arisen
from this study.
A future study which included a
larger sample as well as a matched control group would
provide comparison to the effectiveness of precision
teaching.
Additiona1
information
to
support
the
finding
that
increased
word
recognition
ski1ls
improves comprehension skills would be useful to all
teachers and curriculum/instructional personnel.
The present study demonstrated that when precision
teaching is added to the curriculum of a Specific
Learning Diss bili ties classroom, reading recognition
and comprehension levels can be improved signif i cantly.
While the special education teacher was used
in this study, i t is believed that teacher aids and
possibly peer tutors might also be trained to give the
individual timings and plot progress.
This would
allow more intructional time for the teacher.
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SCHOOL COUNSELORS: AN UNTAPPED RESOURCE
FOR REDUCING TEACHER STRESS

John A. Crocitto
Alan M. Etzkin
Beth Barnes Crocitto

Unti1 recently, the primary focus o.f research on
te,a cher stress
has
been
to
demonstrate
the
high
incidence of stress among school teachers.
As early
as 1933, Hicks found in a
survey of six hundred
teachers
that
seventeen
percent
were
"unusually
nervous" and that eleven percent actually su.ffered
nervous breakdowns.
Randall (1951) reported that ten
percent of teachers' absences of' ten days or more were
repeatedly due
to
"nervous conditions."
The NEA
conducted similar surveys in 1938 and 1951 and again
in 1967 when they reported that twenty eight percent
of the teachers in their survey experienced considerable stress.
That teachers are stressed seems c1ear.
Furthermore,
it
i .s
evident
that
stresses
on
teachers are intensi.fying.
Swick and Hanley (1980)
discuss a representative variety o.f pressures indigenous to teachers:
shrinking teacher salaries in
relation to increased inflation, growing and excessive
demands on teacher time, an increase in the numbers of
disruptive students, increased performance-based legislation, lack of trust and support from the general
public, and reductions in teaching and ,s upport staff.
All of these pressures may result in stress; but more
particularly, we would suggest, they .frequently cause
teachers to feel that control over their own lives and
destinies is somehow out of their hands.
Equally clear is the undesirability of such stress
on
tea chers--:for
humeni tarian
ree sons,
but
for
practical reasons as well.
Stress lowers sel.f-esteem,
lessens commitment, and misdirects valuable energies,
while i t also reduces teacher ef.f'ectiveness, causes
absenteeism, end hastens burnout.
Needless to say, i t
is costly.
The issue, then, is how to most effectively and
most efficiently reduce stress in teachers.
I t is our
contention that, given the very real constraints of
time and money,
stress intervention strategies are
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best
accomplished
on
individual
school sites
by
existing school personnel.
An obvious and heretofore overlooked resource to
assist in stress reduction for teachers is the school
counselor.
Of all the members of a
public school
staff", i t is the counselor who is usually identified
as the mental health specialist, albeit for students
rather then staff.
Counselors ere a1ready trained to
listen and to empathize, to recognize and reflect on
feelings.
They understand individual gr wth and group
dynamics;
and they understand and appreciate the
interdependency of various life factors--the physical,
intellectual, emotional, psycholog~cal, and spiritual.
They recognize the importance of the work ethic in our
society
and are
trained
to
he1p
people
develop
acceptable work-related behavior.
They are trained in
eris.i s intervention and in the diagnosis of problems
as well as in helping clients understand the dynamics
of
their
own
lives.
They are also
trained
in
developmental psychology to foster positive attitudes
and encourage self-awareness.
Facilitated by counselors, such personal growth in teachers will almost
invariably l .e a d to prof'essional growth ( J. Crocitto,

