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The study was designed to determine and compare the 

perceptions of various groups with regard to the most and the 

laast important characteristics and behaviors of effective 

teachers. 

The population for the study included (a) four groups 

of high school graduates selected at five year intervals be-

ginning with 1980, (b) four groups of high school dropouts 

selected from the same five year intervals, (c) high school 

teachers, (d) high school principals and central office 

administrators, and (f) teacher educators. 

The instrument used to determine perceptions was a 28 

item Q-sort. The items of the Q-sort were developed from a 

review of the literature on teacher effectiveness and from 

a review of the criteria for the evaluation of teacher 

effectiveness as used by the school district in which the 

study was conducted. The Q-sort items were deemed valid 

by a panel of teacher educators. 

Based on the analysis of the data of this study, the 

following conclusions appear reasonable. 



1. All groups agreed in their perceptions that "likes 

to teach," "knowledge of subject matter" and "likes children" 

are the most important elements of good teaching. 

2. Older (1965) high school graduates perceived 

teaching effectiveness to be much different than did teachers, 

administrators, younger graduates, dropouts, and educators. 

They viewed structured teaching with little or no emphasis on 

affective behaviors as the most effective teaching behavior. 

3. The more recent high school graduates perceived the 

humanistic and affective elements of teaching as the most 

important qualities of effective teaching. High school 

dropouts held the same perceptions as did the recent grad-

uates but to a significantly higher degree. 

4. Graduates, dropouts, and educators perceived 

"intelligence" to be of much greater importance for effective 

teaching than did teachers and administrators. 

5. Teacher educators perceived structure in teaching 

and teacher self-image elements as much more important for 

effective teaching than did all other groups. 
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CHAPTER I 

INTRODUCTION 

The elements of effective teaching have probably been a 

topic of concern since the beginning of education. Dante, in 

the Divine Comedy, shows a picture of love between student 

(Dante) and teacher (Virgil), the willingness to follow on the 

part of the student, and the respect for the student on the 

part of the teacher. Boswell states that although Samuel 

Johnson taught school, he probably was a very poor teacher 

because of his "gloomy disposition and quick temper." Boswell 

says, "Good temper is a most essential requisite in a Per-

ceptor" (2, p. 23). 

What is it that makes one teacher reach out to children 

and induce them to learn, while another teacher seems to 

have little or no success? Tests given to teachers have not 

been successful in distinguishing between the effective 

and ineffective teacher (4). Perhaps this is due, in part, 

to confusion among educators as to what constitutes effective 

teaching. Brophy says, "Despite thousands of research 

studies, books, and articles, there is still little or no 

agreement about what good teaching is" (4, p. 4). In a more 

recent article he amends his position by writing that "research 



linking teacher behavior to student learning is making sig-

nificant progress in developing a scientific basis for teacher 

education" (3). 

The most frequently used method of evaluating teacher 

effectiveness is by some sort of rating scale (9). These 

rating scales are dependent upon the perceptions of the 

rater whether the rater is a supervisor, a principal, a 

specially trained observer, a student, or the teacher himself. 

Getzels (9) found that such ratings are often very unreliable. 

What is good teaching in the opinion of one group may be poor 

teaching in the opinion of another group. While many educa-

tors would agree with Verble (19) that students' perceptions 

of their teachers are an important criterion in determining 

teacher effectiveness, not all would concur with her state-

ment that "good teachers are those whom students think are 

good, and bad teachers are those whom are considered bad by 

their students." 

Research during the first half of the Twentieth Century 

has produced little evidence that teachers made any difference 

in whether children learn or not (7). The 1966 Coleman 

report (5) suggests that a child's family background is the 

most important determinant of school success. On the other 

hand, there has been more recent research that indicates 

teachers do make a difference. Good (10) reports that an in-

creasing amount of literature suggests that "individual 

teachers can and do have a major influence upon student 



achievement." He points out that an older study which in-

dicates that teachers make no difference in the child's 

learning (Coleman (5)) has been recently reanalyzed at the 

teacher level rather than the school level. The results show 

"that individual teachers appear to make important contribu-

tions to student achievement." 

He also points out that researchers studying teacher 

effectiveness are always able to identify the effective 

teacher. For instance, in his review of the research, Good 

insists that the teacher's ability to handle the classroom has 

been found to relate positively to student growth in every 

process—product study to date. Moreover, he believes whole 

class direct instruction (meaning "active teaching") also 

affects students in a positive manner. A study by Harrison 

(12) presents the successful teacher as one who is highly 

autonomous, uses practical activities, lectures less but 

answers and helps more, and has an abstract conceptual 

structure. Teachers with these attributes were able to 

produce a class gain of at least one year in elementary 

reading. Sandefur and Adams (17), in their study, concluded 

that teachers with a more authoritarian attitude were rated 

as more effective by trained observers, students, supervisors, 

and peers. 

The research tends to indicate that the quality of teach-

ing is related to the quality and quantity of learning. The 



research is not clear, however, in describing the nature of 

effective teaching. 

Statement of Problem 

The problem of this study was to gain a better under-

standing of the perceptions of effective teaching performance-

behavior. 

Purposes of the Study 

The purposes of this study were (1) to determine and 

compare the perceptions of effective teaching from the point 

of view of high school graduates, high school dropouts, 

teachers, principals, and administrators in a single school 

district, and (2) to compare these perceptions with the 

perceptions of experts at the university level in the area of 

teacher education. 

Research Question 

What constitutes effective teaching in the view of 

teachers, principals, administrators, college educators, 

high school graduates, and high school dropouts? 

Background and Significance of Study 

A review of the research from 1900 to 1952 showed that 

no single teacher act contributed significantly to student 

achievement (7). A review of research for the following 

decade, covering a wide range of instruments which purportedly 



measured various teacher characteristics, revealed that all of 

the instruments were limited, none were infallible, and none 

could successfully describe an effective teacher (9). Popham 

(15) found that experienced teachers were no more effective 

than people who were untrained. Family background is of 

greater importance in school achievement than the kind of 

teaching a child receives, according to the Coleman Report 

(5). Gage (8), in an article written in 1965, wonders why 

researchers continue to search for relationships between 

teacher traits and pupil gain when the results are so meager. 

Gage answers that question himself. Research continues 

because the need for answers in this area is very pressing. 

He suggests that the amount and quality of research in recent 

years may have made the results of the earlier research 

obsolete. He concludes that a review of more recent litera-

ture selects five global characteristics which appear to be 

components of effective teaching. These five are warmth, 

cognitive organization, orderliness, indirectness, and problem-

solving ability. 

The Report of Recent Research on Pupil Achievement (18) 

states that schools can and do make a difference in the 

development of young people. This study gives teachers credit 

for being the one most important element in the school. 

Martin (14) points out that the teacher's behavior toward 

the student is one of the most critical variables in the 

learning process. Cogan (6) found that warm, considerate 



teachers obtained an unusual amount of original poetry and 

art from their high school students. Amidon and Giammatteo 

(1) found that the effective elementary teachers used about 

three times as much acceptance of feeling responses as did 

the less effective teachers. Also the effective teachers used 

more praise for student-initiated ideas. In these classes the 

students participated about 50 percent of the time. The less 

effective teachers used twice as much criticism, especially 

as a controling device, and the students participated only 

about 40 percent of the time. 

There are many different proposed criteria for describ-

ing effective teachers. It seems almost every expert has his 

own set. But a thorough, in-depth study by Ryans (16), con-

ducted over a six-year period, is considered the single most 

extensive study of teachers that has been done. As a result, 

his criteria and methodology require special attention. 

Many of Ryan's studies used classroom observations to 

discover patterns of teacher behavior. Surveys were made 

of teacher activities, preferences, and attitudes. A number 

of observers were used to assess 6,000 teachers (Classroom 

Observation Record) on eighteen teacher characteristics and 

four pupil behaviors. Included in the full study were items 

that took into consideration the following teacher character-

istics: age, extent of teaching experience, sex, marital 

status, professional avocational activities, religious 



activities, undergraduate college attended, academic success, 

influences affecting choice of teaching, activities during 

childhood and adolescence, size of school in which employed, 

size of community, socioeconomic status of community in which 

school is located, and geographic area in which teaching is 

performed. In teacher behavior three patterns stood out in 

separate factor analysis of observed data: patterns Xo— 

friendly, understanding, warm in contrast to aloof, egocentric, 

restricted teacher behavior; pattern Yo~-~businesslike, system-

atic, responsible as opposed to slipshod, unplanned, evading 

teacher behavior; pattern Zo—imaginative, stimulating, 

enthusiastic as opposed to dull, routine teacher behavior. 

The patterns Xo, Yo, and Zo among effective elementary 

teachers were highly correlated with each other and seemed to 

be highly correlated with pupil behavior in the teachers' 

classes. In high school the intercorrelations of Xo, Yo, and 

Zo patterns were not as high for effective teachers and did 

not correlate nearly as high with pupil behavior. The above 

patterns appeared to be higher for married teachers than for 

single teachers at the elementary level. At high school level 

the reverse was true. The patterns tended to be higher for 

single than for married teachers. 

Getzels and Jackson (9) report that although all of the 

differences reported by Ryans meet the criteria of statistical 

significance, none seem large enough to be of any psychologi-



cal or predictive value in selecting the effective teacher. 

Hamachek (11) feels that Ryan's study points out some impor-

tant differences between the teachers with high emotional 

stability. Using the self-related reports of the teachers, 

it was learned that the teachers with high emotional stability 

(1) named self-confidence and cheerfulness as their dominant 

traits, (2) reported they enjoyed active contact with other 

people, (3) were interested in hobbies and handicrafts, (4) 

reported a happy childhood. The teachers with low emotional 

stability (1) had memories of unhappy childhood, (2) seemed 

not to like contact with others, (3) were more direct and 

authoritarian, and (4) expressed low self-confidence. The 

teachers with high emotional stability were considered to be 

good teachers, and those with low emotional stability were 

considered to be poor teachers. 

Brophy (4) used a 487-item questionnaire in his five-

year study of effective teachers. This study was done at the 

elementary level. He found that successful teachers had a 

positive attitude toward their responsibility. They seemed 

to have an internal locus of control. This was revealed in 

their classroom behavior; they were in charge. They saw 

their basic role as instructing students in the curriculum, a 

view which resulted in the students' learning gains. 

In a 1969 review of literature related to teacher 

effectiveness, Hamachek (11) concluded that we do know what 



the effective teacher is; we can tell the difference between 

a good and a poor teacher. In his article, he outlines 

the qualities of a good teacher. He points out that since 

students are all different, cookbook formulas for good 

teachers are of little value. Because what is important to 

one student may not be important to another student, he feels 

that teaching has to be something of an art. 

In 1979, Martin (iU 0 began with Hamachek's idea that we 

can recognize good teachers, reviewed the research, and gave 

his own criteria for a good teacher. Martin's criteria began 

with the five characteristics that Gage feels are directly 

related to effective teaching in a third-grade setting. 

(1) The teacher should use warmth. This is demonstrated by 

moving around the room, monitoring seat work, and communica-

ting to the pupils an awareness of their behavior. (2) The 

teacher should use cognitive organization. This is demon-

strated by giving a maximal amount of feedback and by 

providing fast paced activities of the "drill" type. (3) The 

teacher should make use of orderliness. This is demonstrated 

by having a system of rules which allows pupils to attend to 

their personal and procedkral needs without having to check 

with the teacher. (4) The teacher should use indirective-

ness. This is demonstrated by accepting students feelings 

and minimizing the oral giving of directions. (5) The 

teacher should use problem solving ability. This is demon-

strated by getting even the less academically oriented 
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student to give some sort of response. Rephrasing, giving 

cues, or asking a new question can be useful. Martin then 

adds several others. (6) Teachers must give some attention to 

the "affective domain" of the students. Teaching "content" 

without dealing with the "feelings" of the student involved 

is not likely to produce much learning. (7) Teacher be-

havior must be skill-related. Teachers need to have and be 

able to use a large number of skills so that they might better 

personalize instruction. (8) Teachers need to be flexible. 

