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The teacher of the emotionally disturbed student must 

provide an educational setting for pupils unable, or un-

willing, to appropriately interact within the regular edu-

cational setting. The teacher, ultimately, decides class-

room scheduling, academic experiences, social interactions 

and order of the room. In short, teaching style and the 

teaching personality shape the learning environment. Style 

of teaching is evidenced by the management techniques uti-

lized within the classroom. 

The purpose of this study is to determine if differ-

ences exist in the classroom management techniques employed 

by educators of emotionally disturbed children and youth 

assigned to (a) resource rooms in the public school 

setting, (b) self-contained classrooms in the public school 

setting, and (c) residential treatment centers as deter-

mined by the Classroom Management Profile (Bullock & 

Zagar, 1980). 

The results of this nation-wide survey indicated that 

teachers in (a) self-contained classrooms in the public 

school setting and (b) resource rooms within the public 



school setting employed classroom management techniques 

subsumed under the behavioral model more frequently than 

did those teachers in the Residential Treatment Center. 

The teachers responding perceived no significant dif-

ference in their classroom management techniques due to 

the variable age range of students or years of teaching 

experience. 
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CHAPTER I 

INTRODUCTION 

The teacher of the emotionally disturbed student must 

provide an educational setting for pupils unable, or un-

willing, to appropriately interact within the regular 

educational setting. The educational environment of a 

classroom for the emotionally disturbed children and youth 

must provide a stabel, secure and challenging environment 

that enhances not only the academic but the emotional 

growth of each individual student. 

The focal point of any classroom is the teacher 

(Gage, 1978). The teacher, ultimately, decides classroom 

scheduling, academic experiences, social interactions and 

the order of the room (Hewett, 1968). In short, teaching 

style and the teaching personality shape the learning 

environment. 

Style of teaching, an integral part of every educator 

(Dunn & Dunn, 1979; Fischer & Fischer, 1979), is evidenced 

by the management techniques utilized within his particular 

classroom. These techniques are often observable in class-

rooms designed for emotionally disturbed children and 

youth. 



Purpose 

The purpose of this study is to determine if differ-

ences exist in the classroom management techniques employed 

by educators of emotionally disturbed children and youth 

assigned to (a) resource rooms in the public school 

setting, (b) self-contained classrooms in the public school 

setting, and (c) residential treatment centers as deter-

mined by the Classroom Management Profile (Bullock & Zagar, 

1980). The Classroom Management Profile is a self—report 

instrument which contains items that correspond to specific 

intervention strategies based upon the theoretical con-

structs of learning delineated by Rhodes and Tracy (1974). 

Definition of Terms 

As used within this study, the following definitions 

apply. 

Emotionally disturbed children and youth—Public Law 

94-14 2 defines seriously emotionally disturbed as follows. 

(i) The term means a condition exhibiting one or more 

of the following characteristics over a long period of 

time and to a marked degree, which adversely affects edu-

cational performance: (a) an inability to learn, un-

explained by intellectual, sensory or health factors; (b) 

an inability to build or maintain interpersonal relation-

ships with peers or teachers; (c) inappropriate behaviors 

fssling under normal circumstances; (d) a pervasive mood 



of unhappiness or depression; and (e) a tendency toward 

physical symptoms associated with school or personal 

problems. 

(ii) The term includes children who are schizophrenic 

or autistic. The term does not include children who are 

socially maladjusted, unless it is determined that they are 

seriously emotionally disturbed (Federal Register, 1977). 

Resource Room—The educational setting, found in 

public schools, attended on a regularly scheduled basis, by 

a handicapped student, for specified segments of their in-

struction (Apter, 1982). 

Self-contained classroom for the emotionally disturbed 

children and youth—The educational setting, found in 

public schools, specifically designed for emotionally dis-

turbed children and youth, in which they receive the 

majority of their instruction (Turnbull & Schultz, 1979). 

Residential treatment center—A facility designed to 

house, for an extended duration, emotionally disturbed 

children and youth who are in need of residential care 

(Bullock, 1981). 

Educational and therapeutic setting—Day program or 

residential facility in which emotionally disturbed chil-

dren and youth receive either academic instruction or 

psychological support services or both. 



Significance of the Problem 

The significance of this study is related to its 

attempt to identify specific types of classroom management 

procedures within specific educational or therapeutic 

settings designed to serve emotionally disturbed students. 

It has implications for teacher preparation in the area of 

emotionally disturbed in that it provides a framework 

whereby differential management strategies can be examined. 

Such examination would appear vital in order to ensure that 

appropriate components are included in teacher preparation 

programs. 

Limitations 

Rhodes and Tracy (1974) delineated the theoretical 

models and their subsequent intervention strategies de-

scribed and used in this investigation in A Study of Child 

Variance; Conceptual Project in Emotional Disturbance. 

Randomly selected from each of the three intervention 

models, a representative sample of these techniques was 

used to compile the Classroom Management Profile (Bullock 

& Zagar, 1980). Bullock and Zagar (1980) make no claim 

that the interventions chosen are comprehensive. Con-

sequently, results are specifically interpreted on the 

basis of the selected techniques. The models defined and 

discussed in the Review of the Literature are related to 

their application to emotionally disturbed students. 



Consequently, interpretation of the results of this study 

for instruments or non-similar populations would not be 

reliable. Caution should be exercised when generalizing 

the outcomes of this study. 
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sociological models as the most prevalent 

in educational settings for emotionally 

ts. For the purposes of this study, the 

sociological models have been subsumed under 

1 model. 



Behavioral Model 

The behavioral approach to learning deals primarily 

with the theory that learning is derived from a series of 

behaviors that are maintained, altered, or modified by 

experiences and the environment (Skinner, 1953). Roberts 

(1975) defines these behaviors as actions, excluding 

psychological and biochemical, that are both measurable 

and observable. 

The behavioral theory is based on the assumptions that 

(a) behavior is a fundamental aspect of life forms, (b) 

behavior can be altered or modified, and that these changes 

result from learning, (c) excluding psychological and bio-

chemical actions, human behavior is learned behavior, (d) 

behavior changes, adapts, maintains, or disappears in ac-

cordance with environmental stimuli or conditions, and 

(e) there is a relationship between environment and be-

havior (Russ, 1974). 

Within the behavioral theory of learning, Hill (1963) 

identified a major division referred to as the connec-

tionists. This group deals with the emotionally disturbed 

behavior (Russ, 1974). Connectionists perceive learning to 

be the result of a connection between environmental events 

and the resultant behavioral response. Consequently, the 

® 13-tionship between the stimulus and response or between 

two stimuli produces the behavior which may then be clas-

sified as appropriate or inappropriate. 



Among the connectionist theorists are two distinct 

groups. They are the (a) continguity theorists, who 

connect a certain behavioral response to a preceding 

stimulus (classical conditioning) and (b) reinforcement 

theorists, who believe that behavioral responses are dic-

tated by the consequences of behavior (operant condition-

ing) . Reflexive behaviors, such as the startle reaction, 

connected with a loud noise are the concerns of the con-

tiguity theorists. While the reinforcement theorists allow 

for a connection between the stimulus and the response, 

their main theory of behavior lies in the response chosen 

as a result of reinforcement. 