1984).
Furthermore, these trained counselors are available
already-on the premises end on the payroll.
They are
familiar with the faculty who are stressed and with
their situations at school and often at home.
What
better source of aid could be found for reducing
teacher stress?
While the guidance personnel o .f most oubl.ic schools
are almost universally overworked and understaf.f ed,
many
of
the
tasks
traditionally
assigned
to
them--sta.ff'ing, scheduli.ng, record keeping, as well as
supervision
of'
discipline
and
attendance--are
assignments which do not require the skills for which
counselors have been trained.
Yet, i f some o:f their
responsibilities can be shi:fted, counselors are in an
ideal position to assess the level and intensity of
stress exhibited by school professionals and to offer
stress education and stress intervention in-service
workshops.
The
practicality of'
such
a
plan
is
evident.
Counselors need only be trained briefly in
the specifics of: stress reduction and an inexpensive,
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internal, available, and ongoing program can be put in
place
on
the
school
site.
Thus
our
continuing
research into teacher stress, and our experience in
offering
numerous
stresa-rec1uct:ion
workshops
for
teachers in severe 1 Florida counties, has prompted us
to suggest that school counselors, rather than outside
personnel
could
most
effectively
and
efficiently
provide the schools with the ongoing management of
teacher stress.
To begin answering the question of how this might
best be done by counselors, we returned to a recent
investigatio.n of ours (Etzkin, 1983) which reveals
that
a
teacher's
personal
belief
system
is
a
statistically
significant factor in that teacher' a
perception 0£ stress.
In fact, the belief system is
the
largest
contributor
to
stress.
Taking
this
evidence into account,
we are in the process of
developing a theoretical framework on which a stress
intervention methodology specific to teachers may be
based.
We
intend
in
future
work
to
demonstrate
the
appropria tenes .s of a holistic, cognitive approach of
therapeutic intervention, using the tenets of Albert
Ellis' Rational Emotive Therapy (1977,1979) and Victor
Frankl' s Logothera py ( 1959 , 1962) to concentrate upon
the teacher's personal belief system rather than upon
the event which activated the stress.
From this
theoretical framework, we intend also to develop the
models for a series of workshops which can be offered
in the schools :for teachers by school counselors, and
finally
to
present
models
for
timely
stressintervention techniques which counselors may use with
teachers as individual needs arise.
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CLASSROOM WRITING ASSIGNMENTS AS EFFECTIVE DATA FOR
NATURALISTIC INQUIRY

Constance A. Mellon
In my ten years of experience as an instructional
developer in higher education,
I
have known many
pro:fessors,
excellent in the classroom, who rarely
write and publish since, as they claim, they are not
"researchers."
The increasing interest in qualitative
research,
often called naturalistic inquiry by the
field
of' education,
can be ex.tremely valuable in
providing a new lens through which to view the concept
of'
research.
I t is the purpose o:f this essay to
suggest how the theoretical perspective of qualitative
research combined with writing theory underlying the
current "Writing Across the Curriculum" movement lends ·
itself to the collection o:f naturalistic data within
the classroom setting.
An illustration is provided by
describing a
research project just completed at a
mid-sized Southern university.
Using data provided by
classroom writing assignments a "grounded theory" was
formulated to explain wby college students experience
problems
in
preparing
adequate
library
research
papers.
THE THEORETICAL PERSPECTIVE OF NATURALISTIC INQUIRY

Although

naturalistic
inquiry,
or
qualitative
research, is no longer new to the field of education,
i t is important to the integrity of this essay that
its
theoretical
perspective be
defined.
This
is
because a number of educational researchers, formerly
strict adherents to quanti ta t i ve methodologies, are
"co-opting" this perspective and, in so doing, often
changing its shape beyond recognition.
These researchers call their perspective "qualitative positivism" (e.g., Miles & Huberman, 1984).
Positivism,
however, is quantitative in nature.
Bogdan and Taylor
(1975) describe "two major theoretical perspectives in
social
sciences
research":
positivism and phenomenology.
Quantitative research stems from positivism;
qualitative research from the tradition Bogdan and
Taylor call "phenomenology."
While i t is not the
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.r