Martin says this is perhaps the one word most closely associa-

ted with effective teaching in research. (9) Teachers who 

want their behaviors to make a difference must be good, 

knowledgeable, capable, enthusiastic, well-rounded people 

who care about themselves and others. (10) Teachers should 

exhibit openness, genuineness, empathy, respect (including 

self-respect), and belief in others as able and trustworthy. 

(11) They should be physically fit. (12) They must be willing 

to base their continuing efforts, behaviors, and growth on 

the best that research has to offer. 

In spite of all the studies that have been made, there 

still do not exist established, definitive, infallible 

qualities or characteristics that can be depended upon for 

the identification and selection of effective teachers. Yet 

school administrators must continue to select teachers. As 
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a result, each school district has its own definition of what 

it considers to be an effective teacher. Such definitions 

may be stated explicitly, but frequently they are not. 

Often they are tied in with the teacher-evaluation process. 

Accepting the fact that each school district has its own 

criteria for determining which teachers are effective, this 

study has as its nucleus the criteria set forth by a suburban 

school district in the Dallas-Fort Worth metroplex area. The 

study focuses upon characteristics, behaviors, and other 

elements of the effective teacher. The elements are ranked 

according to the perceptions of various groups (high school 

graduates, high school dropouts, high school teachers, high 

school and junior high school principals, and administrators) 

who have been or are presently involved with that school 

district. These same elements are also ranked by a panel of 

experts chosen from a group of college professors in the 

field of education. For the sake of brevity, these individuals 

are, within the context of this study, referred to as 

"educators". 

This study is significant in that it (1) establishes 

criteria for teacher selection, performance, and evaluation 

which are based on perceptions of clients and of practitioner-

deliverers in public education; (2) examines the relationships 

among the perceptions of clients and practitioners, school 

district policy makers, and scholars in teacher education 
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with respect to criteria for effective teaching—differences 

in perceptions can serve as a basis for district policy makers 

and university scholars to consider establishing more rele-

vant criteria for the selection and evaluation of teachers; 

and (3) may provide a broader and better set of explicit 

operational criteria for teacher selection and evaluation 

in this suburban school district and other similar school 

districts. 

Definition of Terms 

For the purpose of this study the following definitions 

were used. 

Effective teacher is a professional person who produces 

a desired effect upon students in his or her classes. Some-

times, in this study, "effective teacher" is used inter-

changeably with "good teacher" since "good" is the more 

commonly used vernacular. 

Dropouts are persons who have permanently ceased to 

attend public schools. They attended school for a while in 

the tenth, eleventh, or twelfth grade in one of the two high 

schools in this suburban school district and have not attended 

public school since. 

Quality is a property or attribute. "Characteristic" is 

used interchangeably with "quality" since the two words are 

used interchangeably in much of the research literature. 
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Limitations 

This study was limited to all the usual limitations 

recognized in collecting data by mailed questionnaire. A 

possible limitation in the use of the questionnaire in this 

study may have been the inability of high school graduates 

and dropouts to understand and grasp some of the qualities 

and behaviors described in the Q-sort. 

Basic Assumptions 

It was assumed that respondents answered honestly, 

carefully and knowledgeably. It was further assumed that 

the lack in professional knowledge of high school graduate 

and dropout respondents was somewhat compensated for by 

the uncluttered objectivity of their response. 

This study was limited by a relatively small sample and 

it was limited by the fact that most of the samples were taken 

from one suburban school district. However, this district is 

similar to large urban school districts in that it represents 

the full spectrum of the socio-economic society. 

A possible limitation in the use of the questionnaire 

in this study may have been the inability of high school 

graduates and dropouts to understand and grasp some of the 

qualities and behaviors described in the Q-sort. 
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CHAPTER II 

REVIEW OF LITERATURE 

Traditionally there has been concern for identifying 

effective teachers, teachers who could teach so that students 

could learn. In recent years this concern has turned to 

demand due to a general dissatisfaction with the quality of 

education which public school students are receiving. Critics 

claim that high school diplomas mean too little today and 

that students are passed from grade to grade regardless of 

the material they have learned. They are demanding that this 

be changed. They want honesty restored to public school pro-

motional practices. As a result there are widespread movements 

afoot for minimum competency testing of high school students, 

and for similar testing of public school teachers. At present, 

almost forty states have established minimum competency testing 

programs covering the basic skills of reading, writing, and 

arithmetic (43). In addition, the National Teacher Examina-

tion is now used in thirty states for certification and 

hiring (40). 

For more than eighty years research has been undertaken 

in an effort to learn what makes an effective teacher and 

quality teaching. In 19 50 Domas Tiedeman (10) prepared an 

annotated bibliography which contains some 1,000 titles of 

16 
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research done before that time. Morsh and Wilder (39) re-

viewed the research from 1900 to 1952 and concluded that, 

without exception, not one single teacher behavior had been 

found whose percentage of frequency of occurrence was sig-

nificantly correlated with student achievement. 

Since the Morsn and Wilder review, productivity of edu-

cational research has increased very rapidly (15). Gage (19) 

suggests that the amount and the quality of this recent 

research may have made the earlier research obsolete. 

Characteristics and Behaviors 
of Effective Teachers 

This section of the literature review is concerned with 

the research on various characteristics and behaviors of 

effective teachers. Unfortunately, studies have been done 

on so large a number of teacher characteristics that it would 

be unwieldy to cover every characteristic that has been 

researched. As a result, this review focuses on those 

characteristics which have been studied most frequently. 

Classroom-management ability appears to be considered by 

most researchers as an extremely important behavior of effec-

tive teachers. Brophy (4) says effective teachers know how to 

organize and maintain a classroom environment that maximizes 

the time spent in productive activities, i.e., time on task, 

student engagement, and student opportunity to learn the 

material. Rosenshine and Furst (51) consider the stu-

dent's opportunity to learn as important. Kounin's (30) 
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findings indicate that good classroom management consists of 

keeping students actively engaged in productive activities, 

avoiding periods of inactivity or confusion which leads to 

restlessness and misbehavior. Kounin's study was later repli-

cated by Brophy and Evertson (5) who extended the findings by 

showing that the teachers who were successful classroom man-

agers also tended to produce greater learning gains on stan-

dardized achievement tests. Cogan (8) found that skill in 

classroom management was a significant element in student 

achievement. Good (21) reports that "classroom management 

relates positively to student achievement in every process-

product study conducted to date." His description of a good 

classroom management includes a teacher's managing the class-

room "with a minimum of disruption and a maximum of student 

task involvement." Weaver (65) appears to be referring to 

classroom management when he talks of "structure" and of 

organizing the course. He says the teacher should make the 

framework of the course clear to the students and schedule 

learning activities in accord with that framework. 

Warmth is another important characteristic of an effec-

tive teacher, according to several researchers. Some 

researchers refer to this as rapport. Teachers with warmth 

tend to behave approvingly, acceptantly, and supportively; 

they speak well of their own students, other students and 

people in general. They tend to like and trust people of all 

kinds (18) . 
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Some studies show that disadvantaged students respond 

strongly to warmth from the teacher. St. John's (54) study 

showed that black students respond to warmth, but that white 

students are less affected by warmth and more affected by the 

teacher's teaching skills. Kleinfield (28) found that 

Indians and Eskimo students attending an urban school responded 

well to warmth. In their study, Brophy and Evertson (5) 

noted that warmth was not as important for students from homes 

with high socioeconomic status as it was for students with a 

lower standard of living. It should be remembered that one 

of the three patterns of behavior which stood out in separate 

factor analysis in the study done by Ryans (50) was Pattern Xo— 

warm, understanding friendly versus aloof, egocentric, re-

stricted teacher behavior. Aspy (1) points out that positive 

regard is another phrase for warmth, which is critical to 

student success. His study showed evidence of a significant 

and positive relationship between levels of positive regard 

(warmth) and students' level of cognitive growth. Weaver (65) 

says that rapport is the second most preferred characteristic 

when students rate their instructors. Students appreciate 

genuineness and warmth. Others who found warmth, understanding, 

friendliness, and acceptance to be important for student 

achievement were Lembo (32), Reed (40), Dixon and Morse (9), 

and Martin (34). 
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Enthusiasm is another important characteristic of 

effective teachers. Stephens says that effective teaching 

depends upon the lively interests of teachers. This view 

is supported by Ryans' (50) findings that stimulating, 

imaginative teachers were more effective than those who were 

dull and routine. Additional studies relating teacher en-

thusiasm to student achievement have been done by Solomon, 

Bezdek and Rosenberg (53), Fortune (17), and Wallen (62). 

Solomon and others (53) studied the factor "energy" 

versus "lethargy" and found that energy correlated with 

rapidity of speech and mobility. McCoard (35) studied the 

relationship between certain speech factors of the teacher 

and pupil achievement. The results suggest inflection of the 

teacher's voice is a correlate of pupil achievement. Other 

studies (Gauger (20), Jersild (26) , and Ehrensberger (12)) 

indicate enthusiasm to be an important characteristic of the 

teacher. Mohan (39) lists enthusiasm as the first item on his 

high order concept for evaluating teaching effectiveness. 

Martin (34) lists "enthusiastic" as a necessary quality for a 

good teacher; however, Brophy and Evertson (5) found enthusiasm 

to be unrelated to student learning gains. They did state that 

it might be related to learning gains in older students. 

Another characteristic that research supports as im-

portant for effective teaching is cognitive organization, a 
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characteristic which reflects the teacher's grasp of what he 

is trying to teach (18). In this regard, Ryans (50) includes 

"verbal understanding" as an important teacher characteristic 

while Cogan (8) insists that teachers' command of ingenuity 

in dealing with the subject is a correlate of student achieve-

ment. Oddly enough, this characteristic would seem to be 

most important to older students, for while Mahon (33), 

Ornstein (41), Hamachek (24), and Martin (34) all see knowledge 

of subject matter as essential to effective teaching, Brophy 

and Evertson (5) found that cognitive organization (teacher's 

knowledge of subject matter) is not nearly so important in 

the early grades where children are striving to learn basic 

skills which do not require extensive subject-matter know-

ledge. 

"Responsible," "businesslike," "systematic" are adjectives 

describing another important characteristic of effective 

teaching. It should be remembered that one of the three pat-

terns of teacher behavior which stood out in separate factor 

analysis done by Ryans (50) was labeled Yo—and defined 

as responsible, businesslike, systematic activity versus 

evading, unplanned, slipshod teacher behavior. 

Teacher behavior which can be classified as task oriented, 

achievement oriented, and businesslike has been studied by a 

number of researchers: Fortune (17), Kleinman (29), Chall 
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and Feldman (7), Wallen (62), and Torrance and Parent (60). 

Such behavior is indicative of self-confidence and a sense of 

purpose which can perhaps best be explained by Brophy and 

Evertson's (5) findings that effective teachers recognize and 

accept that their primary responsibility as teachers is to 

teach. Consequently, as Sandefur and Adams (51) have ob-

served, effective teachers are inclined to be steady, poised, 

and confident. 

