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Abstract

The  relations.hips  between.locus  of  control  and  philoso-

phy  of  education  were  analyzed  according  to  the  variables  of

9.I.a.des  taught  and  type  o±.  class  taught.     Results  indicated

that  there  were  not  statistically  significant  relationships.
between  philosophy  of  education  or  locus  of  control  and

grades  taught;   eleinentary  and  junior  high  teachers  did.  not
differ  significantly  on  their  philosophies  of  education  or
locus  of.  control.    Further  results  indicated  that  there  were

statistically  significant  relationships  between  philosophy
of  ediication  and  locus  of  control,   and  type  of  class.     Re-

source  teachers  were  found  to  be  more  intei-nally  oriented

than  regular  classroom  teacher.s. `   The  data  also  r`evea..i.ed.

that  a  negative  relationship  exists  between.locus  of  control

and  philosophy  of  education  indicating  that  teachers  with  an

external  locus  of  control  tend  to  have  a  traditional  philos-
ophy  of  education,   and  teachers  with  an.  internal  locus  of
•control  tend  to  have  a  progressive  philosophy  of  education.
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Chapter  1

INTRODUCTION

The  philosophies  of  a  person  guide  the  way  s/he  behaves.

Each  per.son  has  her/his  own  set  o±'  beliefs  and  values  and

s/he  bases  her/his  actions  and  attitudes,. whether  consciously

or  unconsciously,   on  these  beliefs.     These  beliefs  are  ac-

quired  through  the  process  of  socialization,   and  education
is  often  seen  as  a  factor  in  the  socializai;ion  process.

Marshall   (1973)   identifies  the  teacher  as  the-most  impori;ant

and  vulnerable  member  of  the   educational  process.     These

teachers  hold  to  many  philosophies  and  exhibit  many  different

personalities,   and  the  vat.iables  which  may  effect  thes.e  phi-
1osophies  and  personality  types  ar.e  nu.in.erous.

The  two  ends  of  the   continuum  which  may  be   used  to  re-

search  the  philosophies  guiding  teachers'  methods  are  a  tra-

ditional  approa,ch  and  a  progressive  approach.     These  terms

may  not  be  the  .most  appropriate  ones  available  to  refer  to

the  various  philosophies   but  will  be  employed  here  because

of  their  widespread .use  iri  relevant  literatur.e.    Thus  for

the  sake  of  consistency  the  same  terminology  used  in  the

major.ity  of  related  research  will  be  employed  in  i;his  paper.

The  traditional  approach  centel`s  around  the  belief  that

educat.ion  should  teach -the  three  R's--reading,   wr.iting,   and

arithmetic--without  centering  primarily  on  the  child,   but

viewing  the  purpose  of  the  classroom  as  the  i;eacher  conveying
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the  education  to  the  child  who  attends  and  retains  the-  ideas

(Bermett,1976).

The  progl`essive  approa-ch,.  co.ming  to  us  from  Engl.and,     -

centers  around  the  child,   viewing  the  process  of  education  as

the -teacher  and  child  working  togethe-r  in  a  warm,-friendly

atmospher.e  focusing  on  a  broad  r`ange  of  subjects  including

personal  growth.     Following  this  phi-losophy  the ,child  i§  the
focus  of  the  classroom  with  the  teacher  facilitating  in  the

child's  own  educational  endeavors   (Pennett,1976) .

More  appropriate  terms  for  these  philosophies  might  .be

teacher-directed  and  teacher-facilita.ted.    The  appr.oach  gener-

ally  referred  to  as  traditional  carl  be  viewed  as  teacher-

directed  because. the  primary  role  o±.  the  teacher  is.to  direct

the  educational  endeavors  of  the  students.    The  approach

generally  referred  to  as  progressive  can  be  viewed  as  teacher-
facilitated  because  the  prima,ry  role  of  the  tea.chef  is  to  fa-

cilitate  the  child's  own  educa.tional  endeavors.     The  majority

of  the  work  in  a  teacher-directed  approach  is  conducted  on  an

individual  basis  with  other  students  working  on .their  own   -

while  the  teacher  facilitates  student  endeavors  one  at  a  time.

An  important  consideration  in  discussing  philosophies  at

two  ends  of  a  continuum  is  the  exister]ce  of  many  viewpoin-ts

in  varying  degrees  between  the  endpoints.     Thus  a .teacher  may

employ  an  appr.oach  Which  is  basically  t'f.adit-ional  I.ut  also  in-

cludes  elements  of  a  progressive  approach.     Thus  results  must

be  viewed  in  relative  terms  rather  than  absolute  .terms.
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Related  to  teachers'  phi].osophies  is  their  locus  of

control  which  may  be  eithel`  external  or  intei-nal.     The  origin

of  control,  external  or  internal,  pertains  to  the  place  a

person  looks  to  as  being  the  controlling  factor  of  her/his
life,  either  outside  or .inside  her/himself .

Statement  of  the  Problem

Tlie  si;udy  is  an  attempt  to  explore  i,he  effect  of  several .

variables  on  the  philosophies  of  education  and  the  loci  of

control  exhibited  by  teachers.    These  variables  will  include

number  of  years  of  teaching  experience,  gra.de(s)   presently

taught,  and  area  of  teaching  speciality  (regular  classroom  or
•   specia,i  type  classroom).     Special  classrooms  include  class-es

for  emotionally  mentally  ha.ndi-capped,   educably  in-entally  handi-

capped,   trainable  mentally  handicapped,   and  learning  disabled.

ose   of  the  Stu
'The  purpose  of  this  study  is  to  examine  how  the  variables

of  teaching  experience,  grade(s)   taught,   and  speciality  area

in  teaching  are  related  to  locus  of  control  and  philosophy  of

education.     The  degree  to  which  these  variables  affect  the

teacher  may  prc>duce  significant  differenc.es  among  the  behaviors

of  teachers,   in  turn,  affecting  the  way  childr.en  learn.     These

differences. may  be  expressed  through  their  philosophies  of

education,   e.g.   ideas  on  open  versus  traditional  classrooms

and  through  their  loci  of  control.

It  is  felt  that  the  results  of  this  study may  offer  sug-

gestions,   if  not  suppol-ting  data,  concerning  the  effect  of
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these  variables  on  teachers'   teaching  methods.     These  results

which  are  taken  from  elementary  and   junior  high  schools  in

rural  areas  of . Piedmont  North  Carolina  can  perhaps  be  gener~

alized  to  other  schools  and/or  generate  other  r.elated  areas

of  research  such  as  placement  considerations  based  on  student-

teacher  matching.