of' this essay to criticize the positivist
approach to qualitative research, an awareness of'
these
facts
strongly
suggest
that
educational
researchers need to define tbe~r research perspective
when they label i t as "qualitative" or as "naturalistic inquiry."
Naturalistic inquiry has its philosophic roots in a
research tradition which differs greatly from that of
quantitative
study.
It
is
this
philosophic
perspective which causes the divergence between the
research methods ea ch uses and the sometimes bitter
disagreement as to what constitutes a valid study.
In
fact, the disagreement is usually base!i on a lack of
understanding of the different purposes each method
addresses.
John
Lofland
(1971)
presents
these
differences
in
a
clear and
simple
way.
Social
inquiry, he tells us, usually attempts to find the
answers to three basic questions:
-What
are
the
CHARACTERISTICS
of
a
social
phenomenon, the forms i t assumes, the variations
i t displays?
-What are the CAUSES of a social phenomenon, the
forms i t assumes, the variations i t displays?
-What
are
the
CONSEQUENCES
of
a
social
phenomenon, the :forms i t assumes, the variations
i t displays?
Quanti ta t i ve analysis tends to simplify the :first
question by providing "operational def'initions" for
the "variables," or characteristics, of a phenomenon.
The focus of th .i s type of' research is on providing
answers to the second and third questions.
Its goal
is to produce a replicable study, one in which two
researchers working from the same data would arrive at
the same conclusions.
Naturalistic inquiry, on the other hand, focuses
primarily on in-depth, descriptive answers to the
:first question.
The aim here is understanding the
phenomenon rather than controlling it.
I t is the
intent of naturalistic inquiry to produce a unique
theory grounded in the situation or event under study.
As Glaser and Strauss (1967) point out, the goal here
is to
"allow,
with discipline,
.for some 0£ the
vagueness
and
flexibility
that
aid
the creative
generation of theory."
intention
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To understand naturalistic inquiry, its method and
its
goals,
it
is
necessary
to
understand
the
theoretical bases from which i t derives.
Two schools
of thought, ethnography from the field of anthropology
and symbolic interactionism from sociology, provide an
excellent beginning to understanding the theoretical
perspectives of naturalistic inquiry.
While ethnography can be defined as the study of
culture, i t is in reality more than that.
I t is the
study of culture from the point of view o~ its people.
Ethnography is based on the concept o:f culture as
shared knowledge, thus the focus 0£ interest is the
way people think about things.
In fact,
Spradley
(1979) defines ethnography as "1earning from the
people" rather than studying people and feels this
work must be approached
"with a .n
a1most complete
ignorance."
Symbolic
interactionism
is
based
upon
a
very
similar theoretical perspective.
Social scientists
such as George Herbert Mead (1934) and Herbert Blumer
(1969) view the human being as an acting rather than a
responding organism.
The assumption is that people
act on the basis of' the meaning things have .for them
and that in order to understand the actions of' people,
i t is necessary to interpret objects as they do.
"Objects," from this perspective, include not only the
person doing the acting, but other people and their
actions as well as the environment and the physical
objects within i t .
Blumer (1969) explains that symbolic interactionism
has
"profound
methodological
implicati.ons."
The
researcher who wishes to understand why people act as
they do must understand how they view the objects
which form their world.
This understanding, Blumer
tells
us,
can
be
obtained
through
"descriptive
accounts from the actors of bow they see the objects,
how they have acted toward the objects in a variety of
different situations,
and how they
refer
to the
objects in their conversations with members o:f their
own group.
Both sociologists and anthropologists exp1a in the
work
of
naturalistic
inquiry
as
an
attempt
to
"describe the social world studied so vividly that the
reader, like the researcher, can literally see and
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hear
its
people ••• "
(Glaser
&
Strauss,
1969).
Sociologists
call
this activity
"grounded
theory"
11
whi1e
anthropo1ogists
use
the
term
etbnography."

Spradley
(1979),
an
anthropologist.
defines
the
purpose
o .f
ethnography
as
"the entire process of'
discovering
the
meanings
0£
one
culture
and
commWlicating these meanings to people
in
another
culture."
A simple, "omnibus" definition of culture

given
by
Spradley
and
McCurdy
in
The Cu1tural
Experience, (1972) expands the mean1ng to embrace what
qualitative sociologists see as their rea1m of study:
"cu1ture aa near1y everything that has been learned or
produced by a group of peopl.e."
To view
the
wor1d
through
the eyes of'
their
subjects, qualitative researchers have used a variety
o:C

techniques

limited only

by

the

imagination

of

the

researcher (Bogdan & Biklen, 1982;
Eisner, 1985) •
.Although the techniques are rigorous and empirica1,
aimed at as ful1 a description of the situation under
study
as
possible,
researchers
have
successfully
combined existing techniques and created new ones in
an attempt to study and define events as they are
experienced by real people in their everyday lives.
A
number of these techniques aim toward co11ecting data
which
Bogdan
and
Taylor
( 1975)
ca11
"personal
documents."
Many of these persona 1 documents yield
data strikingly similar in nature to the "persona1
writing" encouraged as a genera.l learning activity by
composit~on

theor~sts.