Empathy is another characteristic of the effective 

teacher. Aspy (1) theorized that if Carl Rogers (46) was 

correct in believing that learning is enhanced when the 

counselor is highly empathetic, then the same must be 

true of teachers. Aspy (1) defines "empathy" as one person's 

ability to perceive and understand another person's inner world 

of private and personal meaning. To prove his point, three 

different studies were conducted by Aspy, and the results of 

all clearly indicated a positive relationship between empathy 

and student achievement even to the point that the students 

missed fewer days of school when teachers offered higher 

levels of facilitative interpersonal conditions. 

Mohan (38) too, sees empathy as an important factor. 

He maintains that the teacher must have the skill to listen 

to the student even when the "student is silent!" Lembo 

(32) also views empathy in terms of "listening." He says a 

teacher must accept, listen to, and respect each student as 
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a unique individual. The teacher must listen for feelings 

rather than just hear the words. In Ayers and Rohr's (2) 

study of fifty-nine teachers, the teachers who were able to 

respond facilitatively tended to perform better on those 

instruments designed to measure teacher effectiveness than 

those who did not respond facilitatively. Sandefur and 

Adams (51) found that the effective teacher recognizes the 

affective climate. Hamachek (24), and Dixon and Morse (19) 

referred to this characteristic as empathy and found it 

important for effective teachers. Martin (34) concludes that 

teachers must give some attention to the affective domain. 

In terms of effectiveness, teaching "content" without dealing 

with feelings is contrary to much of the research reported and 

is supported by none. 

A number of researchers have found variability or flexi-

bility to be an important characteristic or behavior of the 

effective teacher. Flanders (14), for example, found that in 

classrooms where there is greater flexibility and variation 

in teacher behavior the pupils have more positive attitudes 

and seem to be learning more content. "Variability," accord-

ing to Rosenshine and Furst (49), involves the teachers' use 

of different cognitive levels of discourse, varying levels of 

student task, or employing a variety of instructional 

materials and classroom techniques. Significant relationships 

between variability and student achievement have been found in 

several different studies (Lea (31); Solomon, Bezdek, and 
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Rosenberg (53); Fortune (17); Torrance and Parent (60) ; and 

Walberg (61)). Brophy and Evertson (5) stated that "effectvie 

teaching involves orchestration of a large number of factors, 

continually shifting teaching behavior to respond to continually 

shifting needs." 

Good mental health is a characteristic of effective 

teachers according to some researchers. Among elementary 

teachers, according to Ryans (50), emotional maturity corre-

lated moderately with warm, understanding teacher behavior, 

with stimulating teacher behavior, with favorable attitudes 

toward administrators, with favorable attitudes toward pupils, 

and it correlated with warm, understanding teacher behavior 

among secondary teachers. Hamachek (24) says effective 

teachers must have a sense of humor and see themselves as good 

people. Reynolds (45) finds that a teacher, to be effective, 

should have superior personality organization. Certainly such 

qualities are a reflection of sound mental health. However, 

Dugan (11), when she conducted a study of teachers to determine 

if there was a relationship between teacher effectiveness and 

mental objectivity, concluded that emotional stability has 

not been proven to be necessary for effective teaching. 

Another behavior which has frequently been considered a 

necessary element of effective teaching is "time on task." 

Brophy and Evertson (5) and Stalling (55) found that time 

spent on task, i.e., the amount of time spent directly on 
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instruction, was related to student achievement. Ward and 

Tikunoff (63) and Williams (65), found that when students 

were given an extra half hour of instruction per day they 

learned more, that learning gains occurred when instruction 

was in a regular classroom or when it was provided in a tutor-

ing session, and that gains occurred with either trained or 

untrained tutors. 

Finally, the matter of direct instruction influences 

teacher effectiveness. Several large field correlation 

studies have been conducted at various elementary grade levels 

(Stalling and Kaskowitz (56); Soar and Soar (52); McDonald 

and Elias (36); Brophy and Evertson (5); Tidunoff, Berliner, 

and Rist (59); Good and Grouws (22)). In these studies 

different types of teachers and students were included, 

different kinds of variables were addressed, and different 

methods were used, but there was enough replication and 

overlap to provide dependable knowledge about relationships 

between teacher behavior and student learning of basic skills 

in elementary grades. In all of these studies, data supported 

"direct instruction" as a method for producing student learning 

of basic skills. 

In direct instruction, teachers (1) focus on academic 

goals, (2) promote extensive content coverage and high levels of 

student involvement, (3) select instructional goals and 
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materials and actively monitor student progress, (4) structure 

learning activities and include immediate and academically 

oriented feedback, and (5) create an environment that is 

task-oriented but relaxed (48). 

A number of other researchers agree with the importance 

of direct instruction for effective teaching (Medley (37), 

Borick and Fenton (3), Good (21), and Brophy (4)). Good 

(21) describes "direct instruction" as active teaching in 

which the teacher actively presents the process or concept 

under study, actively supervises students' seatwork, and holds 

the students accountable for their work. He says, that 

"direct instruction as associated with increased learning 

gains is a common, almost universal conclusion of recent 

research." 

Flanders (13), after some careful research, maintains 

that indirect teaching is an effective method for producing 

student gain. Gage (18) agrees with him. Brophy and Evert-

son (5), however, feel in view of their study, that the in-

direct teaching method has little effect with elementary 

students. Perhaps, as Brophy (4) suggests, direct instruction 

is best for learning basic skills, but after these basic 

skills are learned, students in the upper grades learn more 

from "indirect" teaching consisting of frequent lectures, 

demonstrations, and teacher-led discussions. 
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Studies of Perceptions 

Since this study is concerned with how various groups 

perceive the effective teacher, a review of some perception 

studies is indicated. An effort was made to find studies of 

groups that would parallel the groups in this study. It was 

not possible to find a study on high school graduates. The 

nearest that could be found were studies on high school 

students and college students. 

One such study was that conducted by Jenkins and Bausell 

(25) in Delaware. By random sample, they chose 264 subjects 

from all the public school teachers and administrators in the 

state. Sixteen criteria items were to be rated according to 

their importance in determining teacher effectiveness. 

When the response from elementary teachers, middle school 

teachers, secondary teachers, and principals were compared, 

the average correlation between these groups was .93. The 

top five items were (1) relationships with class (good 

rapport), (2) flexibility, (3) effectiveness in controling the 

class, (4) ability to see the world from students' point of 

view, and (5) personal adjustment and character (good mental 

health). The bottom five items were (12) general knowledge 

and understanding of educational facts, (13) civic respon-

sibility, (14) performance in student teaching, (15) partici-

pation in community and professional activities, and (16) 

years of teaching experience. The amount that students 

learned was ranked number eleven on the list of sixteen items. 
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With slight modification, (the omission of patriotism 

and student teaching) the criteria used in the above study 

were used in a study by Gurney (23). Two groups of college 

students were used. One group of students was chosen from 

those enrolled in professional education classes; the other 

consisted of non-education majors and represented every other 

college in the university. There were thirty-one education 

majors and 10 4 non-education majors. The two groups 

ranked the criteria in relatively the same order. Both 

groups of students rated the teacher's knowledge higher than 

any of the other criteria. Both groups rated "the amount 

students learn" higher than did the professional educators, 

but even here it was not ranked as number one. The top criteria 

were (1) knowledge of subject matter, (2) general knowledge 

and understanding of educational facts, (3) flexibility, (4) 

relationship with class (rapport), and (5) amount students 

learn. The two lowest items were years of teaching experience 

and participation in community and professional activities. 

Both the students and educators seem to agree that teacher 

flexibility, personalization of teaching, good rapport, and 

sensitivity to students' point of view are important aspects 

of teaching. 

A similar study was done by Tellefson (58) using 250 

students in undergraduate and graduate classes for teacher-

trainees. He also included 147 sixth graders, 227 seventh 
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graders, 251 eighth graders, 288 ninth graders, 310 tenth 

graders, 171 eleventh graders, and 250 twelfth graders. The 

instrument used included forty-five variables that students 

felt contributed to a teacher's effectiveness in the class-

room. The results, in general, were that the students and 

teacher-trainees believed that the ideal teacher is a warm, 

considerate, accepting, friendly person who is tolerant, open-

minded and accepts students' needs as important. The ideal 

teacher likes students, enjoys teaching, and is interested 

in the subject matter. He is able to express himself clearly 

in the classroom, is knowledgeable and well organized. The 

teacher-trainees felt a quiet, orderly classroom and pro-

vision of class time for class work were essential to 

effective classroom teaching. 

A study done by Kelly and Chapman (27) used 563 students 

enrolled in an advanced psychology class in high school. The 

Adjective Rating Scale (ARS) and the Classroom Behavior Survey 

(CBS) were the instruments used. These instruments were 

completed during the last two weeks of the semester. This 

study was done to investigate the relationship between post-

course student attitude toward a course in order to provide 

information for course development where positive attitude is 

assumed to be necessary for course success. The results 

suggest that the sets of teacher behaviors and course 

characteristics called Practical Values and Teacher Enthusiasm 
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are positively related to the affective responses of students. 

Learning practical things and being able to transfer this 

learning to other areas are both related to positive course-

oriented attitude. Also, teachers who openly show their 

enthusiasm for teaching, who seem to enjoy teaching, and who 

make students feel important tend to facilitate a positive 

affective response from students. 

A study was done by Bybee and Chalowpka (6) using a cross 

section of students from the upper elementary, secondary, and 

university levels from average, advantaged, and disadvantaged 

groups; also included was one faculty group. This study 

attempted to determine profiles of teacher characteristics by 

asking students to give their perceptions of the teacher they 

liked best. The results clearly indicated that group II 

(Adequacy of Relations with Students in Class) and group IV 

(Enthusiasm in Working with Students) contained teacher 

characteristics or behavior which were preferred over other 

groups. The students viewed interpersonal relationships and 

enthusiasm in working with students as the most important 

teacher characteristics. 

Similar results were obtained from a study done by Paul 

Witty (66) with the cooperation of a radio broadcasting 

program (Quiz Kids). An announcement was made over the 

radio that a scholarship was to be awarded to the teacher 

most effectively and convincingly described in a student's 

composition titled "The Teacher Who Has Helped Me the Most." 
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About 12,000 letters were analyzed from pupils ranging 

from second grade through twelfth grade. The letters were 

divided into groups: up to 9 years of age, 4,000 letters; 

from 9 to 14 years of age, 4,000 letters; from 14 and up, 

4,000 letters. It was found that the frequency of traits men-

tioned by both girls and boys were consistent. All three groups 

were very much alike. The top four qualities in all of the 

letters were (1) cooperative, democratic attitude, (2) kindli-

ness and consideration for the individual, (3) patience, and 

(4) wide interests. 

Assuming that students' perception of the ideal teacher 

would vary for students according to background, personality, 

context, and experience variables, Peterson and Mayes (42) did 

a study to investigate this idea. The questions were do 

science students rank teacher behavior differently in their 

description of an ideal teacher according to (a) success in 

science, (b) gender of student, (c) specific science course and 

grade level. Two hundred and seventeen eighth, tenth and twelfth 

grade students made up the sample. The instrument was a 

twenty-four item ideal teacher Q-sort. 

In the rankings by class success, the high achievers saw 

four behaviors as more important than did the low achievers. 

These four behaviors were (1) acts like students are important 

as individuals, (2) quickly returns student work with comments 
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or grades, (3) encourages and responds to students' opinions 

and ideas, and (4) effectively gets across subject matter. 

The low achievers saw three other behaviors as more important. 

These behaviors were (1) does not use punishment to maintain 

control, (2) is organized, (3) uses words students can under-

stand (42) . 