Ivan Pavlov's experimental studies with the reflex 

behavior of dogs, when presented with food, led him to 

further study all environmental events and conditions and 

resultant behavior changes (Russ, 1974). From these ob-

servations, Pavlov accounted for all human and animal 

behavior as a result of reflexes. Pavlov then connected 

these inborn rexlexes with an unconditioned stimulus and 

an unconditioned response. From his studies comes the 

construct of classical conditioning and the definition of 

pathology as a disturbance in normal cortical activity 

(Russ, 1974). Watson followed Pavlov's laboratory experi-

ments and, also, based his theory of learning on the con-

nection of a stimulus and response based upon reflexes 

(Russ, 1974). Two other contiguity theorists, Bandura 
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Drawing largely from the work of Sigmund 

.he early formation of psychodynamics dealt 

ases in child development and the successive 

ough these stages. 

the psychoanalysis of hysterical women, 

veloped the concept of a three-part per-

ion. The id, which seeks pleasure; the ego, 

the id and the super-ego; and the super-ego, 

rict conscience, dictate the behaviors ex-

sult of the degree of appropriateness with 

s through the psychosexual stages of 

a child (Rezmierski & Kotre, 1974). The 

rnalizing the demands of these unconscious 

nsequently, judged or determined to be ap-

appropriate by societal norms. 

d analyzed one's past life history as the 

havior, Erikson (1953), Anna Freud (1965) 

related personality development to the 

ip between the individual and his environ-

i & Kotre, 1974). These theorists adhered 

hat behavior is shaped by conflict and 

lese conflicts (Rezmierski & Kotre, 1974). 

953, 1959) theorized that personality is 

tression through eight psychosocial stages: 

vs. basic mistrust, (b) autonomy vs. shame, 

(c) initiative vs. guilt, (d) identity vs. inferiority, 



(e) identity vi 

isolation, (g) 
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. identity diffusion, (f) intimacy vs. 

generativity vs. stagnation and (h) ego 

integrity vs. despair. These stages are influenced, 

greatly, by the culture/society in which an individual 

lives. Jung (1968) viewed life as a "creative process of 

growth" dealing with a respective outlook for human be-

havior. 

The combination of these schools of thought gave way 

to two major theoretical constructs in the psychodynamic 

theory. As a result, behavior and child development are 

viewed from the tenets that (a) the individual self-pattern 

evolves around significant biological predispositions: 

(i) the child is a feeling being, (ii) the child is a 

and (iii) the child experiences on many 

which he is not aware; and (b) the growing 

ijLy involved in interactions with his en-

vironment (Cheney & Morse, 1974). 

This interaction of a child and his environment, fol-

lowing healthy development, includes six factors. They are 

the development of a healthy (a) attitude toward self, 

(b) resistance to stress, (c) autonomy/independence, (d) 

interpersonal relations, (e) curiosity, creativity, ex-

pressiveness, and (f) cognitive and language skills (Cheney 

& Morse, 1974). in turn, these characteristics provide a 

foundation for the sequential growth process which results 

in a unique individual. This process encompasses the basic 

thinking being; 

levels, some of 

child is active 
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concepts that (a) each individual is a unique entity, (b) 

growth reflects a "continuity of experience" (c) there are 

critical developmental stages, and (d) the growth process 

generates new motivations (Cheney & Morse, 1974). 

In more recent years, Rogers (1951) and Maslow (1968) 

have introduced the humanistic approach to the psychody-

namic theory. This orientation focuses on the positive 

aspects of human behavior such as love and concern for self 

and others. Maslow (1968) and Rogers (1951), also, em-

phasized the development of full human potential within 

self. 

In the contemporary educational setting, the psycho-

dynamic theory has evolved as an approach based on adap-

tive behavior (Cheney & Morse, 1974; Morse & Smith, 1980; 

Shea, 1978). This evolution has been aided by the works of 

Axline (1947), Baruch (1952), Berkowitz and Rothman (1960), 

Bettleheim (1950), Bower (1962), Glasser (1965), Morse 

(1965), and Redl and Wineman (1952). The control of in-

ternal impulses and adaptation to the environment, in 

practice today, are derived from a comprehensive psycho-

dynamic theory rhat (a) promotes individual insight, (b) 

deals with causation of problems, and (c) specified crucial 

developmental stages in life (Swanson & Reinert, 1979). 

Environmental Model 

Individual differences and the subsequent adaptation 

of these differences to the environment is the focal point 



of the environmental approach to behavior (Feagans, 1974). 

This approach d 
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•drives its framework from the scientific 

:iology. In 1936, a biologist named Tansley, 

sponses, reactions and interactions of 

living organisms between themselves and their surroundings 

as an ecosystem. Within these ecosystems, biologists have 

classified and categorized behaviors of various species in 

their natural habitat and ascertained the evolution of 

species in accordance with environmental alterations 

(Feagans, 1974). From these classifications, adaptive and 

maladaptive behavior patterns have been observed and scru-

tinized to determine their effects upon the individual 

organism as a whole (Feagans, 1974). The ethalogists' 

studies of animal behavior have been combined with the 

biologists' perspective to create an interest in the study 

of human ecology (Morse & Smith, 1980). 

Behavioral patterns in human ecology are viewed with 

regard for the effect of man on his environment and the 

effect of the environment on man (Feagans, 1974). This ap-

proach grew from the notion that laboratories were too 

sterile an environment in which to assess behavior and the 

sociologists' somewhat, incomplete studies of societal in-

stitutions (Feagans, 1974; Unger, 1974). 

Anthropologists are the forerunners of the environ-

mental theory (Prohansky, Ittleson & Rivling, 1970). 

Naturalistic research has enabled them to classify and 
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Lne of each individual theorist. Child 
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idea with his study of differing levels of 

lated to specific geographic areas and 

Educational Interventions 

theoretical models identified by Rhodes 

have led to specific intervention strate-

lent techniques used in educational settings 

H y disturbed student. These interventions 

d according to their respective 
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to either the (a) behavioral, (b) psycho-

environmental models of learning. 

Behavioral Interventions 

vior, as the product of learning, is the 

havioral theory (Ullmann & Krasner, 1965). 

ker (1970) state that behavior is developed 

through positive and negative reinforcement, 

aziano (1971), the application of the be-

encompasses several variations of learning 

hold that a response can be strengthened, 

decreased dependent upon the nature of the 

a) precede, (b) follow, or (c) are con-

e behavior. 

s of specific classroom procedures come in 

avioral change. Various strategies are 

te these procedures. These techniques are 

iewed as (a) token reinforcement systems 

& Burke, 1972; Hewett, 1974; Kameya, 1974; 
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1971; Bradfield, 1970; Bullock & Mintz, 

1971), (c) social reinforcement (Bernhardt 

5; Kameya, 1974; Walker, 1979), and (d) 

cers (Ayllon & Azrin, 1968; Ayllon & 

Coleman, 1970; Walker, 1979). Appropriate 

stimulated, also, by the adscititious 
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a) contingency contracting (Homme, 1969), 

ngencies (Kameya, 1976; O'Leary & Drabman, 

todeling (Bandura, 1969; Bandura, Grusec & 

Bandura & Menlove, 1968; Jones, 1926). 

inhibition (incompatible responses) 

Wolpe & Lazarus, 1966), time-out (Gast & 

ameya, 1974; Walker & Shea, 1976), negative 

er, 1977), and response cost (Hundert, 1976; 

alker, Hops & Fiengenbaum, 1976) are ad-

literature as strategies for the effective 

appropriate behavioral events. These sys-

tions of learning theory are the basis for 

cation. 