PERSONAL DOCUMENTS AND PERSONAL WRITING

Bogdan and Taylor (1975) define personal documents
as "an indi victual' a descriptive, first-person account
of the whole or part of his or her life or an
individual's reflection on a specific topic or event."
Transcripts
of
unstructured
interviews,
long,
open-ended conversations with individuals to capture
their perspective of a situation, event, or activity,
are one category ; of personal documents.
In addition
to tranadripts of unstructured interviews,
personal
documents can include autobiographies, . diaries, and
letters written either for self or a t the request of a
researcher.
o:f
persona 1
descripti:.on
Bogdan
and
Taylor's
documents bears a marked resemb1ence to the in t i tie 1
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stage of the writing process described by composition
theorists
(Britton,
1970; Emig, 1971; Flower and
Hayes, 1981; Moffet, 1968).
Within the last decade,
research on writing has moved from an examination of
the written product to an exploration of the process
through
which
the
product
was
produced.
While
theorists
differ on
the number of stages in the
writing process and the names by which these stages
are called, all agree that there is a
pre-wri.t ing
stage during which the writer explores the topic of
the
proposed
piece.
This
pre-writing
stage
is
followed by a writing stage during which the writer is
concerned with expressing his/ her ideas well for a
specific audience and a rewriting, or editing, stage
during which the writer evaluates and reworks the
piece of writing as necessary.
All three stages,
writing theorists explain, are equally important to
producing a well-written final product and a11 three
should be incorporated,
not just into composition
classes, but across the curriculum es well.
During the first stage of the writing process,
sometimes called "personal writing," writers are not
concerned with an audience; rather, they are talking
to themselves on paper with no concern .for audience,
style, or the rules o.f grammar and spe11ing.
James
Moffett (1982) suggests that this technique allows
writers to tap into their own stream of consciousness,
thus discovering personal know1edge,
interests, and
conclusions about a topic.
Since personal writing can
assist in clarifying and organizing thoughts as well
as in producing better papers, i t is recommended that
activities such as freewri ting (writing steadily for
short periods, putting down thoughts as they occur)
and journal writing (diary-like entries on specific
aspects
of
a
subJect)
be
incorporated
into
the
teaching of courses (Wo1.fe & Reising, 1983).
Freewri ting
or
journal
writing,
whi1e
improving
the
quality of instruction, can also provide a rich source
o:f naturalistic data on students• perceptions of any
activity or idea instructors wish to explore.
ANALYZING NATURALISTIC DATA

As can be imagined, the data gathered for ana1ysis
in naturalistic inquiry is very different £rom the
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type auantitative researchers collect.
I t generally
consists of hundreds, even thousands, of written pages
reflecting the perspectives of a wide variety of
individuals.
Analysis
of qualitative data
is an
ongoing process integrated with data collection rather
than being a separate stage of research which follows
data col1ection.
The primary purpose of analysis is to
discover
"themes," topics or situations which occur and reoccur
in
the conversations or writings of respondents.
These themes are used to construct hypotheses or
develop ideas about how individuals define themselves,
their activities, or the events or organizations in
which they participate.
While both sociologists and
anthropologists follow this same general procedure,
the
intended
outcomes
for
each
are
slightly
indifferent.
Ethnographic
analysis
attempts
to
discover underlying cultural patterns,
the ways in
which people
"take chaotic
jumble of stimuli they
experience each day and reduce i t to manageable
terms."
(Spradley
&
McCurdy,
1972)
Sociological
analysis aims at a more systematic method of theory
building, at · generating theory that is "integrated,
consistent, plausible, close to the data--and at the
same time is in a form clear enough to be read1ly, if
only
partially,
operationalized
for
testing
in
quantitative research."
(Glaser & Strauss, 1967)
The techniques of anthropology are more clearly
defined and comprehensive than those o:f sociology.
Knowledge o:f the analytical techniques of both fields
is important to the naturalistic researcher.
DEVELOPING GROUNDED THEORY FROM PERSONAL ,WRITING:
AN EXAMPLE

As
part
of
an
ongoing
effort
to
understand
students' perceptions of the library research process,
a component of a .funded project to integrate library
instruction into beginning composition courses at a
mid-sized Southern university, 20 English instructors
assigned and collected personal writing ~rom students
in their composition classes over a two year period.
Assignments
to
provide personal writing took two
forms:
journals and essays.
Instructors required
students to keep search journals, diary-like entries
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that described the search process and their feelings
about i t ,
during the course o:f the semester.
In
addition,
toward the end of the semester, students
were
required
to
do
an
in-class essay addressing
variations of these basic questions: "What were your
experiences using the library to find information for
your research paper?
How did you feel
about the
library
and
your
ability
to
use
it?
Did
these
:feelings change over the course of the semester?
How
do you feel about using the library now?"
Data
were
collected
each
semester
.from
participating
instructors
and
were
ana 1yzed
for
recurrent
"themes" using the constant comparative
method described above.
I t was :found that 75 to 85
percent of students in every class studied described
their
initial
response
to
using
the
library
for
research in terms of fear or anxiety.
Terms like
"scary,"
"overpowering,"
"1ost,"
"help.l ess,"
"con11
fused,
and "fear o.f the unknown" appeared over and
over
again
as
students
wrote
about
their
first
experiences in the library.
Most of the students who discus.s ed their fear of
the library ta1ked about the feeling of being "lost."
One student claimed to fee
like
"a
lost child,"
another wrote about "1ost in there and actually scared
to
death,"
while
a
third declared,
"I,
as many
freshmen, was lost in the library for a very 1ong
time.
I t was like a big maze to me and was easy to
get lost in."
Feelings of' being lost seemed to stem :from four
causes:
the
size
of
the
library
and
a
lack
of
knowledge about where things were, how to begin, and
what to do.
Again and again , students mentioned the
"1arg_e size" of the library.. (Actually, the study was
conducted in a relatively small academic library o:f
only three floors.)
A student explained, "I re1ate my
fear of the library ••• to i t s large size," and another
declared that "the largest li.brary you've ever been in
seemed like a smell room compared to this."
Instead
of a paragraph, one student produced a l i s t o:f words
which
included
''big,
expansive,
vast,
majestic,
awesome," while another more f1uent with description
declared, "The library seems like a huge monster that
gulps you up after you enter it."
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A second theme appearing frequently in student's
writing was confusion about where things were.
"Thia
library stuff is conf'uaing," one student printed in