Item rankings differed by gender group. Males chose 

"uses only test scores for grading," and "gives problem-solving 

questions in tests." These items were interpreted as being 

consonant with the stereotypical male view of nonpersonal sub-

ject matter. Females chose "acts like students are important 

as individuals" and "initiates contact with parents and 

community members" as teacher behaviors that are more important 

for the ideal teacher. These items which are personal and 

social in nature were interpreted as the stereotypical feminine 

interest in people and social interaction. 

Analysis of the specific science course and the grade 

level shows that students in different science classes per-

ceive ideal teacher behavior as significantly different on 

seven items. These seven items include uses punishment to 

maintain control, creates a comfortable learning atmosphere, 

gives questions on tests which require memorization, uses words 

students cannot understand, encourages and responds to students' 

opinions and ideas, follows school rules and procedures, and 

effectively gets across subject matter. 
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General science students rated "does not use punishment 

to maintain control" as significantly more important than 

did the biology and physics students. Advanced students 

rated "effectively gets across subject matter" as signifi-

cantly more important than did beginning students. Biology 

students rated "uses words that students cannot understand" 

as significantly more important in a negative sense than did 

physics students. 

Only one study was found on how dropouts perceive 

teachers (Maizels, 33). This study was done in London, 

England, and involved interviewing 330 young people. These 

individuals were secondary school-leavers around sixteen or 

seventeen years of age. Most had worked for over a year. In 

this study neither schools nor teachers were rated very highly. 

The most favorable impression that the students retained of 

teachers was that they had been very helpful. The three other 

favorable items were (1) teachers were fair, (2) knew their 

jobs, and (3) explained things clearly. However, less than 

one-half of the students selected these three items. The 

most unfavorable memories were (1) teachers had been strict, 

(2) had favorites, and (3) were sarcastic and moody. One-

fourth of the students felt that teachers were indifferent 

about whether they stayed in school or whether they left. 

A careful and extensive review of the literature by 

this writer, and by other researchers leads inevitably to the 
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conclusion that to date there are not any reliable criteria 

for the selection of effective teachers. 
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CHAPTER III 

PROCEDURE FOR THE COLLECTION AND 

ANALYSIS OF DATA 

The purpose of this chapter was to describe the study 

sample and the procedures employed in gathering and analyzing 

the data on the perceptions of teacher effectiveness. 

Selection of the Sample for the Study 

The populations selected for this study were chosen 

to obtain perceptions of teacher effectiveness from groups 

of high school graduates and dropouts, from teachers them-

selves, from principals who work with teachers, from adminis-

trators who are involved in hiring teachers for the school 

district, and from teacher-educators who are responsible 

for training teachers. 

High school graduates were chosen rather than high 

school students with the expectation that they could give 

more objective opinions. In selecting the high school grad-

uate population, it was decided to choose graduates from five 

year intervals rather than all from one class. The idea was 

to determine whether students' perceptions of teacher 

effectiveness of fifteen years ago differed from the perceptions 

of more recent graduates. 

41 
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The high school dropouts were selected from the same five 

year intervals as the graduates. Since these students were 

school-leavers, would their perceptions vary greatly from 

the graduates? 

The perceptions of high school teachers currently in 

the classroom were important in this study. How do they 

perceive the qualities of effective teaching? 

It was believed that principals and administrators might 

have different perspectives of the nature of effective teach-

ing. What are their perceptions of the effective teacher? 

Finally, it was believed that there was the need to get 

the perceptions of university-level experts in the field, 

the teacher-educators who are in the business of selecting and 

training teachers. 

The single suburban school district chosen as the locus 

for this study has two large senior high schools. Permission 

was requested to obtain and use the lists of graduates of 

the given years. Permission was also requested for access 

to files to obtain names of dropouts. The school superin-

tendent granted permission to both requests. 

Names and addresses of the graduates for the years 19 80, 

1975, 1970, and 1965 were obtained from both high schools. 

The area is somewhat stable as far as the residents are con-

cerned, and many parents of the graduates still live in the 

area. In general they were very helpful in either forwarding 
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the letters or supplying current addresses. A random sample 

from each of the four graduating classes was chosen by the 

systematic sampling procedure (1). In this procedure, the 

first name was randomly chosen from one through seven, and 

subsequent names were chosen at every seventh interval. Fifty 

per cent of the names were chosen from each high school. 

According to the director of research in the chosen suburban 

school, 30 per cent return was all that could be expected. 

With this in mind, 300 names were selected from the 19 80 

graduating classes. One hundred and fifty were chosen from 

the 1975 classes, and from each of the 1970 and 1965 classes 

75 were selected. From each of the above groups a 30 per cent 

return was considered an acceptable percentage of response. 

The high school dropouts were more difficult to locate. 

Identifying them involved a thorough search of the files of 

both high schools. If the student had left one of the high 

schools and the record showed that there had been no request 

for the record to be forwarded, it was concluded that the 

student was a dropout. Extensive effort was made to reach as 

many as possible. A large response was not anticipated. Names 

were chosen by random sampling from those who dropped out in 

1965, 1970, 19 75, and 19 80. Two hundred names were selected. 

Of the number of those contacted, 30 per cent was considered 

an acceptable response. 

All of the principals of both high schools and of the six 

junior high schools of this suburban school district were 
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asked to participate. There were 220 high school teachers 

(teachers of ninth grade and above) in this district. Thirty 

per cent, or 66, of these teachers were asked to participate. 

The names were chosen by random sample using the systematic 

sampling procedure. 

The top administrators of the district, those who are 

most involved in the selection of teachers, were asked to 

participate. These top administrators were the superin-

tendent, the deputy superintendent, the assistant superinten-

dent in charge of personnel, and the assistant superintendent 

in charge of instruction. 

The panel of educators (a panel of professors of educa-

tion) consisted of fifteen persons chosen by random sample 

using the systematic sampling procedure from the faculties 

of professors of teacher education at North Texas State 

University and the University of Texas at Arlington. 

From the above four groups, the principals, the teachers, 

the administrators, and the professors of education, 70 per 

cent response from each group was considered acceptable. 

Development of the Instrument 

For this study it was necessary to develop an instrument 

to gauge the perceptions of these several different groups 

regarding teacher effectiveness. The instrument used was a 

28-item Q-sort. The Q-sort, a measure created by Stephenson (2) 
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consists of sorting decks of cards called Q-sorts into piles 

ranging from "most characteristic" to "least characteristic" 

or, as in this study, from "most important" to "least 

important." The individual is told to place a given number 

of cards in each pile. The central pile is the neutral pile 

and typically has the largest number of cards in it. The 

piles are numbered with the most important having the highest 

number. Statistical analyses are based on these values. In 

this study the respondents were asked to arrange the twenty-

eight items in five groups ranging from "least important" to 

"most important." 

To establish the components of the Q-sort, several avenues 

were followed. First, several classes of seventh- and eighth-

grade students were asked to volunteer to list what they be-

lieved to be the important qualities a good teacher should 

have. The opinions were to be presented in any way they 

chose. Some made lists, some wrote paragraphs, and others 

declined to participate. The lists ranged from many qualities 

to only one. Since some sixty students responded, the cumula-

tive list was quite lengthy. After duplications were elimin-

ated, students were interviewed two or three at a time (on a 

voluntary basis). They were asked to explain what a particular 

quality meant as well as what a teacher would need to do to 

demonstrate that he or she possessed that quality. 

Next, a number of seventh- and eighth-grade teachers were 

asked to compose a list of the most important qualities of a 



46 

good teacher. Thirty teachers responded. In conference, each 

teacher explained the indicators for the characteristics he 

or she had listed. 

Many of the same items appeared on both the teachers' and 

the students' lists. After the duplications were eliminated, 

there remained a total of twenty characteristics, each with 

its own indicators. 

Finally, the suburban school district's formal written 

criteria of an effective teacher was scrutinized. It was 

found that some of the desirable characteristics named by the 

students and teachers were also on this suburban school 

district's evaluation form. However, there were seven 

other characteristics on the evaluation form which the students 

and teachers had not listed. These items were taken verbatim 

from the evaluation form for inclusion in the Q-sort. The 

indicators for those seven items were taken from the same 

source. These indicators serve as the definitions of those 

seven items on the evaluation form. The above seven items 

were added to the list, making a total of twenty-seven items. 

The Q-sort was made up of these twenty-seven items. 

On the back of each item were listed several possible responses 

or behaviors of the teacher that would indicate the teacher 

possessed that particular quality. These possible responses 

or behaviors are termed "indicators." 

In order to validate this Q-sort, a panel of three pro-

fessors in the field of teacher education was asked to examine 
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the items of the Q-sort to determine the validity of the items 

and the conciseness of the indicators. They were asked to 

submit any important characteristics that had been overlooked. 

One professor felt the Q-sort was adequate with the twenty-

seven items. Two of the professors felt that another item, 

organization, should be added. They supplied the indicators 

for this item. With the addition of organization, there were a 

total of twenty-eight items. Eight of the items have five 

indicators, seventeen of the items have four indicators, two of 

the items have three indicators, and one item has only two 

indicators. {See Appendix A.) 

The respondents were asked to rate these twenty-eight items 

by placing the 3 qualities that were considered to be the most 

important qualities for a good teacher in pocket number 5, the 

six qualities considered next in importance in pocket number 4, 

the ten qualities of next importance in pocket number e, of 

the remaining nine items select the six in importance and place 

in pcoekt number 2, and place the last 3 items in pocket number 

1. (See Appendix B.) 

Procedure for Collection of Data 

Each of the four graduating classes and the four groups 

of dropouts was given a different colored Q-sort which served 

as a means of identifying that particular group. The Q-sort 

forms given to all other groups were white. All the Q-sorts 

were accompanied by a cover letter on the North Texas State 

University letterhead explaining what was being done and 
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requesting that individuals help. All Q-sorts mailed were given 

an identifying number so that the researcher could keep track 

of non-residents. A total of 393 Q-sorts were mailed initially. 

Enclosed with each was a stamped, self-addressed envelope for 

returning the Q-sort. 

Two weeks after the initial mail-outs, a followup post card 

was mailed to those who had not returned the Q-sort. Four weeks 

after the initial mail-out, a telephone contact was made with 

the non-respondents who could be contacted. These calls were 

continued until the required percentage of return had been reached. 

Procedure for the Analysis of Data 

After the acceptable percentage of responses had been re-

ceived, the responses from each group were tabulated. The data 

were punched on cards and analyzed, using the computer facil-

ities at North Texas State University. There were 337 respon-

dents, and the 2 8 items of the Q-sort were the variables. 

Using the data from each group, the mean, the standard 

deviation, and the rank of each variable were calculated for 

that group. Then the t-test was used to compare the various 

groups. The responses from the classes of high school 

graduates were compared to each other; then the responses of 

each class of high school graduates were compared to those of 

each class of dropouts; the responses of each class of dropouts 

was compared to those of the teachers. The teachers, besides 

being compared to the high school graduates and dropouts, were 

also compared to the administrators and to the professors. The 
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administrators were compared to the professors. A difference 

at the .05 level was considered to be statistically signifi-

cant. 
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CHAPTER IV 

PRESENTATION AND ANALYSIS OF FINDINGS 

In the collection of data, 893 Q-sorts were mailed. A 

total of 600 were mailed to the various groups of graduates. 

From this group, 30 per cent was considered an acceptable 

response. Three hundred Q-sorts were mailed to the 1980 

graduates; the return was 102. For the 175 graduates, 150 

were mailed with a return of 51. Seventy-five were mailed to 

the 1970 graduates with a return of 27. Seventy-five were 

also mailed to the 1965 graduates with a return of 25. With 

the dropouts, 50 Q-sorts were sent to each of the four groups 

which made a total of 200. From the 1980 group there was 15 

responses. From the 1975 group there were 19 responses. 