Esp__9__theLEe_±

The  hypotheses  deal  with  the  educational  philosophies,

locus  of  control,   grades  taught  a.nd  spec)ialty.     The  data  was

analyzed  according  to  the  variables  mentioned  earlier.    All

of  the  hypotheses  are  stated  in  the  null  for'm.

Ma.ior  HVDothesis

There  is  no  significant  difference  between  the  edulcational

philosophies  and  locus  of .control  scores  of  teachers  with  re-

ga.ltd  to  the  variables  of  experienceg   grade(s)   taught,   or  area
of  teaching  exper.ience.    There  is  no  significant  relationship

between  the  scores  of  the  teachers  on  the  Kerlinger  Educational

Scale   (ES-VII)   and  the  MacDonald-Tseng  Internal-External  Scale

(I.E.)  .

theses

There  are  five  null  subhypotheses  offered.

EL1±pothesis  1.    There  is  no  significant  difference
between  the  scores  on  the  ES-VII  for  _elementary  teacher.s   ver-

sus   junior  high  school  teachers.

Null  S thesis  2.     Th.ere  is  no  significant  difference

between  the  scores  on  -the  ES-i.rll  for.  regular  teachers  versus
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special  classroom  teachers.

¥±±±i_S_iE±h_ypqt_h_§_E!_=i±_3.     There   is  no  significant  difference

between  the  scores  on  the  I.E.  for  elementary  teachers  versus

junior  high  sch.ool  teachers.

Null  Su.bh othesis  4. There  is  no  significant  difference
between  the  scores  on  the  I.E.  for  regular  teachers  versus

special  classroom  teachers.

Null  Subhypothesis  5.    There  is  no  significant  relation-

ship  in  scores  on  the  ES-VII  and  I.E.

Definitions

For  the  purpose  of  this  study  the  following  terms  are  de-

fined  for  clarity  and  consistant  usages

`SLPecial  Classroom

Special  classr.ooms  are  those. iri.  which  predominant  place-

ment  is  based  on  the  identification  of  learning  disabilities,
educable  mental  han.dica.ps,   trainable  mental  handicaps,   and  emo-

tional  mental  handicaps.     These  classifications  are  based  on

the  rules  art.d  regulations  of  the  State  Department  of  Education

of  N-orth  Carolina  (Rules  Governing  Programs  and  Services  for

Children  with  Special  Needs,   1979) .

Regular alas
Regular  classrooms  are  those  in  which  most  of  the  children

in  a  c].ass  are  not  receiving  special  services.     Because  of

current  policies,  some  learning  disabled  and  educable  mentally

handica.pped  children  will  be  present  in  t`'riese  classes.



Gr.adesElement

Elementary  grades  in  the  school  system  studied  include

kindergarten  thi-ough  sixth  grade .

Junior  High  Grades

Junior  high  grades  in  the  school  system  studied  include

severith  through  ninth  grade.

Traditional  PhilosoDh of  Education

Traditional  education  is  content-centered.     The  teacher

is  the  distributor  of  knowledge  and  i;he  ptipil  assumes  a  pass-

ive  role  with  no  say  in  curriculum  planning.     The  acceht  is

on  .memory,   practice.and  rote   (Bennett,1976) .

P=__9_g_E.e_s_a iv_e_   Ph_i i_o_a_9_phy__of   Ed u_a at ±g±±

Progressive  education  is  student-centered.    -The  i;ea.cher

is  the  guide  to  educational  experiences  and  the  pupil  assumes

an  active  role  by  participating  in  curriculum  planning.     The

accent  is  on  learning  by  discovery  techniqu.es   (Perinett,1976).

Locus  of  Control

Williams  and  Long's   (1979)   definition  is  employed  de-

fining  locus  of  control  as  the   "perceived  origin  of  the.

events  in  one's  life"   (p.   284) .

Internal  Locus  of  Control

Individuals  possessing  an  interna,i  locus  of  control  feel
•-they  are  in ._control  of  their  actions  which  in  turn  are  re-

sponsible  for  rewards  and  punishment  received   (Williams  and

Long,1979).



External  Locus  of  Control
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Individuals  possessing  an  external  locus  of  contl`ol  f eel

their  lives  are  co-ntrolled  by  fate  and/or  by  chance   (Williams

and  Long,   1979) .

Assum tions  and  Limitations

Several  assumptions  and  limitations  must  be  considered

when  reviewing  the  results  of  the  study.

AssumptioLES.

Three  assumptions  are  offered.

Assumption  1.     The  sex  variable  is  not  a  factor  consid-

ered  in  this  study.

4Sj±±umptiQn  2.     All  subjects  answer  surveys  seriously  and

honestly .

Assumption  3.     The  race  of  the  teacher  is  not  a  factor

considered  in  this  study.

Limitations

Thl`ee  limitations  are  offered.

Limitation  1. The  age  factor  o.i.  the  teaLcher  i.s  not  con-

sidered,   and  inexperience  .may  not  necessarily  mean  younger  or

more  recently  educated.

IJimitation  2. The  sa.mple    is   from  sma.Il  towns  in  rural

areas;   therefore,  results  should  not  1)e  generalized  except 'to

simil.ar  populations .

Limitation  3.     The  respondents  may  represent  a  biased.

per.spective  since  they  represent  a  small  proportion  of  the
teachers  asked  to  pari;icipa.te  in  the  study  (one-third) .
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Chapter  2

REVIEW   0F   REljATED  .LITERATURE

In  order   to  understand  the  importance  of  philosophies

in  guiding  teaching  methods  and  the  possible  effectiveness

of  different  methods  as  well  as  the  influence  of  locus  of

control  on  teaching  effectiveness  one  needs  to  consider  the

research  which  has  been  done  in  these  areas.

ressive   Versus  Traditiona.i  Classroom

It  is  important  first  of  all  to  review  the  behaviors
considered  charac-t;eristic  of  the  different  philosophies  guid-

ing  teachers.     The  research  in  this  area  falls  under  two  'main

areas:     (1)   progressive  education  and  (2)   traditional  edu-

cation.     Bennett   (1976,   p.   38)   co.mpiled  lists  of  behaviors

considered  to  be  characteristic  of  progressive  and  tradi-t;ional

classrooms  by  interviewing  teachers  from  12  different  schools

(see  Table   1) .