big captial letters.
"Where are the reference books?
Which card catalog do I
use?
There are so many
drawers I"
Another student declared, "I have no idea
where the encyclopedias are.
I don't even know where
to go to .find out where those type of books are."
Two re1ated themes, bow to begin and what to do,
also appeared with great frequency as students wrote
about
their
library experience.
Typical of this
problem ~a the fo1low1ng journal entry, "I was aiways
puzzled ea to what step to take first.
I knew where
the card catalogs were but there were so many little
drawers, I would.n' t even know where to start.''
While some students worried where to begin, others
expressed their concern about what they were supposed
to do
in
the
library.
"I don• t
understand
this
library system et all!" · a student printed in large
letters across the paper.
"I spend an hour or two in
the library every day," wrote another, "but I stil1
don't know what's going on."
A third explained
rationally, "The library can be an overwhelming place
to someone who doesn't understand how to use i t . "
Descriptions such as these 1ed to formulating a
grounded theory that many students become so anxious
when confronted with the need to gather information in
the library for their :first research paper that they
are unable
to approach the problem
logically or
effective1y.
The question
then arose as
to
why
students did not explain their lack of library skills
to
professors.
Further
examination
of
the
data
indicated that students' f'ears were due to a .feeling
that other students were competent at 1ibrary use
while they alone were incompetent; that this lack of
competence was somehow shameful end must be kept
hidden, and that asking questions
wou1d lead to a
revelation of their incompetence.
"I can't believe I don't know anything about this!"
wrote one student who signed the entry "Knucklehead, "
while another . declared, "They never taught me how to
uae the library.
I guess they thought I would a1ready
know."
A third student added, "As soon as you enter
the university, you are expected to know how to use
the library."
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The feeling that students should already know how
to use the library for research led to the concern
that one student explained this way: "I tend to feel
like I'm the only one in the university that doesn't
know where to look for things in the 1ibrary."
A feeling of inadequacy in comparison to others can
cause a continuing incompetence when students d.o not
ask auestions because they fear revealing their ig-

norance.
"I'm shy and afraid to ask questions," wrote
a student, while another exp1ained, "I was scarea to
ask questions.
I
didn' t
want to bother anyone.
I
also didn't want them to think I

was stupid."

THEORY INTO PRACTICE

The final stage of qualitative research involves
examining the grounded theory developed 1..or a specific
situation or event in terms of existing research.
In
our study, the original purpose of col1ecting data was
to help us find better ways to teach search 1 · brary
skills within the fifty minute session a11otted to us
by the composition faculty.
We d .i scovered, however,
that students, when asked about using the 1ibrary for
research,
did
not
discuss
the
problems
they
encountered as they used the l.ibrary.
Instead, they
d .i scussed feelings of fear that kept them from using
the library or that got in the way of their staying in
the library long enough to master i t s use.
This fear
of the library which they described seemed to tie in
closely with the work being done an math and test
anxiety (Tobia, 1980).
I t thus seemed logical to
describe students'
.fear of the library as "library
anxiety"
and
to
consider
treating
i t within
the
an.x iety framework.
In working with the concept of a11ayi.ng anxiety,
the literature seemed to indi.cate that acknow1edging
the anxiety and i t s legitimacy and then providing
successful experiences to counteract the anxiety was
the most effective method for treatment.
Whi1e we
considered i t unlikely that composition faculty would
radically rev .i se their courses to incorporate more

sessions on library use, we

began

with

in

supportive

colleagues
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sharing our findings

the

Eng.lish

Deoertment

see where changes cou1d be made to acknowledge and
deal with students' 1ibrery anxiety.
to