From the 1970 group there were 20 responses, but from the 

1965 group there were only 6 responses. Although the 30 

per cent acceptable response was not met in the 1965 group, 

it was met in the group as a whole. 

For the teachers' group and the remaining group of 

principals, administrators, and educators of teachers 70 per 

cent was considered an acceptable response. Sixty-six Q-sorts 

were mailed to teachers with a response of 51. Eight 

principals were asked to participate with a response of seven. 

51 
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Four administrators were asked to participate, and three 

responded. Fifteen teacher educators were mailed Q-sorts; 

eleven of these responded. (See Table I for a summary of 

all - responses.) 

The mean in each item for the entire response group was 

calculated, and the items were ranked according to the means 

for the items. Below are the items in rank order followed 

by the indicators for each item (also see Appendix A). 

1. Likes to Teach—the teacher is happy to be teaching, 

presents materials in an enthusiastic manner, is interested 

in the subject he or she teaches, and shows he or she enjoys 

the class and the work. 

2. Knowledge of Subject Matter--the teacher demon-

strates a high degree of knowledge, understanding and skill 

in subject area taught, engages in professional study, college 

courses, workshops, and has awareness of problems in our 

changing society. 

3. Caring—the teacher is concerned about students' 

progress, cares about what happens to students, makes stu-

dents feel good about themselves, and gives extra help when 

needed. 

4. Intelligent—the teacher gives students the feeling 

that the teacher knows his subject, can add things to the 

subject that are not in the textbook, makes the subject 
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TABLE I 

SUMMARY OF POPULATION AND RETURNS 

Group Population Return 
Percentage 
of Return 

19 80 Graduates 300 102 34.0% 

1975 Graduates 150 51 34.0 

1970 Graduates 75 27 36.0 

1965 Graduates 75 25 33.0 

Total Graduates 600 205 34.2 

1980 Dropouts 50 15 30.0 

1975 Dropouts 50 19 38.0 

19 70 Dropouts 50 20 40.0 

1965 Dropouts 50 6 12.0 

Total Dropouts 200 60 30.0 

Teachers 66 51 77. 3 

Principals 8 7 87.5 

Administrators 4 3 75.0 

Educators 15 11 73.0 

Total 893 337 37.7% 

interesting, is creative, and does unusual things to make 

the subject easier to understand. 

5. Teacher-Pupil Relationships—the indicators are that 

the teacher is consistently fair and impartial, praises and 
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criticizes based on fact, maintains confidence of children, 

shows respect for pupil opinions and suggestions, and handles 

problems without emotional extremes. 

6. Good Classroom Management—the teacher is self-

confident in management of pupils, administers classroom 

routine effectively, maintains good order without compulsion, 

and maintains control such that as a result pupils show 

respect. 

7. Patience—the teacher takes time to explain things 

thoroughly, listens when students talk, is willing to repeat 

as often as needed, and maintains self-control. 

8. Likes Children—the teacher gets along with students, 

enjoys working with students, treats children as individuals, 

and has the ability to relate to students. 

9. Positive Approach—the teacher expects students to 

learn, uses encouraging manner and praise, has ability to give 

in when needed, has the ability to respond positively, and 

gives as much positive inspiration as possible. 

10. Techniques of Learning—the teacher provides for 

purposeful use of each pupil's time, guides pupils into 

efficient study habits, adapts material and methods to the 

situation, encourages a high quality performance, and is aware 

of and uses other techniques to further pupils' learning. 

11. Good Discipline—the teacher handles own routine 

discipline problems, is firm and consistent, but friendly, 
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makes few reprimands, and needs to take disciplinary action 

infrequently. 

12. Preparation and Planning—the teacher has long-term 

plans and daily plans available, plans ahead for necessary 

material, has adequate lesson plans for substitute, and adapts 

plans to circumstances. 

13. Organization—the teacher's objectives are clear, 

even if not explicitly stated, provides overview and intro-

duction, uses time well, provides closure, and uses notes 

as necessary. 

14. Good Self-Concept—the teacher is secure in what 

he or she is doing and enjoys it, is not afraid to make 

necessary decisions, has ability to recognize he or she is not 

perfect, and is not afraid to say "I do not know." 

15. Good Sense of Humor—the teacher has the ability 

to see humor in a situation, has the ability to laugh at 

himself, has a positive attitude and approach to daily 

routine, laughs with students, and is not afraid to smile. 

16. Understanding—the teacher understands the pecu-

liarities of the age group, reads body language and facial 

expressions, sees student's point of view, and is reasonable 

in expectations. 

17. Flexible—the teacher is flexible but organized, 

has ability to see two sides to a question, has ability to 
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adjust to change of daily routine, is willing to change, 

and flows with change without complaining. 

18. Concern for Pupil Adjustment—the teacher solicits 

assistance from all sources which will aid adjustment, pro-

vides for the development of responsibility, accepts and 

observes individual differences, and conducts a tension-

free classroom. 

19. Considerate—the teacher respects a student's 

privacy, has genuine understanding of others feelings and a 

deep desire not to hurt people, is attuned to emotional 

needs of students, and does not do things in class that 

students are not allowed to do. 

20. Friendly—the teacher is friendly with all students 

and co-workers, takes time to talk with students outside the 

classroom situation, sets a standard of social behavior, and 

is pleasant to be around. 

21. Responsible—the teacher does not steal class 

time from students to do other tings, shows responsibility 

for covering required work, and sets pattern for pupil by 

responsible attitude. 

22. Pupil evaluation—the teacher objectively eval-

uates pupils' academic and social progress, maintains 

necessary records and uses them in a professional manner, 

assists pupils in appraising their own work, and interprets 

and uses all test results in a professional manner. 
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23. Has No Favorites—the teacher treats all students 

the same, is careful of special privileges, has a sense of 

fairness, is honest with self and others, and admits when 

he or she has made a mistake. 

24. Health and Appearance—the teacher is appropriately 

dressed and groomed, maintains poise and stability, and 

demonstrates vigor and vitality in the performance of duties. 

25. Professional Person—the teacher works and cooper-

ates with entire staff, supports established administrative 

policies and directives, performs all required routines and 

responsibilities on time, and uses professional discretion 

in absences from work. 

26. Good Parent Relations—the teacher makes parents 

know he or she considers them as partners, is available 

to parents, makes parents aware of his or her concerns, and 

treats parents as equals. 

27. Extracurricular Involvement—the teacher shows 

interest in student activities, is willing to be a sponsor, 

shows the students that extracurricular, activities are an 

important part of school, shows up for extracurricular 

functions, and participates in such functions, if possible. 

28. Good Public Relations—the teacher is aware that 

public relations are a part of his or her responsibility 

and aids in establishing and maintaining good public rela-

tions between school and community. 
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Table II lists the items in rank order in terms of the 

mean of all respondents. 

While the information contained in Table II is of general 

interest, these findings represent a combination of the per-

ceptions of the several groups included in the study. The 

major question which this study addresses is that of 

determining and comparing the differences of perceptions of 

the five group types sampled in the study. Therefore, the 

data which follow was used to analyze and compare perceptions 

as follows: (1) perceptions of the four groups of graduates, 

(2) perceptions of three groups of dropouts, (3) comparison 

of perceptions of graduates and dropouts, (4) comparison of 

perceptions of graduates and dropouts with those of teachers, 

(5) comparison of perceptions of teachers and administrators, 

(6) comparison of perception of teachers and educators, and 

(7) comparison of perceptions of administrators and educators. 

Perceptions of the Four Groups of Graduates 

The item means and the standard deviation for each group 

of high school graduates were calculated. The items were 

placed in rank order according to the mean and the tables 

were constructed for each group (Tables III, IV, V, and VI). 

The top quartile of each indicates the items considered 

most important for the effective teacher as perceived by that 
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TABLE II 

ITEMS FOR THE TOTAL SAMPLE RANKED 
ACCORDING TO MEAN 

Rank Characteristics Mean 

1 
2 
3 
4 
5 
6 
7 
8 
9 

10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 

Likes to Teach 
Knowledge of Subject Matter 
Caring 
Intelligent 
Teacher-Pupil Relationship 
Good Classroom Management 
Patience 
Likes Children 
Positive Approach 
Techniques of Learning 
Good Discipline 
Preparation and Planning 
Organization 
Good Self Concept 
Sense of Humor 
Understanding 
Flexible 
Concern for Pupil Adjustment 
Considerate 
Friendly 
Responsible 
Pupil Evaluation 
No Favorites 
Health and Appearance 
Professional Person 
Good Parent Relations 
Extracurricular Involvement 
Good Public Relations 

3. 89 
3 . 75 
3 . 6 8 
3 . 57 
3 . 5 5 
3 . 5 3 

42 
40 
35 
29 

3 . 2 5 
3 . 2 4 
3.10 
3 . 0 7 
3 . 0 7 
3 . 0 5 
2 . 9 5 
2 . 9 5 
2. 81 
2. 80 
2 . 7 8 
2 . 5 8 
2 . 5 3 
2 . 3 7 
2 . 2 9 
2 . 0 4 
1 . 9 3 
1 . 7 4 

group. The lowest quartile indicates the items considered 

the least important by that group. 

All of the high school graduates agreed, without statis-

tically significant difference, upon seven characteristics of 
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1980 GRADUATES: MEAN AND STANDARD 
DEVIATION OF EACH ITEM 
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Rank 

1 
2 
3 
4 
5 
6 
7 
8 
9 

10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 

Characteristics 

Likes to Teach 
Knowledge of Subject Matter 
Caring 
Intelligent 
Teacher-Pupil Relationship 
Patience 
Good Classroom Management 
Techniques of Learning 
Positive Approach 
Likes Children 
Organization 
Understanding 
Preparation and Planning 
Friendly 
Good Discipline 
Sense of Humor 
Considerate 
Concern for Pupil Adjustment 
Flexible 
Good Self-Concept 
Responsible 
No Favorites 
Pupil Evaluation 
Health and Appearance 
Professional Person 
Extra Curricular Involvement 
Good Parent Relations 
Good Public Relations 

Mean 
Standard 
Deviation 

3.89 .87 
3.88 1.14 
3.79 1.03 
3.70 1.03 
3.57 .96 
3.53 .96 
3.51 .96 
3.37 .97 
3.33 .95 
3.25 .93 
3.13 1.17 
3.12 .99 
3.05 1.10 
3.04 .88 
3.00 .90 
2.98 1.05 
2.95 .91 
2.92 1.07 
2.91 1.04 
2.84 .95 
2.79 .93 
2.71 1.26 
2.52 . 7 5 
2.28 .93 
2.25 .86 
2.13 1.09 
1.88 .87 
1.66 .83 

good teachers as follows: likes to teach, knowledge of sub-

ject matter, intelligent, teacher-pupil relationship, good 

classroom management, techniques of learning, and positive 

approach. 
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1975 GRADUATES: MEAN AND STANDARD 
DEVIATION OF EACH ITEM 
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Rank Characteristics Mean 
Standard 
Deviation 

1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 

Intelligent 
Likes to Teach 
Knowledge of Subject Matter 
Teacher-Pupil Relationship 
Caring 
Techniques of Learning 
Patience 
Likes Children 
Good Classroom Management 
Positive Approach 
Good Discipline 
Sense of Humor 
Good Self-Concept 
Organization 
Friendly 
Flexible 
Preparation and Planning 
Understanding 
Concern for Pupil Adjustment 
Considerate 
No Favorites 
Pupil Evaluation 
Responsible 
Good Parent Relations 
Extra Curricular Involvement 
Health and Appearance 
Professional Person 
Good Public Relations 

84 
80 
78 
65 
63 
45 
41 
35 
31 
29 
27 

3.24 
3.12 
3.08 
2.96 
2.94 
2.94 
2.94 
2.92 

82 
69 
,59 
,55 
,22 
.16 
.14 
. 0 2 
. 8 2 

01 
96 
06 
09 
82 
10 
92 
05 
99 
99 
85 
03 
03 
,00 
.89 
.73 
.90 

1.07 
1.00 
.79 

1.36 
1.06 
1.05 

05 
.17 
,83 
.88 
,05 

The top three of the above items, "likes to teach," 

"knowledge of subject matter," and "intelligent" were in the 

top quartile for all four groups of graduates. The last four 

items above were not all in the top quartile for all groups. 