Beitz   (1973)  believes  that  parents.and  educators  all  over

the  country  are  using  different  approaches  which  are  .more

beneficial  to  children's  mental  and  spiritua.1  growth  by  tTe-

ing  more  humane  and  involving.     Althougt`.  the  programs  va.ry  ir`.

their  names   (i.e.   open  classroom,   open  education,   free  school,

open  school,   open  corridor) ,   the  basic  building  blocks  are

the  same.     They  include  children  having  choices  a.bout  activi-

ties  based  on  interest  and  abilities,  learning  at  their  own

pace  and  with  their  own  style,   and  act;ively  engaging  with

people  and  their  environment  for  meaningful  learning.



Table   1

Behavi or   Char.ac.±e±isLt_i__6____jlf_  _Cia_s_srLPQP!S

Progressive Traditi onal

1.     Subjects  are  integrated           1.

2.    Teachers  facilitate
educational  activities

Pupils  take  an  active
role

4.    Pupils  participate  in
curriculum  planning

Learning  is  predomi-
nantly  by  discovery
techniques

External  rewards  and
punish.ments  are  not
necessary

Conventional  academic
standards  are  not  a
main  concern

2.

There  is  littJ.e  testing          8.

The  accent  is  on  cooper-
ative  group  work

10.     Teaching  is  extended
outside  the  classroom
base

11.     The  accent,   is   on  Ore-
ative  expression

10

Subjects  are  kept  separate

Teachers  direct  educa-
tional  activities
Pupils  take  a  passive
role
Pupils  have  no  say  in
curriculum  planning

Ijearning  is  predomi-
nantly  by  memory,   prac-
tice,  and  rote

External  i`ewar.ds  are
used,   e.g.   grades

Conventional  academic
standards  are  of  pri-
mary  concern

There  is  frequent  testing

The  accent  is   on  compe-
tition

10.     Teaching  is  confined  to
the  classroom  base

11.     The  accent  is   on  academic
achievement  characterized
more  by  memorization  than
creative  expression
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Research  has  been  conducted  on  the  effectiveness  of

the  open    cia.ssroom  in  American  schools  which  have  tried  to

model  England's  original  efforts.     Observors  of  the  class-

room  in  England  emphasize  the  freedo.in  the  students  have  and

how  strongly  the  student  responds  to  the  flexible  learning

situation  (Hapgood,1972).     Thus  the  hallmark  of  the  open

cia.ssroom  method  is  the  student's  freedo`m  to  choose  the

direction  her/his  academic  endeavors  will  pursue  with  the

teacher's  role  being  thai;  of  helping  without  instructing

or  lecturing.

George   (1975)   encountered  several  problems  with  the

open  classroom  including  a  high  noise  level  and  a  failure

to  de'monstrate  academic  superiority  over  tradii;ional  class-

rooms.     However,   the  study  concludes  that  open  classrooms  do

facilitate  the  growth  of  more  positive  self -concepts  in  the

learners.    Another  study  revealed  that  while  parents  felt

their  children  were  improving  acade.mically  and  socially,

they  reported  two  concerns--the  lack  of  quiet  areas  for  in-

dependent  study  and  the  lack  of  an  adeciuate  system  f or

progress  reporting  to  the  parents   (Nesset,1974).     A  review
of  the  research  done  on  open  space  classrooms  by  Sanders

and  Wren  (1976)   concl.udes  that  the  open  educational  approach

is  more  effective  than  the  self-contained  in.  terms  of  aca-

demic  achievement  -and  attitudes  on  the  part  of  teachers,

parents,   and  pupils.     The  authors  reported  the  development
of  favorable  attitudes:     These  attitu.des  were  measured  by
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the  Minnesota  Teacher  Attitude  Inventory,   the  Children's

Personality  Questionnaire,   and  a  Pareni;al  Attitude -.Inventory

designed  .by  the  authors  of  the  study.     According  to  the

authors  "Statistically  significant  differences  on  several
factors  indicated  that  pupils  who  had  been  in  the  open  school

for  more  tha.n  a  yea.r  were  more  assertive,   more  independent,

more  aggressive,  more  persistent,   and  more  dominant"   (Sanders

&  Wren,1976i   P.   59)  .

Other  research  on  this  topic  includes  another  two-year

study  which  compared  the  effects  of  open  cia.ssr.oom  versus

traditional  instruction  on  children's  self-concept,  attitudes
toward  school,   and  achieve.ment  of  basic  skills.     This  compari-

son  study  concludes  i;hat-the-open  classroom  was  not  more

effective  than  the  traditional  concerning  instructional
strategies,  but  produced  positive  changes  in  the  affective

areas  of  self-concept  and  attitude  toward  school   (Reynolds,

1973)  .

Rogers  and  Church   (1973)   support  open  education  because

it  fosters  independence  and  self-direction.    They  have  found

the  followingg

Relatively  low  a.chievement  .in.otivation  in  school  is

related  to  a  lack  of  independence  and  choice  on  the

part  of  the  child,   children  who  have  independence  and
self -direction  will  develop  higher  achievelr.ent  motiva-

tion,   fewer  discipline  problems,  and  more  effective

learning.      (p.   83).
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These  authors  review  many  researchers  who  conclude  that

open  education  enhances  feelings  of  internal  control  and

fosters  positive  attitudes  toward  school  by  promoting  choice,

independence,   success  experiences  and  self-direction.     These

authors  also  include  research  relating  a  student's  internal
locus  of  control  with  higher  IQ  scores,  active  exploratory

behavior,   and  excitement  a.bout  lear`ning.     However,   the

variable  of  teachers'   locus  cif  control  and  how  it  rela.tes  to

the  open  classroo.in  is  not  addressed.

Further  research  includes  a  study  to  deter.mine  whether`

locus  o±`  contr.ol  scores  for  students  in  open  classrooms

changed  significantly  over  a  one-year  period  and  whether

there  was  any  char..ge  expel.ienced  by  si;udents  in  a  traditional

progran.    The  results  indicated  that  students  in  the  open
classroom  did  not  acquire  a  greater  sen.se  of  internal  contl.ol

for  achievement  successes  or  failures  than  students  in  a

traditional  program  (Kocher,1977).     Th.us  conflicting

research  exists  on  the  issue -of  whe.ther  or  not  open  c.lassrooms

foster  internality.
Research  dealing  with  the  issue  of  teacher's  attitudes

according  .t;o  the  classroom  seti;ing  concluded  that  thel`e  was

not  a  significant  difference  in  classroo.mi  behavior  and

attitude  between  teachers  in  open  and  tradJ..tional  settings

(Sewell  &  Dornseif  cited  in  Dobb,   1974) .