A cooperative

instruction

relationship had existed between the

and the composition faculty
pr.ior to
the study;
however, thi.a cooperation was
mai.nly in the form of a
£i£ty minute ''orientati-on
seminar''
conducted
by
librarians
c1ose
to
the
beginning of the
semester.
Due to insufficient
staffing for 1ibrary instruction, i t was p1anned to
design ~nstruction which would eventually be given by
composition faculty as part of their classroom work.
However~
the data indi.cated that 1:lbrary anxJ.ety was
considerably reduced by interact.1.on w.i th a librarian
1.n the fifty minute ori.entati.on session.
Whi.le the
librarJ..ens were aware that f;lfty minutes did not
provide sufficient time to develop a
rea1 working
grasp of search strategy,
or even
tool use,
i.n
beginning
reeearobere,
they
were
unaware
of
the
:importance students placed on "gett:lng to know the
li.brarian" and "rea1izing those peop1e real..ly want to
belp me." The reeu1t~ng redesign conti.nued to include
a f1.fty-mi.nute 11.brary i..nstructi.on session wtdch we
~gen to cal1 our ''warmth semJnar. ''
Although search
'1trategy
and
too1
use
were
sti.11
emphasized,
the
I
•ession was redesigned to provide maximum interaction
~tween
student
and
librarian.
In
addition,
lnatruction 1ibrarians incorporated J.:.nformation about
~ibrary
anxiety into their presentations,
assuring
students that i t was both common and reasonable.
Composition
:faculty
began
to
devote
cl.assroom
sessions
to
library
search,
accompanying
their
•tudents
to
the
library
whi1e
they
l.ooked
for
¥>formation.
Facu1 ty wou1d position themael.vee et a
table close to the reference desk and act as a 1iaieon
between the students end the reference librarians.
As
they worked more and more c1ose1y with the 1ibrariana
serving theJ.r students• they became more knowledgeable
about
library search.
Thi.a resu1ted in a
better
profess:lonal

librarians

rel.ationship

faculty and i.n more

real~stic

between
l~brary

l.ibrarians

and

research assignments from :lnstructors who were coming to understand
the
:intricacies
of
library
search.
Composition
faculty who had former1y spent on1y one class session
in the library now conduct over half of the class
sessions there.
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Formu1ating a grounded theory of "library anxiety"
and examining its underlying causes helped 1ibrarians
and composition faculty
to
better understand the
problems students encoWltered in using the library f"or
research.
From these observations,
a
closer cooperation between composition faculty and librarians
resulted
which
changed
both
the
presentation
of
library research in beginning composition classes and
the design of the library instruction program.

THE IMPLICATION OF PERSONAL WRITING AS NATURALISTIC DAT A

While

the research study described is important
within its own fie1d, the imp1ications of the research
technique are far greater.
Many excellent teachers,
in close persona 1
touch with important educa tiona 1
problems,
think
of
research
solely
in
terms
of
"controlled
experiments"
inappropriate
for
their
interests and skills.
I t is vital to emphasize that
good naturalistic inquiry carries with i t the demand
for rigor and excellence, a demand as strong as that
of its quantitative counterpart;
however,
i t may
provide a research option appropriate for a different
type
of
researcher.
In
addition,
1ooking
upon
personal writing as a means of data collection may
provide
a
research
technique
which,
along
with
gathering useful and relevant data, is justifiable as
a 1earning technique of benefit to the students who
provide the data.
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The Identification and Comparison of Effective Merit Pay Factors by
Central Florida Public School Educators
Richard K. Bommelje
1984

Chairman: Arthur Olson
Department:
Administration and Supervision
The purpose of' this survey was to identify and
compare the specific factors relating to merit pay
that teachers,
principals,
and superintendents
in
Central Florida would accept in the development and
implementation of a merit pay plan.
A questionnaire,
based on an instrument that was used in a previous
study on merit pay factors in 1970, was developed that
consisted of 38 :factors.
A five-point ordinal scale
was
used
to
measure
the
educators'
degree
of
acceptance for each factor.
There were 14 Central
Florida school districts that participated in the
survey including 433 teachers, 211 principals, and 12
superintendents.
The response rate was 62.6%.
The chi-square test was the primary test used for
the statistical analysis.
The test was uti1ized to
compare group responses on a factor- by-factor basis
and to compare teacher demographic data on a factorby-factor basis.
Some conclusions made based upon the
analysis of the data were:
1.
Agreement existed by the educators in Central
Florida on a majority of the 38 factors.
2.
Teachers and principals rejected the fol1owing
factors:
-Set a quota on the number of teachers eligible
for merit pay each year.
-Teacher evaluation should include summer work
experiences which relate to teacher's field.
-Teacher evaluation should include as a criteria
an advanced degree or cert~ficate.
-Teacher
evaluation
should
include
college/
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university
training
beyond
a
degree
or
certificate.
-Teacher evaluation should include con~erence and
convention participation.
-Teacher
evaluation
should
include
scores
achieved on standardized tests.
3. Teachers rejected having the principal be the
primary evaluator, whereas principles and superintendents were in general agreement with this
factor.
4. Teachers showed a difference on more factors when
divided on the basis o:f experiential level ( 1-10
years versus 11 years and over).
In
summary,
although
there
were
statistically
significant differences identified, the comparisons
were more alike than different with the majority being
differences in degree only.