Psychodynamic Interventions 

dynamic theory views behavior as the result 

intrapsychic and external conflicts faced 

during the psychosocial processes of matura-

1976). Kazdin (1978) asserts that the 

theory assumes a determinism whereby, every 

nt, and idea results from underlying psy-

anisms. 

of psychodynamic intervention focus on (a) 

plations and interactions and (b) the 

facilitate the reconstruction of healthy 

s (Cheney & Morse, 1974). Redl (1971) 
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emphasizes the use of the "Life Space Interview" to resolve 

reality conflicts during individual counseling. Curricular 

approaches to intervention, as espoused by Rhodes (1967), 

are educational strategies used to encourage the use of 

self-corrective capacities of disturbed students to 

heighten emotional growth. Berkowitz (1974) and Jones 

(1980) underscore the importance of successful work ex-

periences for students. The use of (a) stimuli reduction, 

(b) punishment (for clear violation of limits), and (c) 

non-punitive physical restraint (in conjunction with coun-

seling) are advocated by Berkowitz (1974), Jones (1980) 

and Zagar (1981). Small group instruction and self-paced 

instruction are cited (Rogers, 1951) as activities that 

encourage experimental learning. 

According to Zagar (1981) , therapy resulting from open 

expression or the venting of pervasive emotions gave rise 

to facilitative techniques used in psychodynamic interven-

tion. Included are (a) art therapy (Berkowitz & Rothman, 

1951; Cheney & Morse, 1974; Kellogg, 1967; Kramer, 1979; 

Lyddiatt, 1970), (b) bibliotherapy (Cheney & Morse, 1974; 

Schultheis, 197 3), (c) music therapy (Cheney & Morse, 1974; 

Heimlich, 1965; Nordoff & Robbins, 1971; Stainback, 

Stainback & Hallahan, 1973), (d) role playing (Fagen, Long 

& Stevens, 1975; Palomores & Logan, 1975; Raths, Harmin & 

Simon, 1966), and (e) play therapy (Baruch, 1944; Bower, 

1962; Cheney & Morse, 1974; Engel, 1972; Levy, 1938). 
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Environmental Interventions 

tal intervention focuses on aiding the child 

etence in coping with his daily life 

ert, 1979). This intervention deals with 

e child including the (a) classroom, (b) 

community. The teacher is responsible for 

of academic skills, peer related compe-

tfitmunity based social competence with the aid 

others" (i.e. parents, siblings, psycholo-

n the child's ecosystem (Swanson & Reinert, 

Education (Re-Ed) is one program for 

>ehavioral disorders that utilizes ecological 

chieve appropriate responses and behaviors, 

als with the development of social com-

part of the child. Constructive responses 

replacement of inappropriate behaviors 

Within Project Re-Ed, change in the child's 

.interactions in his natural behavior settings 

rust (Hobbs, 1975; Rymarowicz & Wendler, 

cological interventions include (a) instruc-

ents in behavior modification techniques, 

cational materials, (c) supportive coun-

Ly members, and (d) supportive peer rela-

, 1980; Rhodes, 1967, 1969; Vorrath & 
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Summary 

ng the fundamentals of the behavioral, the 

nd the ecological approaches to education, 

and strategies are quite divergent in theory 

Frank (1961) discusses the overlap of the 

1) suggested the presence of, at least, four 

ristics to all therapies of healing that 

nge. They are (a) the existence of a spe-

hip between the subject and the helpgiver 

he patient' s faith in the confidence of the 

is desire to help, (b) treatment is con-

ea designated by society as a place for 

rationale is provided that presents the 

m in an optimistic light, and (d) a task is 

t requires the therapist's and the client's 

ese models, generally speaking, contributes 

,c[erstanding of human behavior. Consequently, 

n strengths and weaknesses which educators 

int in the effort to fully understand the 

haviors of children and youth. 



CHAPTER BIBLIOGRAPHY 

Alper, T. & White, 0. Precision teaching: A tool for the 
school psychologist and teacher. Journal of School 

1971, 9, 445-454. Psychology 

Ay lion, T. & Az 
system for 
Appleton-C 

Aylion, T., Lay 
and the re 
Psychologi 

Aylion, T. & Mi 
havioral e 
1959, 2, 3 

Bandura, A. Pr 
York: Hoi 

Bandura, A., Gr 
minants of 
Journal of 
449-455. 

tinction o 
modeling. 
chology, 1 

Barker, R. Eco 

rin, N. The token economy: A motivational 
therapy and rehabilitation. New York: 
entury-Crofts, 1968. 

man, D. & Burke, S. Disruptive behavior 
inforcement of academic performances. The 
cal Record, 1972, 22, 315-323. 

chael, J. The psychiatric nurse as a be-
ngineer. Journal of Experimental Analysis, 
23—324. 

Axline, V. Play therapy: The innerdynamics of childhood. 
Boston: Hr"~1~J ~ oughton Mifflin Co., 1947. 

inciples of behavior modification, 
t, Rinehart and Winston, 1969 

New 

usee, J. & Menlove, F. Some social deter-
self monitoring reinforcement systems. 
Personality and Social Psychology, 1967, 5, 

Bandura, A. & Menlove, F. Factors determining various ex-
^ ' avoidance behavior through symbolic 

Journal of Personality and Social Psy-
^68, 8, 99-108. 

ogical psychology: Concepts and models for 
studying the environment of human behavior. Stanford 
C 4 - v ~ i - C - K > ^ 3 T " T - v - v - I . ~ — j r v i a ^ r * ' Stanford University Press, 1968. 

Baruch, D. Parents can be people. New York, Appleton-
Century Co _ 

One Baruch, D. 
1952. 

Benedict, R. Ar 
of General 

, Inc., 1944 . 

little boy. New York: Julian Press, 

ithropology and the abnormal. 
Psychology, 1934, 1£, 95-99. 

The Journal 

22 



Berkowitz, P. i 
disturbed. 

Berkowitz, P. 
Lewis (Eds 
orders. C 

Rothman, E. Art work for the emotionally 
Clearinghouse, 1951, .26, 232-234. 

Personal perspectives. In J. Kauffman & C, 
.), Teaching children with behavior dis-
lolumbus, Ohio: Charles E. Merrill, 1974. 

Berkowitz, P. f< 
York: New 

Bernhardt, A. i 
unlabeled 
Journal oi 
536-543, 

Forehand, R. The effects of labeled and 
praise upon lower and middle class children, 
f Experimental Child Psychology, 1975, 19, 

Bettleheim, B. 
Press, 195 

Bower, E. The 
stress dui 
Orthopsyct 

modification, mediation, and utilization of 
ring the school years. American Journal of 
liatry, 1962, 32./ 667-674. 

Bower, E. Ear! 

Bradfield, R. 
for specii 
nology, li 

Brunswick, E. 
psycholog 

Buckley, N. & 
Champaign 

Bullock, L. & 
room use 
14, 581-

Carducci, D. I 
training: 
disturbed 
Behavioral 

Cheney, C. & M6 
emotional 
(Eds.), A 
Arbor: Un: 

23 

Rothman, E. The disturbed child. New 
York University Press, 1960. 

Love is not enough. 
0. 

Glencoe: The Free 

-Y. identification of emotionally disturbed 
children in school (2nd ed.). Springfield, 111.: 
C. C. Thoraas, 1969. 