Some groups placed them in the top quartile and the other 
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1970 GRADUATES: MEAN AND STANDARD 
DEVIATION OF EACH ITEM 
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Rank Characteristics Mean 
Standard 
Deviation 

1 
2 
3 
4 
5 
6 
7 
8 
9 

10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 

Likes to Teach 
Good Classroom Management 
Teacher-Pupil Relationships 
Knowledge of Subject Matter 
Intelligent 
Caring 
Positive Approach 
Patience 
Likes Children 
Concern for Pupil Adjustment 
Good Discipline 
Preparation and Planning 
Techniques of Learning 
Sense of Humor 
Understanding 
Good Self-Concept 
Organization 
Pupil Evaluation 
Flexible 
Friendly 
Considerate 
Responsible 
Health and Appearance 
Professional Person 
No Favorites 
Good Parent Relations 
Extra Curricular Involvement 
Good Public Relations 

4 .19 
4.00 
3.70 
3.63 
52 
48 
44 
41 
37 
30 
26 
22 
22 
19 
11 
.00 

,89 
.89 

2.89 
2.81 
2.78 
2.70 
2.56 
33 
00 
.85 
.78 

1.56 

.96 

.73 

.99 
1.21 
1.05 
1.01 
.75 
.84 

1.04 
1.10 
.90 

1.19 
1.01 
1.00 

.80 
1.11 
1.12 
.97 
.85 
.74 
.89 
.87 

1.09 
.96 
.88 
. 86 
.93 
.70 

groups placed them just below. However, there were no statis 

tically significant differences in the ranking of importance 

of these items. 

Significant differences in perceptions were discovered 

between the 1980, 1975, 1970 graduates and the 1965 group in 
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1965 GRADUATES: MEAN AND STANDARD 
DEVIATION OF EACH ITEM 
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Rank Characteristics Mean 
Standard 
Deviation 

1 
2 
3 
4 
5 
6 
7 
8 
9 

10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 

Good Discipline 
Good Classroom Management 
Knowledge of Subject Matter 
Intelligent 
Likes to Teach 
Techniques of Learning 
Preparation and Planning 
Teacher-Pupil Relationship 
Organization 
Caring 
Concern for Pupil Adjustment 
Positive Approach 
Likes Children 
Flexible 
Patience 
Pupil Evaluation 
Good Self-Concept 
Understanding 
Responsible 
Considerate 
No Favorites 
Health and Appearance 
Good Parent Relations 
Sense of Humor 
Professional Person 
Friendly 
Extra Curricular Involvement 
Good Public Relations 

4 .08 
3.96 
3.92 
3.84 
3.76 
3.72 
3.64 
3.44 
3.28 

20 
20 
12 
08 
04 
04 
96 
92 
92 
88 

2.48 
2.44 

44 
40 
36 
32 
20 

1.76 
1.60 

.81 

.93 

.04 

.99 

.93 

. 0 2 

.04 

.08 

.21 

.04 

.00 

.97 

.08 

.79 

.84 

.89 

.19 

.81 

.73 

.00 

. 87 

.87 

.96 

.76 

.99 

.71 
..01 

. 8 2 

that the 1965 graduates perceived "good discipline" to be an 

important characteristic while the other groups had not rated 

this item as important. Conversely the 1965 group did not 

perceive "caring" and "patience" as important while the other 

three groups did view these as important. 
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The most recent graduates, 1980 and 1975, viewed "prepa 

ration and planning" as a significantly less important char-

acteristic than did the 1970 and 1965 groups. All groups of 

graduates agreed in their perceptions of the least important 

characteristics of good teaching on seven items for which 

there were no statistically significant differences as follows. 

good public relations, good parent relations, extra curricular 

involvement, professional person, health and appearance, no 

favorites, and responsible. 

The top five items listed above were in the lower quartile 

for all four groups. The last two were not listed in the lower 

quartile by all four groups, but they were ranked low enough 

in all four groups that there was no statistically significant 

difference. 

There was significant difference on two items. The 19 80 

and 1975 graduates perceived the item "pupil evaluation" as 

being unimportant while the 1970 and 1965 groups viewed it as 

somewhat in the middle range of importance. The 1965 grad 

uates viewed "sense of humor" as unimportant while the other 

three groups viewed it as in the high middle range of impor 

tance. 

Perceptions of the Dropouts 

Tables VII through IX represent the perceptions of three 

groups of dropouts. The mean and standard deviation for each 

group were calculated and items were placed in rank order 
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1980 DROPOUTS: MEAN AND STANDARD 
DEVIATION OF EACH ITEM 
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Rank Characteristics Mean 
Standard 
Deviation 

1 
2 
3 
4 
5 
6 
7 
8 
9 

10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 

Patience 
Likes to Teach 
Sense of Humor 
Caring 
Intelligent 
Teacher-Pupil Relationship 
Knowledge of Subject Matter 
No Favorites 
Preparation and Planning 
Likes Children 
Techniques of Learning 
Responsible 
Concern for Pupil Adjustment 
Good Classroom Management 
Pupil Evaluation 
Good Self Concept 
Positive Approach 
Organization 
Flexible 
Understanding 
Friendly 
Good Discipline 
Health and Appearance 
Considerate 
Professional Person 
Good Public Relations 
Good Parent Relations 
Extra Curricular Involvement 

3.73 1.03 
3.67 .82 
3.67 1.05 
3.60 1.21 
3.53 .99 
3.53 .99 
3.53 .99 
3.47 1.19 
3.47 .92 
3.47 .92 
3.33 1.40 
3.27 .59 
3.07 1.16 
3.07 .80 
3.07 1.34 
3.00 .76 
3.00 1.07 
2.93 .96 
2.93 .46 
2.93 .59 
2.80 1.27 
2.80 .86 
2.53 .83 
2.40 1.06 
2.00 1.13 
1.80 .68 
1.73 .96 
1.67 .49 

according to the mean of each item. The top quartile of each 

group indicates the items considered to be the most important 

characteristics of the effective teacher as perceived by that 

group. The lowest quartile indicates the items considered to 

be the least important for each group. Four different groups 



TABLE VIII 

1975 DROPOUTS: MEAN AND STANDARD 
DEVIATION OF EACH ITEM 
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Rank Characteristics Mean 
Standard 
Deviation 

1 
2 
3 
4 
5 
6 
7 
8 
9 

10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 

Caring 
Patience 
Likes to Teach 
Positive Approach 
Teacher-Pupil Relationship 
Intelligent 
Knowledge of Subject Matter 
Organization 
Likes Children 
Good Self Concept 
Responsible 
Sense of Humor 
Good Classroom Management 
Techniques of Learning 
Flexible 
Understanding 
Preparation and Planning 
Friendly 
Considerate 
Concern for Pupil Adjustment 
Pupil Evaluation 
No Favorites 
Good Discipline 
Good Parent Relations 
Health and Appearance 
Professional Person 
Extra Curricular Involvement 
Good Public Relations 

3.95 1.03 
3.84 .96 
3.74 .93 
3.68 .89 
3.68 1.06 
3.68 1.11 
3.53 1.02 
3.47 .96 
3.47 .96 
3.47 1.07 
3.26 .81 
3.21 1.18 
3.21 1.18 
3.16 1.12 
3.11 . 66 
3 .00 .82 
2.95 1.13 
2.84 .90 
2.79 .92 
2.74 .99 
2.68 .75 
2.63 1.12 
2.42 1.02 
2.26 .73 
2.21 .86 
1.89 .88 
1.68 .75 
1.58 .77 

of dropouts were included in the study. However, the drop-

outs of 1965 were represented by only six responses. This 

low response was not considered to be an adequate sample for 

purposes of statistical comparison. Therefore this group 

was eliminated from the study. 



TABLE IX 

1970 DROPOUTS: MEAN AND STANDARD 
DEVIATION OF EACH ITEM 
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Rank 

1 
2 
3 
4 
5 
6 
7 
8 
9 

10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 

Characteristics 

Caring 
Likes to Teach 
Teacher-Pupil Relationship 
Patience 
Intelligent 
Knowledge of Subject Matter 
Likes Children 
Understanding 
Positive Approach 
Techniques of Learning 
No Favorites 
Considerate 
Sense of Humor 
Preparation and Planning 
Good Discipline 
Concern for Pupil Adjustment 
Friendly 
Organization 
Good Class Management 
Responsible 
Good Self Concept 
Health and Appearance 
Flexible 
Pupil Evaluation 
Professional Person 
Good Public Relations 
Extra Curricular Involvement 
Good Parent Relations 

Mean 

4.10 
90 
90 
60 
55 
50 
45 

3.40 
30 
25 
20 3. 

3. 
3. 
3. 
3. 
2. 
2 . 
2 . 
2 . 
2 . 

2 
2 
2 
2 
2 
2 
1 
1 

15 
05 
05 
00 
95 
90 
90 
85 

, 8 0 
. 8 0 
.75 
. 6 0 
.40 
.10 
.10 
.90 
.50 

Standard 
Deviation 

.72 

.92 

.85 

.94 

.89 
1.24 
1.23 

.82 

.98 
1.02 
1.40 
.67 
.83 

1.00 
1.26 
.76 
.85 

1.17 
1.04 
.77 
.83 

1.25 
1.05 
1.05 
.85 
.97 

1.02 
.83 

In comparing the top quartile of the three groups of 

dropouts, it was found that all three groups agreed upon 

six items. They are likes to teach, knowledge of subject 

matter, intelligent, caring, teacher-pupil relationship, 

and patience. While there were minor differences in the 
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order of ranking of these six items among the three groups, 

the mean values were not significantly different. 

Each of the three groups did include one item in its 

top seven items which was unique to that group. The 19 80 

dropout group included "sense of humor," in its seven most 

important characteristics of a good teacher. The 1975 group 

included "positive approach" in its top quartile, while the 

1970 group included "likes children" in its top seven. 

The three groups were compared on items for the statis-

tical significance of the difference in their mean score for 

the item "sense of humor" and no significant difference was 

indicated. The difference of the ranking of the character-

istic "positive approach" was not significantly different for 

the 1975 and 1970 drop tit groups, but was found to be sta-

tistically different at the .05 level when the means for 

the 1975 and 19 70 groups were compared with the mean on this 

item for the 1980 group. The 19 70 group ranked "likes chil-

dren" as number seven in importance. The 1980 group ranked 

this item as number ten, and the 1975 group ranked it as 

number eleven. These rankings were not significantly dif-

ferent. 

The lower quartile of the three groups of dropouts were 

compared. Six items were the same for groups from 19 80 and 

1975. The 1970 group included five of the same items. The 

five items upon which the three groups agreed as being least 
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important characteristics of a good teacher were extra-

curricular involvement, good parent relations, good public 

relations, health and appearance, and professional person. 