Thus  one  conclusion  which  can  be  drawn  from  available

resear.ch  is  the  positive  imf luence  ope.n  atmosphef es  have  on
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affective  growth.     However,   neither  the  open  nor  traditional

approach  seems  consistently  superior  in  other  areas  such  as

academic  growth.     Unmeasurable   variables  are  involved  such

as  attitude  of  person  implementing  the  method  and  perception

of  person  experiencing  the  employed  method.

Current  innovations  in  the  area  of  classroom  instr.uc-

tional  stra.tegi?s  includes  an  integration  of  cognitive,

affective,   and  behavioral  learning  doma.ins.    A  specific

module  incorporating  the  philosophy  that   "life  skill  enhanc-

ing  experiences"  can,  be  integrated  in  regula.r  subject  matter

has  been  developed  by  Er.ic  Ha.tch  and  entitled   "A  Holistic

Approach  to   Individual  Growth"   (Hatch,1980).     This   approach

seeks  to   "increase  I.`a.ther  than  detra.ct.from  +,`he  accomplish-

ment  of  the  traditional  academic  goals  of  A.merican  education"

(Hatch,1980,   p.   4).     Such  a  module  would  strive  to   incorpo-

rate  the  affective  benefits  of  an  open  atmosphere  classroom

while  still  accomplishing  traditional  goals  of  education.

Thus  directive  and  facilitative  as  well  as  creative  process

components  are  employed.     Creative   implies  student  self-

management;   according  to  the  module  it  is  more  than  student

centered  T`ecause  the  teacher  encourages  the  student;s   to  make

decisions  a.bout  content  and  outcomes  and  to  collaborate  wi.t;h

each  other.
"A  Holistic  Approach  to  Individual  Growth"  includes

exercises  and  examples  of  ways  to  increase  growth  in  intra-

personal,   interpersonal,   and  extrap.ersonal  areas  by  including
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beha.vioral,  affective,  and  cognitive  domains  in  instructional

strategies.     Ace.ording  to  the  authors,  this  would  r.equire  the

use  of  facilitative  and  directive  processes  as  well  as  a

third  component--a  creative  process.

A  study  investigating  the  effects  of  letting  children

have  choices  concer.ming  the  difficulty  of  their  curriculum

concluded  that  students  having  a  choice  were  significantly

higher  in  their  engagement  in  tasks  but  were  lower  in  their

academ.ic  per for.mance   (Fisher,1974).     The  results.  of  this

exper`iment  indicate  that  other  variables,  such  as  reinforce-

ment  schedules  used  in  the  learning  task  cand  the  manner  in
•:         ..,.,,        `     :,        .`       .

which  the .curriculuri..i5 'o.rga.riized  and  presented  to  students,

also  affects  academic  performance.     Thel.efore,  this  experi-

ment  offers  evidence  that lan  open  approach  alone  may  not  be

effective  but  an  approach  such  as  the  holistic  which  attempts

to  integrate  all  aspects  of  the  individual,   (behavioral,

affective,   and  cognitive) ;    by   using  reinforcement  schedules,

student  involve.ment,   and  curriculum  organization  .may  be  .more

effective .

If  all  do.mains  of  an  individual  need  to  be  considered  in

tea.ching  strategies,   and  the  ill.eal  setting  would  involve  as-

pects  of  both  the  open  and  traditional  c,1assrooms,   the  im-

portant  question  then  may  be  what  type  of  locus  of  control
would  be  the  most  beneficial,   or  necessary,   for  the  teacher.
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This  section  will  deal  with  research  exploring  the  vari-.

able  of  locus  of  control  in  teachers  and  the  effect  of  locus

of  control  on  tea,cher  effectiveness.

First  of  all,  it  is  important  ±d  I.ealize  the  importance

of  the  teacher  in  the  educational  process.     Marshall   (1973)

states  that  the  teacher  must  serve  multiple  roles  of  educa-

tor,   thinker,  role  model,   counselor,   and  participant.    He

also  states  that  the  teacher  is  the  most  vital  participant  in
the  education  process  so  must  constahtly  reassess  what  s/he

does  and  why.     Marshall  states  that  it  would  be  more  possible

for  teachers  to  function  arid  organize  efficiently  when  they

know  themselves   a.nd  what   -is  possible   for  the.in.     Each  teac.her

can  do  this  by   ". . .knowing  the  options  available  to  him  a.nd

the  rationales  for  them  provided  by  the  philosophies  of  edu-

cation"   (p.   91).

Research  dealing  with  locus  o_f  control  variable  con-

cludes  that   "the   'self-controlling'   o]:`  w-ell-integrated  teach-

ers  were  genera.Ily  more  effective,  whereas  the   'fearful'   or

poorly  integrated  were  ineffective"   (Pledsoe,   Cox,   and  Burn-
ham,1967,   p.   2j).

Considerable  research  has  centered  around  the  student's

locus  of  control  and  its  effect  upon  achieveneht.     Many  of

these  studies  conclude  that  internally  oriented  students

achieve  at  a  higher  level  according  to  grades  and  achieve--

ment  tests   (Skeen,1973).     These  results  indicate  that  the
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teacher  needs  to  consider  the  cognitive  styles  of  their

students  in  designing  their  teaching  strategies.    Kuchinskas

(1979),   after  several  years  of  observing  students,   teachers,
and  reading  materials  in  elementary  classrooms  to  determine

the  effect  of  cognitive  style  on  the  activities  in  the  class-

rooIT„   concludes  the  following:

To  date,   cognitive  style  has  litt.i.e  or  no  influence  on

classroom  instructional  changes.    It  is  almost  totally

ignored  in  the  preparation  and  use  of  instructional  rna.-

terials  except  for  superficial  attention  to  auditory  or
visual  modalities.      (p.   270)

She   cites  Chall   (1967)   who  concluded  from  research  on  how

cliildren  learn  i;o  read  that  failure  in  learnirT.g.  to  read  seems

to  result  when  a  child  with  a  predisposition  for  learning  is

exposed  to  a  .method  that  ignores  this  predisposition.     Inter-

preting  "pl`edisposition"  as  meaning  cognitive  s.tyle
Kuchinskas  cites  this  research  to  support  her  stance  that

cognitive  style  in  teaching  does  rna.ke  a  dif.ference  in  effec~

tiveness.     Other  research  Kuchinskas  cites  includes  a  study

based  on  a  series  of  research  projects  sponsored  by  the

United  States  Office  of  Education  in  the   1960's  to  determine

which  set  of  instructional  materials  would  result  in  the

most  effective  learning  by.first  grade  students  in  reading.