Precision teaching: A useful technology 
1 education teachers. Educational Tech-
no, 10 (8) , 22-26. 

Systematic and representative design of 
cal experiment. Berkley: University of 

California Press, 1947. 

t^alker, H. Modifying classroom behavior, 
111.: Research Press Co., 1970. 

Mintz, J. A smorgasboard of ideas for class-
with LD children. Academic Therapy, 1979, 
5$ 7. 

'ositive peer culture and assertiveness 
Complimentary modalities for dealing with 
and disturbing adolescents in the classroom. 
Disorders, 1980, 5, 156-162. 

rse, W. Psychodynamic interventions in 
disturbance. In W. Rhodes & M. Tracy 
study of child variance (Vol. 2). Ann 
versity of Michigan Press, 1974. 



Coleman, R. A 
mentary sc 
havior Ana 

Engel, M. Psychopathology in childhood; Social, diag-
nostic , and therapeutic aspects. Chicago: Harcourt 
Brace Jovafnovich, Inc., 1972. 

Erickson, E. Cfhildhood and society (2nd ed.). New York: 
W. W. Norte 

Erickson, E. 
Issues, Vc 
Universiti 

I|dentity and the life cycle: Psychological 
1. 1, No. 3.. New York: International 
es Press, 1959. 

Fagen, S., Long 
control. 

Faris, R. & Dun 
Chicago: 

Feagans, L. Ec 
a theory c 
M. Tracy 
Ann Arbor: 

Frank, J. Pers 
of psychot 
sity Press 

Freud, A. Norir, 
ments of d 
Universiti 

Freud, S. The 
logical wo 
1953. 

Gardner, W. Le 
ceptional 
Bacon, 197 

Gast, D. & Nels 
cations fo 
1977, 43, 

Glasser, W. Re 
(1st ed.). 

Graziano, A. B 
Aldine-Ath 

24 

conditioning technique applicable to ele-
hool classrooms. Journal of Applied Be-
lesis, 1970, 3, 293-297. 

on, 1953. 

, N. & Stevens, D. Teaching children self-
Columbus, Ohio: Charles E. Merrill, 1975. 

ham, H. Mental disorders in urban areas. 
The University of Chicago Press, 1939. 

ological theory as a model for constructing 
f emotional disturbance. In W. Rhodes & 
(Eds.) , A study of child variance (Vol. _1) , 

The University of Michigan Press, 1974. 

uasion and healing: A comparative study 
herapy. Baltimore: John Hopkins Univer-
1961. 

ality and pathology in childhood: Assess-
evelopment. New York: International 
es Press, Inc., 1965. 

standard edition of the complete psycho-
rks of Sigmund Freud• London: Hogarth, 

arning and behavior characteristics of ex-
children and youth. Boston: Allyn and 
7. 

on, C. Time out in the classroom: Impli-
r special education. Exceptional Children, 
461-464. 

ality therapy, a new approach to psychiatry 
New York: Harper and Row, 1965. 

ehavior therapy with children. Chicago: 
erton, Inc., 1971. 



25 

Gump, P., Schoggen, P. & Redl, F. The behavior of the same 
child in different millieus. In R. Barker (Ed.), The 
stream of behavior; Explorations of its structure 
and content. New York: Meredith Publishing Co., 
1963. 

Guthrie, E. The psychology of human conflict. New York: 
Harper and Row, 1938. 

Heider, F. Thing and medium. Psychological Issues, 1959, 
11, (3), 1-35. 

Heimlich, P. The specialized use of music as a mode of 
communication in the treatment of disturbed children. 
Journal of American Academy of Child Psychiatry, 
1965, 4, 86-122. 

Hewett, F. Personal perspectives. In J. Kauffman & 
C. Lewis (Eds.), Teaching children with behavior 
disorders. Columbus, Ohio: Charles E. Merrill, 
1974. 

Hill, W. Learning: A survey of psychological inter-
pretations . San Francisco: Chandler, 1963. 

Hobbs, N. Future of children. San Francisco: Jossey-
Bass, 1975. 

Homme, L. How to use contingency contracting in the class-
room. Champaign, 111.: Research Press, 1969. 

Hull, C. A functional interpretation of the conditioned 
reflex. Psychological Review, 1929, 3J5 , 498-511. 

Hundert, J. The effectiveness of reinforcement, response 
cost, and mixed programs on classroom behaviors. 
Journal of Applied Behavior Analysis, 1976, 9, 107-
115. 

Jones, A. Education and the individual; Principles of 
education from the psychological standpoint. New 
York: The Century Co., 1926. 

Jones, V. Adolescents with behavior problems: Strategies 
for teaching, counseling, and parent involvement. 
Boston: Allyn and Bacon, Inc., 1980. 

Jung, C. Analytical psychology: Its theory and practice: 
The Tavistode lectures (1st American ed.). New York: 
Pantheon Books, 1968. 



Kameya, L. Beh 
bance. In 
Child Vari 
of Michigan, 1974. 

Kameya, L. The; 
training u 
tion, Univ 

Kazdin, A. His 
foundation 
University 

Kellogg, W. Th 
tal influe 
Hafner Publishing Co., 1967, 

Kounin, J., Fu^ 
disturbed 
Educations 

Kraemer, E. Ch 
and applic: 

Lander, B. To\\f 
linquency. 
crime, and 
Crofts, 19 

Lewin, K. Psyc 
Field theo 
papers by 
1951. 

Levy, D. "Rele 
1938, 1, 3 

Lindsley, 0. P 
view with 
dren, 1971 

Lyddiatt, E. 
practical 
Company, 1 

Ma slow, A. Son. 
psychologi 
385-696 

Mead, M. Coope 
people. B 

26 

avioral interventions in emotional distur-
W. Rhodes & M. Tracy (Eds.), A Study of 
ance (Vol. 2). Ann Arbor: The University 

effect of empathy level and role-taking 
pon presocial behavior (Doctoral disserta-
ersity of Michigan, 1976). 

tory of behavior modification: Experimental 
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Roberts, T. Fĉ ur psychologies applied to education 
Freudian 
Cambridge 
1975. 

Rogers, C. Clij 
Mifflin, 1 

Russ, D. A re\| 
related to 
W. Rhodes 
ance (Vol. 
Press, 19' 

Rymarowicz, P. 
Behavior a 
Behavioral 

Schultheis, M. 
Ill. : Ps1 

Skinner, B. Sc( 
MacMillan 

Stainback, S., 
background 
1973, £0, 

Swanson, H. & Fl 
in conflic 

28 

disturbing child: A problem of ecological 
Exceptional Children, 1967, 4_8 (4) , 

disturbing child: A problem of ecological 
In P. Graubard (Ed.), Children against 

Chicago: Follett Educational Corporation, 

behavioral - humanistic - transpersonal, 
Mass.: Schenkman Publishing Co., Inc., 

ent-centered therapy• Boston: Houghton 
951. 

riew of learning and behavior theory as it 
emotional disturbance in children. In 
& M. Tracy (Eds.), A study of child vari-
lj. Ann Arbor: University of Michigan 

4. 

& Wendler, D. Making a program come alive: 
wareness through academic development. 
Disorders, 1978, 3, 102-104. 

Shea, T. Teaching children and youth with behavior dis-
orders. St. Louis: C. V. Mosby Co., 1978. 

A guidebook for bibliotherapy. Glenview, 
jffchotechnics, 1973. 

ience and human behavior. New York: 
Co., 1953. 