A Needs Analysis for a Doctoral Program in Education

for Non School Educators and Trainers in the
Eleven County East Central Florida Region
Thomas E. Gwise
1984

Chairpersons:
Phillip Sciortino and Daniel Weppner
Department:
Administration and Supervision
conducted to analyze the perceived
need for a doctoral program in education for non
school educators and trainers in the eleven county
East Central Florida region.
A two part survey
instrument was used to collect data related to the
strength 0£ the need and to the competencies required
by the survey respondents.
Sixty competencies were
derived from the literature.
Respondents were asked
to rate each competency item as essentiai, important.
supplemental or non essential to both their present
positions · and to their future goals.
Instruments were mailed to 314 non school educators
and trainers in the eleven county East Central Florida
This

study

was
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region.
One
hundred
thirty-nine
responses
were
received for a
response
rate of' 44%.
The
data
indicate that a strong need exists for such a program
particularly
for
those
non
school
educators
and
trainers who are in or who aspire to positions in
leadership, management, and administration.
The four
major components of the need are people skills,
communication
skills,
technological
ski1la,
and
prof'essiona1 skills.
Further, the need identified in
East Central
Florida is congruous with the needs o:f
non school educators end trainers nationwide.
Sixteen
core competency areas
were
identified:
(1) effective working relations,
(2) organizational
decision making, (3) strategic planning, (4) instructional
program
planning,
(5) general
management,
(6) internal
resource
management,
(7) supervision,
(8) report
preparation,
(9) specification
writing,
(10) interpersonal relations,
(11) public speaking,
(12) written
communication,
(13) team
building,
(14) organizational interfacing,
(15) learning goals
and objectives, and ( 16) evaluation.
A data based,
competency centered program design
for a doctoral program in educe tion for non school
educators and trainers was formulated.
The design
mandates achievement of functional competency at the
terminal
degree
level
in
each
of
four
academic
clusters:
Professional, Research, Technological, and
Education and Training.
1

An Investigation of the Attitudes
of Principa s and Superintendents in
Florida Toward Merit Pay
Albert W. Helms
1985

Chairperson:
Arthur Olson
Department: Administration end Supervision
study was to determine the
attitudes of superintendents and principals in the
state of Florida toward the issue of merit pay.
The evaluation instrument used f .o r the collection
of data was a questionnaire that was developed and
The

purpose

of

this
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validated by Rometo in 1961.
For this study, the instrument consisted of 34 statements and four questions
related to merit pay.
During the 1983-84 achoo1 year, the instrument was
mailed to a total of 1,990 educators in the state of
Florida.
Included in the sample were all 67 district
superintendents and 1,923 selected principals.
Usable
returns were obtained from 47
superintendents and
1,262 principals.
The responses were tabulated and analyzed by a
computer which was programmed to evaluate responses
for each of the 34 statements in terms of eight
demographic variables.
These variables were used as a
basis for testing eight hypotheses.
The data was
analyzed
by
the use of the chi-square test for
significant relationships and the Cochran's Q test for
related observations to opinion responses.
The following summary includes some of the findings
of this research study:
-An application of the chi-square test produced
36 signifj.cant chi-squares for the 34 attitude
statements.
-Over 58% of the principals and superintendents
were of the opinion that with adequate salaries,
merit pay wou1d be unnecessary.
-Almost 85% of the administrators indicated that
merit pay should be subsidized by the state.
-Administrators were in agreement ( 66. 1 %) with
the statement that a teacher should be eligible
for a merit increment as soon as outstanding
teaching has been demonstrated.
-Over 68% . of the administrators were of the
opinion that teachers should have the opportunity to assist in planning and administeri..ng
merit pay in their respective systems.
The overwhelming majority of educators indicated
that the principal should participate in the evaluation
of
teaching
performance.
The
position
of
supervisor was the second choice and fell ow teachers
was third.
The
highest
ranking
criteria
for
evaluating
teaching performance selected by administrators was
quality of instruction end pupil test scores.
The
lowest ranking criteria was community participation
and service.
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Despite the widespread apprehension surrounding the
issue of merit pay, the results of this study suggest
that agreement exists among the composite attitudes of
principals and superintendents in the state of Florida
with
regard to premises
relative
to
merit
pay,
policies concerning merit pay, and possible effects of
merit pay.