The  results  indicated  that  the  tea.cher  rather  tha.n  the  ma-

terials  or  methods  made  the  difference   (Pond  and  Dykstra,

196?) .     Another  study  citecl  by  Kuchinskas  which  examined
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teaching  styles  and  pup.il  progress  in  Great  Britain  f ound  a

strong  relationship  between  the  aims  and  opinions  of  t,eachers

and  the  way  teachers  actually  teach;   further,   the  effect  of

teaching  style  was  statistically  significant  in  all  attain-
ment  areas  tested  in  the  study  (Bennett,1976).     However,

none  of  this  research  indicates  that  any  certain  teaching

style  or.  cognitive  style  is  more  effective  than  any  other.

Other  research  dealing  with  the  variable  of  locus  ol-

control  and  cia.§sroom  setting  includes  a  study  by  Robert

Wright  and  J.   D.  Ducett   (1976).     These  a.uthors  state   that

research  examining  the  influence  of  locus  of  control  on  stu.-

dent  ac..hievement  must  examine  the  educational  setting  and

teac.her.  instead  of  just  the  i.elationship  between  the  studeni;'s

locus  of  control  and  achievement.     The  authors  propose  tha.t

achievement  is  largely  determined  by  external  forces   (e.g.

the  teacher)  and  therefore  effort  is  not  the  only  factor
contributing  to  academic  success.     Their  research  includes

matched  samples  of  fifth  grade  stiidents  enrolled  in  tr`adi-

tional  and  open  schools.    Their  results  indicate  that  there

is  a  positive  relationship  betweer`.  internality  and  achieve-

ment  in  "open"  schools  but  locus  of  control  was  not  correlated

with  achievement  in  a  traditional  setting.    This  .research  is

included  in  the  review  of  related  literature  because  of  its

conclusion  that  the  cor.relation  between  setting  (open  or  .

traditional)   and  the  student's  locus  of  control  and  achieve-

ment  varies  according  to  the  specific  type  of  setting.    These
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findings  appear  to  support  the  open  classroom  setting,  but

other  i.-ariables  also  need  to  b6  considered.     One   of  these

varia.bles  is  the  impact  of  the  teacher.     If  the  teachers'

locus  of  control  varies  with  the  setting  then  this  may  be  a

determining  variable  in  whether  or  not  the  students'  locus

of  control  affects  their  achievement.    The  relationship

between  teachers'   locus  of  control  and  philosophy  regarding

education  (open  or  traditiona.i)   is  the  focus  of  this  paper..

Experiments  by  Shadbolt   (1978)   concluded  that  highly

extroverted  students  were  .more  effective  at  problem-solving

after  being  taught  by  unstructured  methods.     In  contrast,

highly  introverted  students  were  more  effeci;ive  at  problem-

solving  after  being  taught  biv.`  structured  .methods.     This

research  explicitly  cori.elates  teaching  'method  with  cognitive

style  of  the  student  but  does  not  address  the  issue  of  what
•methods  correlate  wi.th  cognitive  styles  of  teachers.

Bhagat  and  Chassie   (1978)   conducted  research  on  people's

perception  of  their  environment  arid  its  effect  on  their
attitudes  and  behaviors.     They  had  individuals  who  perceive

themselves  to  be  in  reasonable  control  of  their  env.ironmen.t;

and  individuals  who  perceive  themselves  to  be  in  fairly  poor

control  of  their  envirorment  perform  task  related  activities.

The  study  concludes  that  individuals  who  perceive  -t;hemselves

to  be  in  reasonable  con+.rol  of  their  envirorment  tend  i;o  be

relatively  better  performers,  report  gr.eater  task-role  satis-
±`action,   and  are  genera.Ily  more  adjusted  compared  with  those
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who  perceive  themselves  to  be  in  poor  control  of  their

environment.     This  research  does  not  exa.mine  the   effect  of

locus  of  contr.ol  on  teaching  effectiveness  but  indica.tes       -

that  internally  oriented  persons  are  bettel`  task  performer.s.

This  research  may  be  extended  to  suggest  that  ini;ernally

oriented  teachers  might  be  expected  i-o  perform  the  task  of

teaching  better  than  would  externally  oriented  teachers.

However.,   this  type  of  conclusion  cannot  be  positively  con-

cluded  from  the  research  since  it  was  not  done  with  teacher.s.

Research  dealing  with  the  personal  characteristics  of

teacher,s  and  the  rela.tionship  between -those  characteristics .

and  student  achievement  was  conducted  in  an-  irmer  city  wii;h

58  teachers  and  their  students,   fourth .through  eighth  graders.

The  authors  support  their .research  by  stating  that  the  in-

fluence  teachers  have  on  students  is  powerful  and  pervasive.

Therefore,   knowledge  of  tea.cher's  motivational  beliefs  and

orientation  (perception  of  locus  of  control)   helps  to  account

for  var.iations  in  student  achievement   (Porter  &  Cohen,   1977) .

The  results  of  this  study  indica.ted  i;hat  a  relationship

exis.ts  between  general  locus'  of  control  as  a  teacher  charac-

teristic  and  student  achievement  such  that  the  more  internal

a  teacher's  perceived  locus  of  control,   the  higher  the  level

of  student  achievement.

The  author  of  this  study  believes  that  student  achie.ve-

ment  is  the  most  appropriate  way  to  measure  teacher  effective-

ness  and  therefore,   the   study  by  Porter  and  Cohen   (1977)
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indicates  that  teachers'   locus  of  control  and  effectiveness

are  related.     The  resear.ch  in  this  s.tudy  may_.be.u`seful  be.-

cause  of  its  uniqueness  and  the  information  it  adds  to  the

area  of  teacher  e±`feci;iveness  according  to  the  variables  of

lot:us  of  control  and  setting,



Chapter  3

DESIGN   AND   PROCEDURES

In  this  chapter,   the  participants-, in  the  study  are  .

identified,   the  design  is  discussed,  the  instruments  and

data  gathering  devices  are  described,  and  the  statistical

tests  and  pl.ocedures  are  e,xplained.

Partici a-nts  in  the  Stud
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The  subjects  were  elementary  and   junior  high  school

teachers  from  four  schools   in  the  Newi;on~Conover  City  School

System  and  two  schools  in  the  Wilkesboro  City  School  Sysi;em.

They  i,aught  in .levels  k'indergarten  through  ninth  grade .

There  wa.s  a  total  of  69  teachers  involv`ed  in  the  study.