Stainback, W. & Hallahan, D. Effect of 
music on learning. Exceptional Children, 
109-110. 

einert, H. Teaching strategies for children 
t. St. Louis: C. V. Mosby Co., 1979. 



Ullmann, L. & It 
modificati 
1965. 

Unger, C. Treet 
system: 
Head (Eds. 
1974. 

tment of deviance by the social welfare 
t^istory and structure. In W. Rhodes & S. 
), Ann Arbor: The University of Michigan, 

Vorrath, H. & 
Chicago: 

Ejrendtro, L. Positive peer culture. 
Aldine, 1974. 

Walker, H., Hop 
behavior a. 
token reiri 
Therapy, 1. 

Walker, J. & Sh. 
approach f 
Co., 1976. 

Walker, H. The 
disruption 

Willems, E. An 
Merrill Pa 

Wolpe, J. & Laz 
guide to t 
Pergamon P 

Zagar, E. Clas 
behavioral 
dissertati 

29 

rasner, L. (Eds.). Case studies in behavior 
on. New York: Holt, Rinehart and Winston, 

s, H. & Fiegenbaum, E. Deviant classroom 
s a function of combinations of social and 
forcement and cost contingency. Behavior 
976, 7, 76-88. 

ea, T. Behavior modification: A practical 
or educators. St. Louis: The C. V. Mosby 

acting-out child: Coping with classroom 
Boston: Allyn and Bacon, Inc., 1979. 

ecological orientation in psychology. 
Inter Quarterly, 1965, 2, 317-342. 

arus, A. Behavior therapy techniques: A 
he treatment of neurosis. New York: ~~ 
ress, 1966. 

sroom management procedures of teachers of 
ly disordered children and youth. (Doctoral 
on, North Texas State University, 1981). 



Hypotheses 

The following statistical hypotheses were tested. 

There is n 

management tech 

and (c) environ 

specifically ce 

and youth, in t; 

contained class 

source rooms in 

tial treatment 

Corollary 

the classroom irk, 

ers, who are sp 

bance of childr 

assigned to sel 

setting and tho 

school setting 

Corollary 

the classroom ni 

CHAPTER III 

PROCEDURES 

Hypothesis 1. 

o significant difference in the classroom 

niques of (a) behavioral, (b) psychodynamic, 

mental, self-reported by teachers, who are 

rtified in emotional disturbance of children 

heir respective state, employed in (a) self-

rooms in the public school setting, (b) re-

the public school setting, and (c) residen-

centers. 

la.—There is no significant difference in 

anagement techniques self-reported by teach-

ecifically certified in emotional distur-
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re specifically certified in emotional dis-

ldren and youth, in their respective state, 

-contained classrooms in the public school 

se assigned to residential treatment centers. 

Hypothesis 2 

o significant difference in the classroom 

niques of (a) behavioral, (b) psychodynamic, 

mental self-reported by teachers, who are 

certified in emotional disturbance of children 

their respective state, who have been teach-

type educational and therapeutic setting 

d 5 years. 

2a.—There is no significant difference in 

anagement techniques self-reported by 

re specifically certified in emotional dis-

ldren and youth, in their respective state, 

elf-contained classroom in the public school 

years and 5 years. 
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2c.—There is no significant difference in 

anagement techniques self-reported by 

re specifically certified in emotional dis-

ldren and youth, in their respective state, 

esidential treatment center for< 5 years and 

Hypothesis _3 

o significant difference in the classroom 

niques of (a) behavioral, (b) psychodynamic, 

mental self-reported by teachers, who are 

rtified in emotional disturbance of children 

heir respective state, assigned to emo-

bed children and youth in different age 

d to a single type of educational and 

ting. 

3a.—There is no significant difference in 

anagement techniques self-reported by 

re specifically certified in emotional 
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children and youth, in their respective 

to children and youth in different age 

f-contained room in the public school 

3b.—There is no significant difference in 

.anagement techniques self-reported by 

re specifically certified in emotional dis-

ldren and youth, in their respective state, 

ldren and youth in different age groups, in 

in the public school setting. 

3c. There is no significant difference in 

nagement techniques self-reported by 

re specifically certified in emotional dis-

ldren and youth, in their respective state, 

ldren and youth in different age groups in 

reatment center. 

Subjects 

ts were classroom teachers who met the 

ia: (a) the teacher must be specifically 

lotional disturbance of children and youth in 

3 state and (b) the teacher must, currently, 

teacher in one of the three types of edu-

jrapeutic settings previously noted. 
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Geographic regions used for sampling followed the 

current geographic regional divisions of the Council for 

Children with Behavior Disorders, a division of the Council 

for Exceptional Children. These regions are delineated in 

Appendix A. 

From each of the geographic regions, key professionals 

in the area of emotional disturbance in children and youth, 

which included (a) State Department of Education consul-

tants, (b) college and university professors, and (c) local 

school district special education administrators, were 

identified. These professionals were then contacted for 

lists of teachers and facilities in their respective areas 

which met the criteria of this study. 

Upon approval of these lists, teachers were surveyed 

for their interest and participation in this study. Par-

ticipants were then asked to complete the survey instrument 

and return it to this researcher utilizing the stamped 

return envelope provided. A total of 500 survey instru-

ments were distributed according to participants' approval. 

(See Appendix B.) Overall return rate was 60% with region-

al return rates ranging from 26-84 percent. According to 

Kerlinger (1973), survey return rate of 33% is sufficient 

for data analysis. 

Data presented in Table I summarizes the number of 

teachers who responded to the survey and the settings in 

which they were employed. The largest number of teachers 
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NUMBER OF TEACHERS IN EACH SETTING 
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Setting 
M 

Sex 
F No. 

Self-contained (SC) 29 79 108 

Resource Room (RR) 9 31 40 

Residential Treatment 
Center (RTC) 46 106 152 

Total 

1 

84 216 300 

responding were teaching in Residential Treatment Centers 

(RTC) and the fewest number of teachers responding were 

teaching in public school Resource Rooms (RR). Residential 

Treatment Centers lead with the largest proportions of male 

and female teachers followed by Self-Contained (SC) set-

tings and Resource Rooms in the public school. 

A portion of the statistical analysis dealt with the 

subjects in a single type setting. These subjects were 

categorized in two groups. The first category using the 

number of years the subject had been teaching in the 

specified setting was further subdivided into (a) those 

subjects teaching in the specified setting < 5 years and 

(b) those subjects teaching in the specified setting >5 

years. These groupings may be found in Table II. 



36 

TABLE II 

NUMBER OF TEACHERS WITH DIFFERENT EMPLOYMENT 
RANGES IN A SINGLE SETTING 

Setting <5 years | >5 years 

SC 91 ! 1 7 

RR 34 
i 

6 
I 

RTC 89 63 

Total 214 
i l 
I 

| 

86 

The years of experience reported by teachers in the 

RTC was more evenly divided than any other setting. All 

settings specified indicated that the majority of their 

teachers had been in that setting <5 years. The RTC had 

the largest group of teachers who had been in the specified 

setting >5 years. 

The second category of statistical analysis dealt with 

the subjects in a single type setting. These subjects were 

divided into two groups: (a) those with students <13 years 

of age and (b) those with students ̂ 13 years of age. Data 

in Table III illustrates this analysis. 