The 19 80 and 1975 dropout groups both placed "good 

discipline" in the lower quartile of important character-

istics, but the 1970 group considered this to be fifteenth 

in importance. However, the differences were not found to 

be statistically significant. 

Other items ranked as least important by the three 

groups included "considerate" with a twenty-fourth rank by 

the 1980 group, "no favorites" ranked twenty-second by the 

1975 group, "flexible" ranked twenty-third and "pupil eval-

uation" ranked twenty-fourth by the 1970 group. 

The three groups were compared on items for the statis-

tically significant difference in their mean score for the 

item "considerate." While there was no significant differ-

ence between the 1980 and the 1975 means and none between 

the 19 75 and the 1970 means, there was a statistically 

significant difference between the 1980 and the 1970 means. 

The difference for the ranking of "no favorites" was not 

significantly different for the 1980 and the 1970 dropout 

groups, nor for the 1975 and 1970 groups, but there was a 

difference at the .05 level between the 1980 and 19 75 groups. 

When the mean scores for the item "flexible" were compared 

among the three groups of dropouts, no statistically 



70 

significant difference was found. When the three groups 

were compared on the item "pupil evaluation," no significant 

difference was found. 

Comparison of Perceptions of 
Graduates and Dropouts 

The graduates and dropouts concurred without significant 

difference in their perceptions of the positive elements of 

good teaching on six characteristics as follows: likes to 

teach, knowledge of subject matter, intelligent, teacher-

pupil relationship, likes children, and techniques of learn-

ing. 

With the exception of the 1965 graduates, two other 

characteristics received concurrence from all groups of 

students as important elements of good teaching. These two 

were "caring" and "patience." The dropouts of 1975 and 1970 

ranked "caring" as number one. The other group rankings 

ranged from three to four. The dropouts ranked "patience" 

as one, two, and four. The three groups of graduates ranked 

it as six, seven, and eight. 

The major difference between graduates and dropouts was 

found in the elements of "good classroom management" and 

"sense of humor." All of the graduate groups perceived "good 

classroom management" to be significantly more important than 

did the dropouts. Conversely, all of the dropouts perceived 

"sense of humor" to be significantly more important than did 

the graduate groups. 
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A major difference was identified between the 1965 

group of graduates and all other student groups. The 1965 

graduates perceived "good discipline" to be a highly impor-

tant element of good teaching while none of the other groups 

shared this perception. 

In terms of the elements of teaching which were least 

important to good teaching, there was agreement, without 

significant differences, among all seven student groups on 

the following elements: extracurricular involvement, good 

parent relationships, good public relations, health and 

appearance, professional person, pupil evaluation, and no 

favorites. 

The graduate groups disgreed with the perceptions of 

the dropout groups in that the graduates perceived "good 

discipline" to be of significantly more importance (but not 

of high importance) than did the dropout groups. Conversely, 

the dropouts viewed "responsible person" to be of signifi-

cantly higher importance than did the graduates. 

The graduates of 1965 differed significantly with all 

other student groups. This group perceived "sense of 

humor" to be of less importance than did all other groups. 

One difference is difficult to understand. The 1980 

and 1975 dropouts ranked "consideration" significantly lower 

than did all other student groups. This seems to contradict 

their related perceptions regarding "patience" and "caring." 
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Perceptions of the Teachers 

The teachers ranked the following items in the top 

quartile in the order given (see Table X): likes to teach, 

good classroom management, good discipline, preparation and 

planning, knowledge of subject matter, likes children, and 

caring. 

The items listed as least important by the teachers 

are as follows (see Table X): concern for pupil adjustment, 

health and appearance, pupil evaluation, no favorites, good 

parent relations, extra curricular involvement, and good 

public relations. 

Comparison of Teachers' Perceptions with 
Those of Graduates and Dropouts 

In terms of the most important elements of good teach-

ing there was concurrence without significant differences 

among teachers and all of the student groups on the follow-

ing elements: likes to teach, knowledge of subject matter, 

and likes children. 

"Caring" and "patience" were also elements of high 

importance to good teaching in the perceptions of teachers 

and all student groups. However, there was a significant 

difference in perception on the part of one group. The 

1970 dropouts perceived these two elements to be signifi-

cantly more important than did the teachers and the other 

six student groups. The characteristic "positive approach 

was perceived to be an important quality of good teaching 



TABLE X 

TEACHERS: MEAN AND STANDARD 
DEVIATION OF EACH ITEM 
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Rank Characteristics Mean 
Standard 
Deviation 

1 
2 
3 
4 
5 
6 
7 
8 
9 

10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 

Likes to Teach 
Good Classroom Management 
Good Discipline 
Preparation and Planning 
Knowledge of Subject Matter 
Likes Children 
Caring 
Positive Approach 
Good Self-Concept 
Teacher-Pupil Relationship 
Patience 
Flexible 
Intelligent 
Organization 
Sense of Humor 
Understanding 
Responsible 
Techniques of Learning 
Professional Person 
Considerate 
Friendly 
Concern for Pupil Adjustment 
Health and Appearance 
Pupil Evaluation 
No favorites 
Good Parent Relations 
Extra Curricular Involvement 
Good Public Relations 

06 
94 
78 
75 
67 
63 
57 
49 
37 
24 
22 
10 
10 

3 . 1 0 
3 . 0 8 
2 . 8 4 
2 . 7 8 
2 . 7 8 
2 . 7 5 
2 . 6 7 

61 
61 
,61 
,59 
.16 
.92 
. 8 6 
. 8 2 

1 . 0 7 
. 95 
. 9 2 

1 . 0 9 
.07 
.09 
.96 
.88 
..02 
..01 
.81 
. 86 
.98 
L.01 
L. 02 
.81 
.88 

L. 08 
.98 
.84 
. 85 
.87 

1.02 
. 96 

1 . 0 3 
.84 

1.06 
. 99 

by teachers and student groups alike with the exception of 

one group. The 1980 group of dropouts perceived this 

characteristic to be of significantly less importance than 

did the others. 
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Significant disagreement between teachers and students 

was discovered on one characteristic. Teachers perceived 

"teacher-pupil relationship" to be significantly less 

important to good teaching than did the graduates and drop-

outs with the exception of the 1965 group of graduates. Con-

versely, the opposite holds true for the element of "good 

discipline." Again, it was the 1965 graduates who agreed 

with the teachers. 

All of the graduate and dropout groups, except the 1970 

graduates and the 1980 and 1970 dropouts, perceived "intel-

ligence" as significantly more important than did the 

teachers. Conversely, the teachers perceived "preparation 

and planning" to be significantly more important than did 

the graduates and dropouts except for the 1965 graduates 

and the 1980 dropouts. 

The perceptions of dropouts differed significantly from 

those of the teachers on the characteristic of "good class-

room management." Dropouts perceived this quality to be of 

significantly less importance than did the teachers. The 

graduate groups agreed with the teachers in terms of its 

importance. 

The teachers' and dropouts' perceptions with respect to 

the importance of "techniques of learning" were similar, but, 

with the exception of the 19 70 graduates, the graduates per-

ceived the characteristic to be of significantly greater 

importance to good teaching. 



75 

In terms of the least important element of good teach-

ing, there was agreement without statistically significant 

difference among teachers and all groups of students on the 

following items: good public relations, extracurricular 

involvement, good parent relationship, no favorites, pupil 

evaluation, health and appearance, and professional person. 

The 1970 dropouts ranked "flexible" in the lower quartile; 

however, the teachers and the graduates and other dropouts 

considered it of significantly greater importance. The 

teachers, graduates and dropouts in general considered "concern 

for pupil adjustment" as somewhat unimportant, but the 1970 

and 1965 graduates disagreed at a statistically significant 

level. "Responsible" was considered of lesser importance by 

the teachers, the graduates, and the 1970 dropouts. However, 

the 1980 and 1975 dropouts gave it significantly greater 

importance. 

Perceptions of the Administrators 

The administrators placed the following elements in the 

top quartile (see Table XI): likes children, good classroom 

management, likes to teach, caring, positive approach, good 

self-concept, and knowledge of subject matter. They ranked 

the following in the lower quartile: responsible, good parent 

relations, health and appearance, professional person, good 

public relations, extracurricular involvement, and no favorites, 



TABLE XI 

ADMINISTRATORS: MEAN AND STANDARD 
DEVIATION OF EACH ITEM 

76 

Rank Characteristics Mean 
Standard 
Deviation 

1 
2 
3 
4 
5 
6 
7 
8 
9 

10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 

Likes Children 
Good Classroom Management 
Likes to Teach 
Caring 
Positive Approach 
Good Self-Concept 
Knowledge of Subject Matter 
Preparation and Planning 
Sense of Humor 
Understanding 
Teacher-Pupil Relationship 
Good Discipline 
Techniques of Learning 
Considerate 
Patience 
Organization 
Pupil Evaluation 
Flexible 
Friendly 
Intelligent 
Concern for Pupil Adjustment 
Responsible 
Good Parent Relations 
Health and Appearance 
Professional Person 
Good Public Relations 
Extra Curricular Involvement 
No Favorites 

4 . 7 0 
3 . 8 0 
3 . 7 0 
3 . 7 0 
3 . 6 0 

60 
50 
40 
40 
30 
30 

3 . 2 0 
3 . 2 0 
3.10 
3.10 
2 . 9 0 
2.80 
2.80 

80 
70 
60 

, 6 0 
,50 
,40 
,30 
.20 
. 6 0 

1 . 30 

.67 

. 92 

. 9 5 
1.06 

. 70 

.84 
1 . 3 5 
1 . 1 7 
1 . 4 3 

.67 

.82 

. 9 2 
1 . 0 3 

.74 

. 99 

.99 

. 92 
14 

,14 
, 0 6 
,52 
.97 
.85 
.84 
.82 
.79 
.07 
.48 

Comparison of Teachers1 and Administrators 

Perceptions 

Teachers' and administrators' perceptions of the ele-

ments of good teaching were without significant difference 

on the following elements: good classroom management, likes 
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to teach, caring, knowledge of subject matter, positive 

approach, good self-concept, preparation and planning, and 

good discipline. 

In terms of the important elements of good teaching there 

was only one area in which teachers and administrators held 

significantly different perceptions. This was the element 

of 'Mikes children" which administrators perceived as 

significantly more important to good teaching than did teachers 

even though both groups rated this element among their top 

six elements. 

There was agreement between teachers and administrators 

without significant difference on the following elements as 

those least important to good teaching: good public rela-

tions, extracurricular involvement, good parent relationships, 

health and appearance, concern for pupil adjustment, pupil 

evaluation, responsible, and professional person. 

In terms of least important elements there was signifi-

cant disagreement between administrators and teachers on one 

element. Teachers perceived "no favorites" to be signifi-

cantly more important (but not highly important) than did 

administrators. 