D__esig±
'The  teachers  were  divided  according  to  two  variables--

grades  taught  and  type  of  class  ta.ught.     The  range  of  gr.ades
taught  was  from  kindergar.ten  through  ninth  grade.     The  groups

were  divided  on  this  variable  according  to  the  school  system.

Thus  elementary  teachers  were  defined  as  those  teaching  grades

kindergarten  through  sixth,   and  jurlior  high  school  teachers

were  defined  as  those  teaching  grades  seventh  through  ninth.

The  total  of  elementary  teachers  was  36,   and  the  total  of

junior  high  teachers  was  32.     Also,   one  special  teacher

taught  at  both  levels   (see  Table  2) .

The  other  divisiori  made  for  the  purpose ,of  this  research

was  according  to  type  of  class  taught.     There  were  30  regular

teachers  and  19  special  teachers   (see  Table  3) .



Table  2

ects  Involved  in  the  Stu`d

Elementary  Teachers

Junior  High  School  Teachers

Teachers  at  I.oth  Ijevels

Total

23



Table  3

Sub.iects  Involved  in  the  Stud

Grou

Regular  Classroom  Teachers

Special  Classroom  Teacher`s

Total

24
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Each  of  the  teachers  was  asked  to  complete  two  surveys--

the  ES-VII  and  the  I.E.     All  participants  were  asked  to

include   the  following  information  on  their  surveys:     gr.ades

presently  taught,  number  of  years'   experience,   age,   race,
sex,   type  of  subject  taught,   and  comments.     Almost  a].i  of

the  participants  were  white  females;   therefore,  race  and  sex

were  elimina.ted  as  var.iables  to  analyze.     Age  r.anged_  fro.in

22  to  38  and  experience  ranged  from  less  than  one  year  to  37

years.     However.,  neither  of  these  variables  was  analyzed
because  of  the  comparatively  experienced  nature  of  the

group.     A  great  majority  of  the  tea.chers  had  more  than  three

years '   experience.

There  were  208  sets  ol-  su.rveys  originally  btit  only  69  of

these  were  returned   (this.lack  of  participatiori  was  also

acknowledged  as  a  possible  limitation  of  the  study) .

Instruments

Two  different  sur.veys  were  used  to  collect  the  data.

Kerlin er  Educational  Scale   VII (ES-VII.)

Kerlinger  designed  and  validated  this  scale  as  an

atte.mpt  to  measure  attitudes   toward  education  a.nd  issues

that  may  revolve  around  education   (Bledsoe  et  al,   1967) .

There  are  two  factors  present  in  the  thirty  questions.

Strong  agr`eement  with  Factor  A  questions  represerits  a  strong

progressive  philosophy  toward  education.     Strori.g  agreement

with  Factor  8  questions  shows  a  strong  traditional  trend.

Factor'  a  scores  are  subtracted  from  Factor  A  .to  get  a
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differ`ence   (D),   with  the  mean  being  zero.     A  positive  D

means  the  subject  holds  generally  progressive  philosophies

towal`d  education,   and  a  r`iegative  D  means  the  subject.  holds

generally  traditional  philosophies  toward  education.     Scores
from  zero  to  i  30  are  in  the  average  range  meaning  the  sub-

ject  is  somewhat  progressive  or  traditiona,i  de.pending  on. the
direction.    Scores  of  i  31  to  45  indicate  a  strong  inclination

toward  a  ceri;aim  philosophy,   and  a  D  of  -i  4.5  or  more  indicates

a  definite  inclination  toward  a  certa.in  philosophy.     The

scale  has  been  found  to  be  factorially  valid  and  reliable

(Kerlinger,1968) .   .In  this  study  fifty  points  was  added  to

each  score  so  the  actual  .mean  was  fifty.

Bledsoe,   Cox,   and  Burnham   (1967)   state  that  considerable

evidence  has  been  offered  concerning  the  reliability  and

validity  of  Kerlihger's  Educational  Scale  VII  indicating  that

it  possesses  a  high  degree  of  "predictive  and  construct

validity"  and  indicates  the  degree  to  which  a  "consistent,

pervasive  philosophy  of  education  has  crystalized"   (p.   166) .
The  Kel.linger's  Educational  Scale  VII,   because  of  its

known  validity  and  reliability,  was  used  by  the  researchers

attempting  to  validate  the  Barth's

and  Knowle

Assum tions  about  I.earnin

scale   (Green,1973).     The  analysis  yielded

support  for  Barth's  scale  because  it  correlated  significantly

with  the  ES-i/TI.



27

Internal-External  ScaleMacDonald-Tsen

This_survey  indicai;es  one's  locus  of  control.     Scores

range  from  zero  to  63  with  several  of  the  33  questions  used

as  fillers  and  ignored  during  scoring.    A  low  score  indicates

that  the  subject  has  an  internal  locus  of  cont,rol.     The

higher  the  score,   the  more  the  subject  is  under  the  influence

of  external  factors  and  thus  has  an  external  locus  of  con-

trol ,
Statisi;ical  Procedures

In  order  to  test  for  a.  significant  differ.ence  between

sub-groups  on  both  the  ES-VII  and  the  I.E.,   i  tests  were

performed  on  the  data.     The   .03  level  was  considered  statis-

tically  significant.
To  test  for  a  significant  relationship  between  the

ES-VII  and  the  I.E.   for  the  total  group  a.  Pearson  Product-

Moment  correla.tion  was  performed.
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Chapter  4

ANALYSIS   OF   THE   DATA

In  this  chapter  the  data  are  analyzed  accor.d.ing  t.o  the

five  null  subhypotheses.     The  mean  number  of  years   of

experience   for-the  total  group  of  i;eachers  was   10.13.     The

mean.number  of  years   of  experience  for  elementary  teachers

was   10.03,   and  the  mean  number  of  years   of  experience  for  the

junior  high  tea.chers  was   10.25.     Thus   the  sub.iects  were  a

fairly  homogeneous  group.

Null  Subh othesis   1

The  null  subhypothesis  one  was  stated  as  follows:

There  is  no  significant  difference  between  the  scores  '

of  the  ES-VII  for  elementary  teachers  ;ri.d  junior  high

teachers .

The  null  subhypothesis   one  was  not  rejected.     The.main

effect  of  gI`ades  taught  was  not  significant  I(1,67)   =   .40,

2  =   .528.     The  mean  score   on  the  ES-VII  for  elementary

teachers  was  58.4i3,   and  the  mean  score  for  junior  high

teachers  was  56.65.  ,  This  indicates  that  the  elementary  and

junior  high  teachers  do  not.differ  significantly  on  their

philosophies  of  education   (see  Table  4.  for  summary  table

and  the  mea.ns  and  standard  deviations) .