The setting with the largest number of students under 

the age of 13 was the SC with 75 teachers followed by RTC 

with 66 teachers. The setting with the largest number of 

students .̂age 13 was RTC with 86 teachers followed by SC 
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TABLE III 

NUMBER OF TEACHERS OF CHILDREN AND 
YOUTH IN TWO AGE CATEGORIES 

Setting < 13 years > 13 years 

SC 75 33 

RR 21 19 

RTC 66 86 

Total 162 138 

with 33 teachers. The largest number of teachers working 

with students >13 years of age was the 21 teachers employed 

in the RR setting. 

Instrumentation 

Classroom Management Profile (Appendix C) 

The Classroom Management Profile (Bullock & Zagar, 

1980) consists of twenty-four items which represent class-

room management techniques. On a five-point scale, 

teachers specified the frequency with which the classroom 

management technique is implemented in his current class-

room. 

The design of the instrument consists of twenty-four 

items derived from the three theoretical models discussed 

in the Review of the Literature, with eight items being 
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randomly selected from each theoretical model. Random 

selection was also used for the ordering of the items on 

the final instrument. 

The basis for construct validity of the instrument 

arose from the theoretical models of learning from which 

the specified management techniques were drawn. Rhodes and 

Tracy (1974) suggested the use of the theoretical models 

including (a) behavioral, (b) psychodynamic and (c) environ-

mental (ecological and sociological) as the prevalent 

models used in the educational setting for emotionally dis-

turbed children and youth. Appendix D delineates the 

theoretical models with their corresponding techniques for 

classroom management. 

Administration Procedures 

The teachers identified as fulfilling the necessary 

criteria for this study completed one instrument. The in-

strument was the Classroom Management Profile (Bullock & 

Zagar, 1980) to which the teacher responded as it per-

tained to his classroom. 

All instruments were delivered to the accepted parti-

cipants through the United States mail. Those teachers in 

the surrounding area had their instruments hand delivered. 

Appendix A delineates the regions in which the survey in-

strument was distributed. Appendix B delineates the number 

of instruments distributed and returned within each region. 
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The completed instruments were sent by return mail to the 

researcher. 

Statistical Procedures 

For each subject responding, three scores from the 

Classroom Management Profile (Bullock & Zagar, 1980) were 

derived. Responses to specific items derived from the 

three theoretical models determined the scores. Scores are 

the total raw score calculated from each of the three 

theoretical models. 

Multivariate analysis of variances was used to test 

the hypotheses for main effects (Gay, 1976). Tukey's HSD 

was used to test multiple comparisons (Ferguson, 1981). 
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CHAPTER IV 

RESULTS 

The Classroom Management Profile (Bullock & Zagar, 

1980) was comprised from three management models (i.e. 

psychodynamic, behavioral and environmental) as delineated 

by Rhodes and Tracy (1974). Each subject was given a total 

raw score for each of the three management models. 

Data collection was from teachers, specifically cer-

tified in emotional disturbance of children and youth, in 

their respective state, in three types of educational and 

therapeutic settings for emotionally disturbed children and 

youth: (a) self-contained classrooms in the public schools 

(SC), (b) resource room in the public schools (RR), and 

(c) residential treatment centers (RTC). 

Hypothesis 1 

There is no significant difference in the classroom 

management techniques of (a) behavioral, (b) psychodynamic 

and (c) environmental, self—reported by teachers, who are 

specifically certified in emotional disturbance of children 

and youth, in their respective state, employed in (a) self-

contained classrooms in the public school setting, (b) re-

source rooms in the public school setting, and (c) residen-

tial treatment centers. 
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A multivariate analysis of variance was utilized to 

determine whether the teachers in the designated educa-

tional and therapeutic settings for emotionally disturbed 

children and youth significantly differed in their parti-

cular employment of the classroom management techniques 

subsumed under each of the three management models. Data 

in Table IV summarizes the results of the statistical 

analysis. 

TABLE IV 

MULTIVARIATE ANALYSIS OF VARIANCE OF SELF-REPORTED 
MANAGEMENT TECHNIQUES AND EDUCATIONAL OR 
THERAPEUTIC SETTINGS - (HYPOTHESIS 1) 

! 
Test j df F P* 

Pillais 9 2.075 .029 

Hotellings 9 2.099 .027 

Wilks 9 2.091 .028 

*p <.01, 

The multivariate analysis of variance showed no sig-

nificant difference (p <.01) in the classroom management 

techniques utilized by teachers in the three types of edu-

cational or therapeutic settings. As stated, Hypothesis 1 

was retained. 
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For the purposes of further exploration due to signi-

ficance at the p<.05 level, a univariate analysis of vari-

ance was performed on Hypothesis 1. Data in Table V sum-

marizes the results of the statistical analysis. 

TABLE V 

UNIVARIATE ANALYSIS OF VARIANCE OF SELF-REPORTED 
MANAGEMENT TECHNIQUES AND EDUCATIONAL 

OR THERAPEUTIC SETTINGS 

Management 
Model 

df SS MS F P 

Psychodynamic 3 174.190 58.063 2.805 .040 

Behavioral 3 319.471 106.490 4.501 .004* 

Environmental 3 83.848 27.949 1.466 .224 

indicates significance at<.01 level. 

The F ratio for the Behavioral Model (4.501) was sta-

tistically significant (p <. 01). F ratios for the Psycho-

dynamic (2.805) and Environmental Models retained Hy-

pothesis 1 as stated. 

Consequently, corollaries la, lb, and lc were tested 

for multiple comparisons using Tukey's HSD (Ferguson, 1981) 

with Bancroft's (1968) modifications for dealing with un-

equal sample sizes. 
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Corollary la 

There will be no significant difference in the class-

room management techniques self-reported by teachers, who 

are specifically certified in emotional disturbance of 

children and youth, in their respective state, assigned to 

self-contained classrooms in the public school setting and 

those assigned to resource rooms in the public school 

setting. 

Corollary lb 

There will be no significant difference in the class-

room management techniques self-reported by teachers, who 

are specifically certified in emotional disturbance of 

children and youth, in their respective state, assigned to 

self—contained classrooms in the public school setting and 

those assigned to residential treatment centers. 

Corollary lc 

There will be no significant difference in the class-

room management techniques self-reported by teachers, who 

are specifically certified in emotional disturbance of 

children and youth, in their respective state, assigned to 

a resource room in the public school setting and those 

assigned to residential treatment centers. 

No comparisons were made for the Environmental or 

Psychodynamic Models because the univariate analysis did 
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not result in significant F ratios. Data in Table VI is a 

summary of these results. 

TABLE VI 

COMPARISON OF THE SELF-REPORTED BEHAVIORAL MANAGEMENT 
TECHNIQUES UTILIZED IN VARYING EDUCATIONAL AND 

THERAPEUTIC SETTINGS USING TUKEY1S HSD 

SC RR RTC 
SC 0 .938 4.021* 32.964 

RR 0 3.083* 32.026 

RTC 0 28.943 

*indicates significance at p <. 01 level. 

For the Behavioral Model, significant difference did 

exist between (a) SC and RTC settings and (b) RR and RTC 

settings. The teachers in the SC and RR indicate that they 

use behavioral management techniques more frequently than 

did teachers in RTC. 

Behavioral management techniques are based on the 

theory that behavioral responses can be strengthened, main-

tained, or decreased dependent upon the nature of the stim-

uli which (a) precede, (b) follow, or (c) are continuous 
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with the behavior. These techniques include the use of (a) 

token economy systems, (b) daily charting of behaviors, 

(c) social reinforcement, and (d) contingency contracting. 