An Evaluation of the Involvement Component of the Educational
Planning Resource Management System (EPRMS) in the
Orange County, Florida Schoo s
Michael E. Mekdeci
1984

Chairperson:
Dr. David Hernandez
Administration end Supervision
Department:
The purpose of' the study was to determine i f the
Educational Planning and Resource Management System
(EPRMS), implemented by the Orange County Public
Schools, increased parent and/ or teacher involvement
and communication i .n the school level decision making
process.
The study surveyed parents, teachers and principals
about
their
perception
of
the
communication and
involvement at their school during 1982-83 and 1983-84
(the
year EPRMS was fully
implemented).
I t was
assumed that any increase in communication and/or
involvement would be due to the Educational Planning
and Resource Management System.
A questionnaire was developed after an extensive
literature review and input by a panel of experts.
Separate questionnaires were ad.ministered by mail to a
random sample of parents, teachers and principals.
The data were analyzed with analysis of variance
and
cross-tabulations.
Since
three
surveys
were
administered, three separate univariate analysis of'
variance
designs
were used.
In
each
case,
the
analysis of variance was a repeated measures design
including a fa ctoria 1 between subjects and a within
subjects component.
The data analysis revealed that parents, teachers
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and principals reported an increase in communication
and involvement during the 1983-84 school year.
These
increases,
while
statistically
significant,
were
relatively small.
I t also showed that principals and
high school respondents gave the highest ratings to
communication
and
involvement
while
teachers
and
junior high respondents gave the lowest ratings.
The study did,
for the most part,
support the
assumption that there was more perceived communication
and
involvement
at
the
school
level
since
the
implementation of EPRMS.
Even though the statistically significant increases for the various groups
and levels were small,
question 34 provided substantia l support to the finding of increased schoollevel involvement.
Almost three-fourths (74-7%) of
the respondents reported that more opportunities for
involvement existed during the 1983-84 school year
than during the 1982-83 school year.
Recommendations included addi tiona 1 monitoring of
EPRMS with regard to staff and parent involvement and
extensive management training in group dynamic and
managing group interactions.

A Comparison of The Subtests of the Gesell School Readiness Screening

Test as Predictors of Reading Achievement
Dolores W. Sapp
1984

Chairperson:

Department:

Patricia Manning
Administration and Supervision

major purpose of this study was to determine
aubtests
of
the
Gesell
School
Readiness
Screening Test are the best predictors of reading
achievement.
The
procedure
used
was
a
stepwise
multiple regression to determine which subtests were
the best predictors of achievement for each reading
section of the Comprehensive Test 0£ Basic Skills.
Seventy-two
students
from
four
schools
were
evaluated :for this study.
Three testing instruments
were administered to these students.
They were the
The
which
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Gesell test, the Otis-Lennon test, and the reading
subtests of the Comprehensive Test of Basic Skills.
The Gesell teat consisted of eight subtests: Cubes,
Name, Copy Forms, Numbers, Incomplete Man, Interview,
Animals, and . Interests.
The best single predictor
subtest was Interview.
Four separate regression analyses were computed,
one for each of the subtests of the reading section of"
the Comprehensive Test of Basic Ski1ls.
In each case,
the Gesell subtest Interview entered the stepwise
regression at step one.
After the information for
Interview was entered into the regression equation,
the remaining seven subtest scores added ·very 1i ttle
to the prediction.
In summary, although there was some predictive
ability in the Gesell test, the level of predictability was not strong.
Post factum interpretation of
the
low
predicts bili ty
was
presented
as
were
recommendations for Volusia County in the use of the
Gesell
test
for
placement
of
students
in
the
kindergarten-first grade transitional class.
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The purposes
are:

of

the

publication,

Ideas in Education

1. To disseminate new and/ or useful
tional practitioners;

ideas

educa-

to

2. To stimulate research by providing models
wide range of topics for the readers;

and

a

3. To provide a forum for program development ideas
and/ or information about their implementation in
educational settings.
Persons who have contributions to help achieve these
purposes
are
encouraged
to
submit
articles
for
consideration.
Please observe these conventions:
1. Articles should be of 1000 to 2000 words.
4-10 double-spaced typewritten pages.
2. Submit three
procedures.

copies.

This

will

expedite

Roughly
review

3. Use the format of Publication Manual of the American Psychological Association.
Send
your
manuscripts to:
Patricia C. Manning, Editor
Educational Research and Program Development
College of Education
University of Central Florida
Orlando, Florida 32816

305-275-2331