Null  Subh othesis  2

The  second  null  subhypothesis  was  stated  as  followsg.

There  is  no  significant  difference  between  the  scores

c,n  the  ES-VII  for  regular  teachers  versus  specia.1  teachers.
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Table  4.

ANOVA   Summary  Table   and

Means  and  Standard  Deviations

for.  ES-VII  Scores  and  Grades  Taught

a.      ANO`.rA   Summary

Source                 DF Mean  square              E
Sigriificance

OfF

Grades   Taught               1             54.135                   :4.03                   .528

Within  subjects       67          134.481

Total 68           133.300

b.     Means  and  Standard  Deviations

Elementary                     38   (12.8)

Junior  High                   56   (   9.8)
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The  null  subhypothesis  two  was  rejected.     The  main

effect  of  type  of.  class  was  significant  I(1,67)   =  6.92,

a  =   .011.     The  mean  score   on  the  ES-VII  for  regular  teachers
was  5j.37,   and  the  mean  score  for  resource  teachers  was

63.10.     This  indicates  that  resource  teachers  are  more

progressive  in  their  philosophy  of  education  t'han  regular
teachers   (see  Table  5  for  the  summary  table  and  the  means

and  standard  deviations) .

Null  Subh othesis  3

The  null  subhypothesis  three  was  stated  as  follows:

There  is  no  significant  difference  between  the  scores

on  the  I.E.  for  elementary  teachers  versus  junior  high

school  teachers.

The .null  subhypothesis  three  was  not  rejected.     The

main  effect  of  grades  taught  was  not  signi±`icant  I(1,67)   =

2.00,   p  =   .162.     The  mean  score   on  the  I.E.   for  elementary

teachers  wa.s  28.Oj,   and  the  mean  score  for  junior  high

teachers  was  24.j3.    This  indicates  tha.i  there  is  no

significant  difference   (see  Table  6  for  the  summary  table

and  the  .means  and  standard  deviations) .

Null  Subh othesis  4

The  null  subhypothesis  four  was  stated  as  follows:

There  is  no  significant  difference  between  the  sccires

on  the  I.E.  for  regular  teachers  versus  special  classroom

teachers .



31

Table  5

ANOVA   Su'mma.ry   Table   and

Means  and  Standard  Deviations

for  ES-VII  Scores  and  Type  of  Class

a.      ANOVA   Summary

Source DF        Mean  square       `   F

Type   of  class               1          849.24.7             6.926

Withiii  subjects       67          122.61h

Total 68           133.300

b.     Means  and  Standard  Deviations

Regular                              35   (10.4)

Special                              63   (12.4)

Significance
ofF

.011
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Table  6

ANOVA   Summary  Table   and

Means  and  Standal`d  Deviations

for  I.E.   Scores  and  Grades  Taught

a.      ANOVA   Summary

Source DF        Mean  squal`e               F
Significance

ofF

Grades  Ta.ught                1           212.951                2.003                   .162

Within  subjects       67          106.32j

Total 68           107.893

b.     Means  and  Standard  Devia.tions

Elementary                      28   (12.9)

Junior  High                  24   (   5.9)
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This  hypothesis  was  rejected.     The  main  effe6t  of  type

of  class.was  significant  i(1,67)   =  4.79,   a  =   .032.     The

mean  score  on  the  I.E.   scale  for  regular  class  teachers.was

28.12,   and  the  mean  score  for  resource  teachers  was  22.2j.

This  indicates  that  resource  teachers  are  more  intermally

oriented  than  regular  classroom  teachers   (see  Table  7  for

the  summary  table  and  the  mean  and  standard  deviations) .

Null  Subh.vpothesis  5

The  null  sul7hypothesis  five  was  stated  as  followss

There  is  no  signif icant  relationship  in  scores  on  the

ES-VII  and  I.E.

The  null  subhypothesis  five  was  rejected.     There  is  a

hegative  relationship  between  the  Scor6s  on  the  ES-lrll  and

I.E.,   r  =   .238,   I  =   .024. .  This  indicates  that  teachers  with

an  external  locus  of  control  tend  to  have  a.  traditional

philosophy  of  education  and  teachers  with  an  internal  locus
of  control  tend  to  have  a  progressive  philosophy  of  education.

Further  analysis  of  the  data  indicates  that  there  is  a
correlation  between  the  ES-VII  and  the  number  of  years  of

experience  the  teacher  has  r  =  -.214,  p  =   .038.     For  this

crossectional  sample  as  the  number  of  years  of  experience

increased  the  teacher's  philosoph.y  toward  education  was

more  traditional.    There  is  not  a  correlation  betvieen  the

I.E.   and  the  number  of  years  of  experience  the  teacher  has

r  =    .037,   p  =    .381.
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Table  7

ANOVA   Summary  Table   and

Means  and  Standard  Deviations

for  I.E.   Scores  and  Type   of  Class

a.      ANOVA   Summary

Source                 DF Mean  square                ±

Type   of  class               1            489.796               4.793

Within  subjects       67            102.193

Total 68              107.893

b.     Means  and  Standard  Deviations

Regular                              28   (11.0)

Specia.1                               22   (   ?.3)

Significance
ofF

.032
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`Chapter  5

Sul\"ARY ,    DISCUSSION ,    AND   RECONIVHNDATI0NS

FOR   FURTIHR   RESEARC]I

Chapter  five  includes  a  summary  of  the  study,   a  discus-

sion  of  the  conclusions  and  implications  drawn  from  the  data,

and  recommendai;ions  for  further  research.

S urmar'y and  Discussion

The  study  examined  the  relationship  between  locus  of

control  and  philosophy  of  education  in  teachers  related  to

the  variables  of  grades  taught  and  type  of  class  taught.    The

results  indicated  that  there  was  not  a  significant  difference

between  elemen-tary  and  junior  high  teachers  in'  their  philo-

sophy  oic.  education.     Also,   there  was  rio.t;  a  significa.nt

difference  between  elementary  and  junior  high  teachers  in

their  locus  of  control.

The  data.  further  indicated  that  a  significant  difference

existed  between  regular  teachers  and  resource  teachers  in

philosophy  of  education  and  locus  of  control.     Resource
teachers  were  more  internally  oriented  and  more  progressive

in  their  philosophy  of  education  than  regula.r  teachers.

The  data  also  indicated  that  there  was  a  negative

relationship  between  the  scores  on  the  ES-i,rll  and  I.E.