In their management of classrooms, teachers in SC and RR 

settings were more likely to apply behavioral management 

techniques than were teachers in RTC settings. Therefore, 

corollaries lb and lc were rejected. Corollary la was 

retained. 

Hypothesis 2 

There is no significant difference in the classroom 

management techniques of (a) behavioral, (b) psychodynamic, 

and (c) environmental self-reported by teachers, who are 

specifically certified in emotional disturbance of children 

and youth, in their respective state, who have been teach-

ing in a single type educational and therapeutic setting 

for <5 years and >5 years. 

A multivariate analysis of variance was utilized to 

determine whether teachers in a designated educational or 

therapeutic setting for <5 years or >5 years significantly 

differed in their utilization of classroom management 

techniques subsumed under each of the three management 

models. Data in Table VII summarizes the statistical 

analysis. At the p<.01 level, Hypothesis 2 was retained 

as stated. 
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TABLE VII 

MULTIVARIATE ANALYSIS OF VARIANCE FOR YEARS OF 
EXPERIENCE IN A SINGLE SETTING (HYPOTHESIS 2) 

Test df F P* 

Pillais 3 1.076 .360 

Hotellings 3 1.076 .360 

Wilks 3 1.076 .360 

*p <• 01. 

Upon consideration of the data at p<.05 level, a uni-

variate analysis of variance was performed on Hypothesis 2, 

for the purposes of further exploration. Data in Table VIII 

summarizes the results of the statistical analysis. 

TABLE VIII 

UNIVARIATE ANALYSIS OF VARIANCE OF SELF-REPORTED 
MANAGEMENT TECHNIQUES AND YEARS OF EXPERIENCE 

IN A SINGLE TYPE OF EDUCATIONAL OR 
THERAPEUTIC SETTING 

Management 
Model 

df SS MS F P* 

Psychodynamic 1 36.747 36.747 1.775 .184 

Behavioral 1 6 .461 6.461 .273 .602 

Environmental j 

I 
t 

1 24.641 24.641 

| 
1.292 .257 

*p<. 01. 



48 

No significant difference (p<.01) was found in the 

application of classroom management techniques relative to 

the years of experience in a single type educational or 

therapeutic setting. Consequently, no further analysis was 

done on corollaries 2a, 2b, or 2c. 

Hypothesis 3 

There is no significant difference in the classroom 

management techniques of (a) behavioral, (b) psychodynamic, 

(c) environmental self-reported by teachers, who are 

specifically certified in emotional disturbance of children 

and youth, in their respective state, assigned to emo-

tionally disturbed children and youth in different age 

groups, assigned to a single type of educational and ther-

apeutic setting,. 

Multivariate analysis of variance was utilized to de-

termine whether teachers in a designated educational or 

therapeutic setting significantly differed in their manage-

ment techniques according to the age range of students. 

Statistical analysis is summarized in Table IX. At the 

p<.01 level, Hypothesis 3 was retained as stated. 

For the purpose of further exploration, a univariate 

analysis of variance was performed on Hypothesis 3. The 

results of this analysis are summarized in Table X. 

The F ratio for the Behavioral Model (4.361) was 

statistically significant (p<.01). The F ratio for the 
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TABLE IX 

MULTIVARIATE ANALYSIS OF VARIANCE ON STUDENT AGE 
RANGE IN A SINGLE TYPE SETTING (HYPOTHESIS 3) 

Test df F P* 

Pillais 12 1.566 .096 

Hotellings 12 1.609 .084 

Wilks 12 1.589 .090 

*p <.01. 

Psychodynamic (.314) and the Environmental (.190) Models 

retained Hypothesis 3, as stated. 

TABLE X 

UNIVARIATE ANALYSIS OF VARIANCE OF SELF-REPORTED 
MANAGEMENT TECHNIQUES AND STUDENT AGE RANGE 

IN A SINGLE TYPE EDUCATIONAL OR 
THERAPEUTIC SETTING 

Management 
Model 

df SS MS F P* 

Psychodynamic 4 26.069 6.517 .314 .868 

Behavioral 4 412.713 103.178 4.361 .002 

Envi ronmen ta1 4 14.495 3.623 .190 .943 

kp <.01, 
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As a result, corollaries 3a, 3b, and 3c were tested 

for multiple comparisons using Tukey's HSD (Ferguson, 1981) 

with Bancroft's (1968) modifications for dealing with un-

equal sample sizes. 

Corollary 3a 

There is no significant difference in the classroom 

management techniques self-reported by teachers, who are 

specifically certified in emotional disturbance of chil-

dren and youth, in their respective state, assigned to 

children and youth in different age groups in a self-

contained room in the public school setting. 

Corollary 3b 

There is no significant difference in the classroom 

management techniques self-reported by teachers, who are 

specifically certified in emotional disturbance of chil-

dren and youth, in their respective state, assigned to 

children and youth in different age groups, in a resource 

room in the public school setting. 

Corollary 3c 

There is no significant difference in the classroom 

management techniques self-reported by teachers, who are 

specifically certified in emotional disturbance of chil-

dren and youth, in their respective state, assigned to 
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Age Range of 
Students-Yrs. 

( 0 - 5 ) 

( 6 - 9 ) 

(10-12) 

( 1 3 - 1 5 ) 

(16 + ) 

( 0 - 5 ) ( 6 - 9 ) (10-12) ( 1 3 - 1 5 ) (16 + ) 

.470 

0 

. 3 3 1 

- . 1 3 9 

0 

- . 2 9 6 

- . 7 6 6 

- . 6 2 7 

0 

- . 5 0 9 

- . 9 8 0 

- . 8 4 0 

- . 2 1 3 

0 

p<.01. 

The use of 

indicated no sig 

Behavioral Model 

Tukey's HSD with Bancroft's modification 

inificant difference for teachers using the 

in a specified classroom setting with 
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varying student ages. Therefore, corollaries 3a, 3b, and 

3c were retained. 

Summary of Results 

Educational Environment 

The teachers in the self-contained resource room 

settings viewed themselves as utilizing classroom manage-

ment techniques subsumed under the Behavioral Model more 

frequently than did those teachers in Residential Treatment 

Centers. No difference was found among those teachers who 

utilized classroom management techniques subsumed under the 

Psychodynamic or Environmental Models in any of the three 

types of educational or therapeutic settings. 

Teacher Experience 

There was no significant difference in classroom man-

agement techniques perceived by those teachers in a single 

type educational or therapeutic setting with <5 years or 

•*5 years experience in that setting. Teachers perceived 

that years of experience had no effect on classroom manage-

ment techniques.. 

Student Age Ranges 

Those teachers who employed the classroom management 

techniques subsumed under the behavioral model perceived a 

difference in single type educational and therapeutic 

settings with varying student age ranges. However, the 
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HSD in this area revealed that no signifi-

s actually exist. 
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CHAPTER V 

FINDINGS, CONCLUSIONS AND RECOMMENDATIONS 

The study reported herein addressed the classroom 

management techniques employed by educators of emotionally 

disturbed children and youth assigned to (a) self-contained 

classrooms in the public school setting, (b) resource rooms 

in the public school setting, and (c) residential treatment 

centers. The purpose of this study was to examine the 

self-reported classroom management techniques of specifi-

cally certified teachers of emotionally disturbed children 

and youth. 

This effort was made in an attempt to determine if 

management techniques were influenced, either positively or 

negatively, by educational or therapeutic settings, years 

of experience in a specific setting, or student age range. 

Findings 

An analysis of the results indicates the following. 

1. The teachers in the self-contained (SC) and re-

source room (RR) settings employed the classroom management 

techniques subsumed under the Behavioral Model more fre-

quently than did those teachers in the Residential Treat-

ment Centers (RTC). 
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2. Teachers who have been teaching in SC settings for 

^5 years or > 5 years did not differ significantly in their 

employment of classroom management techniques subsumed 

under each of the three management models. 

3. Teachers who have been teaching in RR settings did 

not differ significantly in their employment of classroom 

management techniques subsumed under each of the three 

management models. 

4. Teachers who have been teaching in RTC settings 

for £ 5 years or>5 years did not differ significantly in 

their employment of classroom management techniques sub-

sumed under each of the three management models. 

5. Those teachers assigned to SC settings with stu-

dents in different age groups did not differ significantly 

in their employment of classroom management techniques 

subsumed under each of the three management models. 

6. Those teachers assigned to RR settings with 

students in different age groups did not differ signifi-

cantly in their employment of classroom management tech-

niques subsumed under each of the three management models. 

7. Those teachers assigned to RTC settings with 

students in different age groups did not differ signifi-

cantly in their employment of classroom management tech-

niques subsumed under each of the three management models. 
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Conclusions and Implications 
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APPENDIX A 

Geographic Regions Designated by The Council for 
Children with Behavior Disorders, A Division 

of I|he Council for Exceptional Children 

Region I: 

Connecticut 
New Hampshir 
Vermont 
New Jersey 
District of 

Region II: 

Virginia 
Georgia 
Mississippi 
W. Virginia 

Region III: 

Indiana 
Wisconsin 
Missouri 

Region IV: 

Colorado 
Texas 
North Dakota 

Region V: 

Oregon 
Alaska 
Hawaii 
Utah 

Maine 
New York 
Delaware 
Ohio 

Columbia 

Tennessee 
Kentucky 
N. Carolina 
Puerto Rico 

Arkansas 
Michigan 
Illinois 

Louisiana 
Kansas 
South Dakota 

Washington 
Arizona 
Idaho 
Guam 

Massachusetts 
Rhode Island 
Maryland 
Pennsylvania 

Florida 
Alabama 
S. Carolina 

Iowa 
Minnesota 

New Mexico 
Nebraska 
Wyoming 

Montana 
California 
Nevada 
Canada 
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APPENDIX B 

Instrument Distribution and Return 

Region 
Number 

Distributed 
Number 
Returned Percentage 

Region I 

Region II 

Region III 

Region IV 

Region V 

100 

100 

50 

200 

50 

63 

84 

24 

116 

13 

63% 

84% 

48% 

58% 

26% 

Total Distributed 500 
Total Returned 300 
Percentage Returned 60% 
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:iPATION IS SINCERELY APPRECIATED. 
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IDENTIFYING INFORMATION TO ACCOMPANY 
CLASSROOM MANAGEMENT PROFILE 

TEACHER INFORMATION 

Please check (x) the appropriate response for each section. 

Your Age 

under age 20 

20-25 

26-35 

36-50 

51-65 

Your Sex 

M 

F 

Highest Degree Earned 

Bachelors 

Masters 

Doctorate 

Age Range of Learners 
Taught 

(check all that apply) 

0-5 years 

6-9 years 

10-12 years 

13-15 years 

16 - older 

How many years have you 
taught ED/JD type children/ 
youth? 

0-5 years 

6-10 years 

11 on 

Best Description of 
Your Setting 

Self-contained in 
Public School 

Resource Room in 
Public School 

Residential Treatment 
Center 

Other 

How long have you taught in 
your present educational 
setting? 

less than 

_1 year 

_2 years 

_3 years 

_4 years 

5 years 

1 year 

more than 5 years 



65 

CLASSROOM MANAGEMENT PROFILE 

INSTRUCTIONS: Below are listed several classroom 
management techniques that are employed by teachers. Check 
along the continuum provided to indicate the frequency 
with which you personally utilize the management technique 
in your present classroom. (5 = Almost always; 1 = Almost 
never). 

Rating 

Management Techniques 

1. Adhere to a varied/flexible daily 
routine for all learners. 

2. Provide for individual learners to 
participate in the selection and 
planning of his/her activities. 

3. Use personnel from outside the class-
room to assist in crisis situations. 

4. Use physical restraints for controlling 
destructive-type behaviors. 

5. Involve parents. 

6. Delineate specific classroom rules to 
which all learners are expected to 
adhere. 

7. Use peer pressure for behavioral 
control. 

8. Use activities (i.e., art therapy, 
music therapy, therapeutic play) to 
release inner tensions. 

9. Use social reinforcement (i.e., 
praise, affection, touching). 

10. Use contingency contracting. 

11. Deny privileges for inappropriate 
behaviors. 

12. Use humor to "defuse" tense situations. 
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Management Techniques 

13. Use academic improvement as therapy. 

14. Use physical activities (i.e., run-
ning in place, planned exercises). 

15. Use group "rap" sessions. 

16. Use socio-drama (i.e., play therapy, 
role playing). 

17. Develop trust between teacher and 
student. 

18. Use a token economy system (i.e., 
points, check marks, plastic tokens). 

19. Use time-out. 

20. Use individual counseling techniques 
(i.e., Life Space Interview). 

21. Use systematic recording and public 
display of academic performance/social 
behaviors. 

22. Use one activity as a reinforcer for 
doing another activity. 

23. Use planned ignoring. 

24. Involve the learner's "significant 
others" (i.e., social workers, 
psychologists, juvenile officers). 



The models are classified as suggested by Rhodes (1972). 
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11. Deny privileges for inappropriate behaviors 
(Hundert, 1976; Sulzer-Azaroff & Mayer, 1977). 

18. Use a token economy system (i.e., points, check marks, 
plastic tokens) (O'Leary & O'Leary, 1977; Walker & 
Buckley, 1975). 

19. Use time-out (Gast & Nelson, 1977; Givner & Graubard, 
1974) . 

21. Use systematic recording and public display of aca-
demic performance/social behaviors (Bullock & 
Mintz, 1979; Hewett & Forness, 1974). 

22. Use one activity as a reinforcer for doing another 
activity (Hosie, Gentile & Carroll, 1974; Whelan, 
1966) . 

Environmental Model 

2. Provide for individual learners to participate in the 
selection and planning of his/her activities 
(Randolph & Howe, 1966). 

5. Involve parents (Birkimer, Voccaro, Abrams & Brown, 
1978; Reed, 1978). 

7. Use peer pressure for behavioral control (Brewer & 
Lackey, 1978; Sway, 1978) . 

13. Use academic improvement as therapy (Kounin, 1975; 
Rymarowicz & Wendler, 1978) . 

14. Use physical activities (i.e., running in place, 
planned exercises) (Brewer & Lackey, 1978; Hobbs, 
1974) . 

15. Use group "rap" sessions (Brewer & Lackey, 1978; 
Rhodes, 1969; Vorrath, 1970). 

17. Develop trust between teacher and student (Hobbs, 
1974). 

24. Involve the learner's "significant others" (i.e., 
social workers, psychologists, juvenile officers) 
(Brito, 1978; Swap, 1978). 
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