Teachers  with  an  external  locus  of  cori.trol  tended  to  have

a  traditional  philosophy  of  education,  and  teachers  with

an  internal  locus  of  c.ontrol  tended  to  have  a  progressive

philosophy  toward  education.
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Overall,   the  results  indicated  that  gra,de  ta.ught,

elementary  or  junior  high  level,  was  not  a  significant

varia.ble  in  philosophy  of  education  or  locus  of  control

displayed  by  the  teachers  irivolved  in  the  study.     The

resource  teachers  were  more  progressive  in  their  philosophy

of  education  and  more  internally  oriented.     Thus  it  appears

tha.i  resource  teachers  felt  they  were  in  control  of  their

actions  which  in  turn  were  responsible  for  I.ewards  and

punishments  received  to  a  greater  degree  than  regular  teachers.
Further,   resource  teachers  viewed  education  as  student-

centered  with  the  teachers'  role  being  that  of  a  guide  while

pupils  assumed  an  active  role  of  participating  in  curriculum

planning.     In  contrast,  regular  teachers  viewed  education  as
content-centered  with  the  teachers'  role  being  tha.i  of  a

distributor  of  knowledge  while  pupils  assumed  a  passive  role

with  no  say  in  eurriculu.in  planning.

The  data.  does  not  indicate  why  resource  teachers  were

more  internally  oriented  and  progressive  toward  their  philo-

sophy  ol-education.     Perhaps  the  nature  of  their  job   (being

responsible  for  step-by-step  deta.ils  of  lesson  plans  for  each

student,  working  with  each  student  for  only  a  short  amount  of

time  each  day,   and  attempting  to  coordina,te  their  remediation

with  regular  classroom  instruction)   influenced  their  lc)cus  of

control  and  philosophy  of  education.     Perhaps  the  wide  vari-

ance  in  the  types  of  students  the  resource  teachers  wor.k  with

influenced  their  locus  of  control  and  philosophy`of  education.
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Since  there  are. fewer  students  than  a.  regular  classroom

teacher  deals  with,   there  is  greater  opportun.ity  for  student-

centered  instruction,  and  since  the  type  of  difficult;ies  the

students  experience  are  varied,   it  appears  more  practical  and

beneficial  to  center  the  instruction  around  the  student.

Another  reason  why  resource  teachers  were  more  internally

oriented  and  progressive  may  just  have  been  the  preference  of

the  person  involved  regarding  job  considerations.     Perhaps  an

internally  oriented  pel`son  who  prefers  a  student-centered

curriculum  wit;h  an  active  student  role  is  drawn  toward  the

posit,ion  of  a  resource  teacher  more  than  the  position  of  a
regula.r  classroom  teacher.     Possibly  an  interna.I.Iy  oriented

person  would  be  more  likeJ.y  to  a.ccept  the   cha.i.Ienge   of  cctn-

structing  individualized  instruction  programs  for  a  wide

variety  of  needs  because  there  is  not  a  need  for  an  external

guideline  applicable  to  all  students.     Caution  should  be  used
here  in  genera.Iizing  this  type  of  analysis  to  say  that  all

regular  teachers  have  a  need  for  an  external  guideline.     It

just  appears  that  as  a  group  resource  teachers  reflected  a

greatel`  degree  of  internality  than  i;he  regular  teachers  did
as  a  group.     Further,   as  a  group,   the  resource  teachers  re-

flected  a  greater  degree  of  progressiveness  than  the  regular

teacher.s  did  as  a  group.

The  author  of  this  study  began  this  research  because  of

an  interest  in  the  possibility  of  matching  locus  of  control

of  teacher`  with  instructior`.al  strategies,  content-centered



38

or  student-centered,  and  then  matching  students  to  these

ari`angements.     It  was  felt  that  perhaps  a  certa.in  locus  of

control  may  -oe  more  suited  i;o  certain  instructional  strate-

gies.    Further,   it  was  felt  that  students  may  leal`n  better
w-ith  different  types  of  instructional  strategies.    The  re-

search  of  this  thesis  did  not  deal  with  students  but  focused

instead  on  teachers.     The  data  was  broken  down  by  the  vari-

ables  of  type  of  class  taught.  and  subjects  taught.

While  involved  in  this  study,   the  author  encountered  re-

search  which  offered  what  appeared  to  be  a  viable 'approach  to

classroom  instruction.     The  Holistic  Approach  to  Education

emphasized  the  integration  of  affective,   behavioral,   and  cog-

nitive  do'mains  in  a  classroom  setting.     This  approach  is  de-

signed  to  be  useful  for  any  teacher  who  is  willing  to  attempt

it   (thus  locus  of  control  would  not  be  applicable) ;     Still  it

would  be  interesting  to  resear.ch  whether  a  teacher  does  need

a  certain  locus  of  control  to  effectively  integrate  a.Il  do-

mains  in  her/his  classroom  instruction,  or  if  atte.mpting  an

approach  such  as  the  Holistic  Approach  fosters  or  changes  the

person  and  her/his  locus  of  control.
The  inter.est  in  matchi`ng  students  to  certain  learning

environments  or  implementing  an  approach  such  as  the  Holistic

Approach  is  based  on  a  desire  to  increase  the  scope  of  edu-

cation  to  obtain  maximum  benefits.     This  broadened  scope   .

involves  dealing  with  the  affective  doma.in  of  studen-I;s.     Hope-

fully  more  studen.t;s  wiJ.i  remain  or  develop  interest  in  their
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education  and  become  caring  and  sensitive  individuals  as  well

as  educated  individuals.

Recommendations  for  Fur.ther  Research

Future  research  could  deal  with  the  benefits  of  matching

teachers  and  students  by  the  varia.bles  of  locus  of  control.

Other  related  research  could  deal  with  the  affective  benefits

students  would  and  do  experience  under  instructional  prograns

which  emphasize  domains  ctther  than  cognitive.     Also,   research

dealing  with  the  locus  of  control  and  philosophy  i;oward  edu-

cation  resource  students  experience  would  be  interesting.

Other  research  could  analyze  the  change,   if  any,   st-udents  in

resource   classes  ex.perience.     This  could  be  done  by.  obtain-.

ing  data  be for.e  ent'rance  into  a  special  education  program

and  then  obtaining  follow-up  data  after  the  student  ha.s  been

in  the  program  for  at  lea.st  a  year.     This  type  of  research

would  be  more  valid  if  the  results  were  analyzed  according

to  each  subject  rather  than  generalized  according  to  groups

because  of  the  variance  in  individual  student  characteristics

and  the  amount  of  time  spent  in  the  program.
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