Perceptions of the Educators 

The educators placed the following elements in the top 

quartile (see Table XII): intelligent, good self-concept, 

good classroom management, preparation and planning, likes 



TABLE XII 

EDUCATORS: MEAN AND STANDARD 
DEVIATION OF EACH ITEM 
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Rank Characteristics Mean 
Standard 
Deviation 

1 
2 
3 
4 
5 
6 
7 
8 
9 

10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 

Intelligent 
Good Self-Concept 
Good Classroom Management 
Preparation and Planning 
Likes to Teach 
Flexible 
Knowledge of Subject Matter 
Teacher-Pupil Relationship 
Techniques of Learning 
Organization 
Positive Approach 
Likes Children 
Caring 
Sense of Humor 
Good Discipline 
Concern for Pupil Adjustment 
Understanding 
Patience 
pupil Evaluation 
Responsible 
Professional Person 
Considerate 
Health and Appearance 
Friendly 
Good Public Relations 
Good Parent Relations 
No Favorites 
Extra Curricular Involvement 

4 . 0 9 
4 . 0 9 
4 . 0 0 
3 . 9 1 
3 . 7 3 
3 . 7 3 
3 . 7 3 

64 
64 
36 
36 
18 
18 
09 
00 
00 
91 
82 

, 8 2 

.73 

.73 

.36 
2 . 0 9 
2 . 0 9 
1 . 9 1 
1.82 
1 . 6 4 
1 . 4 5 

.70 

.94 

.77 

. 8 3 

. 90 
1.01 
1 . 2 7 

.67 
1.12 
.81 

1 . 0 3 
.75 
. 75 

1 . 0 4 
.77 
.77 
.94 
.98 

1.08 
. 6 5 

1.10 
.80 
. 54 
. 8 3 

1 . 0 4 
.87 
.67 
.68 

to teach, flexible, and knowledge of subject matter. They 

ranked the following in the lower quartile: considerate, 

health and appearance, friendly, good public relations, 

good parent relations, no favorites, extra curricular 

involvement. 
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Comparison of Graduates' and Dropouts' Perceptions 
With Educators' Perceptions 

Graduates, dropouts and educators concurred without sig-

nificant difference on the following characteristic as being 

important to good teaching: intelligence, likes to teach, 

teacher-pupil relationship, likes children, and techniques 

of learning. 

In terms of the most important element of good teaching, 

there were five areas in which the graduates, dropouts and 

educators did not agree. The educators perceived "preparation 

and planning," "good self-concept" and "flexible" as very 

important. "Good self-concept" and "flexible" were perceived 

as unimportant by the graduates and dropouts. "Preparation 

and planning" was only moderately important with the 

graduates (except the 1965 group) and the dropouts. The 

1965 graduates agreed with the educators on that element of 

good teaching. The graduates (except the 1965 group) and 

dropouts perceived "caring" and "patience" to be highly 

important. The educators and the 1965 graduates perceived 

these elements to be only moderately important. There was 

agreement between the graduates and the educators about the 

element "good classroom management." There was a significant 

difference between their perceptions and the perceptions of 

the dropouts. 

In terms of the least important characteristics of good 

teaching, there was agreement without statistically significant 
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difference among educators, graduates and dropouts on the 

following elements: extracurricular involvement, good parent 

relationships, good public relations, health and appearance, 

pupil evaluation, and professional person. 

Comparison of Teachers' and 
Educators 1 Perceptions 

Teachers and educators concurred without significant 

difference on the following characteristics as being impor-

tant to good teaching: likes to teach, good classroom 

management, preparation and planning, knowledge of subject 

matter, likes children, and caring. 

Regarding the most important characteristics of good 

teaching, there were four areas in which the teachers and 

educators disagreed significantly. The educators perceived 

"intelligent" as extremely important. The teachers perceived 

it as only moderately important. The same was true of "good 

self-concept." The educators perceived "flexible" as being 

significantly more important than did the teachers. Conversely, 

the teachers perceived "good discipline" to be very important 

and of significantly greater importance than did the educators. 

The educators perceived "techniques of learning" to be 

of significantly greater importance (but not highly impor-

tant) than did the teachers. 

In terms of the least important characteristics of good 

teaching there was agreement without statistically significant 

difference among teachers and educators on the following 
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elements: extracurricular involvement, good parent relation-

ships, good public relations, no favorites, health and 

appearance, pupil evaluation, concern for pupil adjustment, 

friendly, and considerate. 

Comparison of Administrators' and 
Educators' Perceptions 

Administrators' and educators' perception of the charac-

teristics of good teaching were without significant difference 

on the following characteristics: good classroom management, 

likes to teach, caring, knowledge of subject matter, positive 

approach, good self-concept, preparation and planning, and 

good discipline. 

Regarding the important characteristics of good teaching 

there were two areas in which administrators and educators held 

significantly different perceptions. The administrators per-

ceived "likes children" as one .of greatest importance. The edu-

cators perceived it as being only moderately important. They 

ranked it in the second quartile. Conversely, the educators 

perceived "intelligent" to be of greatest importance but the 

administrators ranked it in the lower part of the third quartile. 

There was agreement between administrators and educators 

without significant difference on the following characteristics 

as those least important to good teaching: extracurricular 

involvement, no favorites, good public relations, good parent 

relations, health and appearance, responsible, professional 

person, and friendly. 
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Among the least important characteristics there was a 

significant disagreement between administrators and educators 

on one characteristic. The administrators perceived "con-

siderate" to be significantly more important (moderately 

important) than did the educators. 

Summary 

The most important teacher characteristics as perceived 

by the various groups are summarized in Table XIII. It was 

found that all groups (graduates, dropouts, teachers, adminis-

trators, and educators) agree that "likes to teach," "knowledge 

of subject matter," and "likes children" are important charac-

teristics of a good teacher. "Caring" was considered important 

by three-fourths of the group of graduates, by all of the drop-

outs, by the teachers and the administrators, but the 1965 

graduates and the educators did not feel it was a highly 

important element of good teaching. 

"Patience" was considered important by three-fourths of the 

graduates (again the 1965 graduates did not agree), by the drop-

outs, and by the teachers. The administrators and educators, on 

the other hand, did not feel this item was so important. "Posi-

tive approach" was considered an important characteristic by all 

except the 1980 dropouts and educators. "Intelligent" was ranked 

as an important item by the graduates, the dropouts, and the 

educators. The teachers and the administrators felt this item 

was not so important. "Preparation and planning" was con-

sidered important by teachers, administrators, and educators. 



TABLE XIII 

THE MOST IMPORTANT CHARACTERISTICS AS 
PERCEIVED BY THE VARIOUS GROUPS 
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Characteristic s 
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Likes to Teach 3. 89 3.78 4. 06 3. 70 3.73 

Knowledge of Subject Matter 3. 82 3.52 3. 67 3.50 3.73 

Likes Children 3.26 3.46 3. 63 4.70 3.18 

Caring 3.63 3.91 3. 57 3. 70 3.18 

Patience 3. 42 3.72 3. 22 3.10 2. 82 

Positive Approach 3. 30 3. 35 3. 49 3.60 3. 36 

Intelligent 3.73 3.59 3. 10 2. 70 4.09 

Preparation and Planning 3.12 3.13 3. 75 3.40 3.91 

Good Classroom Management 3.58 3.03 3. 94 3.80 4.00 

Techniques of Learning 3. 41 3. 24 2. 78 3.20 3.64 

Teacher-Pupil Relations 3. 59 3.71 3. 24 3. 30 3.64 

Good Self-Concept 2. 94 3.09 3. 37 3.60 4.09 

Good Discipline 3.23 2. 74 3. 78 3.20 3.00 

Flexible 2.93 2.87 3. .10 2. 80 3. 73 
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The 1965 graduates felt this item was important. The other 

graduates and dropouts did not place that much importance on 

this item. "Good classroom management" was considered very 

important by all groups except the dropouts. "Techniques for 

learning" was placed in top importance only by the graduates 

and the educators. On the other hand, "teacher-pupil relation-

ship" was considered important by only the graduates and the 

dropouts. "Good self-concept" was considered important by the 

teachers, administrators, and educators, but not by the grad-

uates nor dropouts. "Good discipline" was considered to be a 

top characteristic by the teachers and by the 1965 graduates. 

"Flexible" was considered important only by the educators. 

The various groups appeared to agree more closely on the 

least important characteristics of good teaching (see Table 

XIV). There was full agreement on the following six items: 

extracurricular involvement, good parent relationship, good 

public relations, health and appearance, professional person, 

and pupil evaluation. 

"No favorites" was considered to be in the lower quartile 

by all except the 1980 and 1970 dropouts. The most recent 

dropouts (1980) placed this item as number eight (almost in 

the top quartile). "Responsible" was considered as unimpor-

tant by the graduates, administrators, and educators. The 

teachers and dropouts fe.lt it to be a little more important 

than that (but not highly important). "Sense of humor" was 

placed in the lower quartile by the 1965 graduates. The 



TABLE XIV 

THE LEAST IMPORTANT CHARACTERISTICS AS 
PERCEIVED BY THE VARIOUS GROUPS 
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Extracurricular Involvement 2.05 1. 76 1. 86 1.60 1.45 

Good Parent Relationships 2.02 1. 89 1. 92 2.50 1.82 

Good Public Relations 1.68 1. 83 1.82 2.20 1.91 

Health and Appearance 2.30 2.50 2.61 2.40 2.09 

Professional Person 2.21 2.00 2.75 2.30 2.73 

Pupil Evaluation 2.64 2.68 2.59 2. 80 2. 82 

No Favorites 2.58 3.07 2.16 1.30 1.64 

Responsible 2.73 3.09 2.78 2.60 2. 73 

Sense of Humor 3.00 3.28 3.08 3.40 3.09 

Considerate 2. 84 2.82 2.67 3.10 2.36 

Concern for Pupil Adjustment 3.00 2.91 2.61 2.60 3.00 

Friendly 2. 89 2.85 2.61 2. 80 2.09 

other groups gave it greater emphasis than that. "Consider-

ate" was placed in the lower quartile by the educators and 

by the 19 80 dropouts. The other groups placed it somewhat 
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higher. "Concern for pupil adjustment" was placed in the 

lower quartile by all groups except the 1970 and 1965 grad-

uates. They placed it very close to the upper quartile. 

The last item in this group was "friendly." The teachers, 

administrators, and educators felt this to be an unimportant 

item and placed it in the lower quartile. The 1965 grad-

uates also felt it was unimportant. The dropouts and more 

recent graduates perceived "friendly" to be a more important 

element of good teaching than did the other groups. 



CHAPTER V 

SUMMARY OF THE STUDY AND FINDINGS, 

CONCLUSIONS, IMPLICATIONS 

AND RECOMMENDATIONS 

The purposes of this study were to determine the percep-

tions of high school graduates, high school dropouts, teachers, 

and school administrators with respect ot the most and least 

important qualities of good or effective teachers, to compare 

perceptions of these four groups, and to compare the percep-

tions of these groups with the perceptions of university-level 

teacher educators. 

The methodology of the study included the selection of an 

appropriate sample from each of the five groups and the 

administration of a Q-sort questionnaire device to identify 

respondents' perceptions. Analysis of the raw data generated 

by the responses to the Q-sort was accomplished by calculation 

of means and standard deviations within each of the sample 

groups of the study and by use of the Student t-test to deter-

mine the existance of statistically significant differences 

within and between groups. 

The following comparisons of perceptions were made: 

1. Intragroup comparisons of perceptions of high school 

graduates, high school dropouts, teachers, school administrators, 

and educators; 
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2. Intergroup comparisons of the perceptions of 

a. high school graduates and high school dropouts; 

b. high school graduates and teachers; 

c. high school dropouts and teachers; 

d. teachers and administrators; 

e. high school graduates, dropouts, and educators; 

f. teachers and educators; 

g. administrators and educators. 

Summary of Findings 

A general summary of the findings of this study is pre-

sented in Chapter IV in Tables XIII and XIV, pages 83 and 85. 

The major findings include the following. 

A. High School Graduates 

1. High school graduates perceived the following 

characteristics to be the most important elements 

of good teaching. 

a. Likes to teach 

b. Knowledge of subject matter 

c. Intelligence 

d. (Good) teacher-pupil relationship 

e. Good classroom management 

f. Techniques of learning 

g. Positive approach. 

2. High school graduates perceived the following 

characteristics to be the least important 

elements of good teaching. 
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a. Good public relations 

b. Good parent relations 

c. Extra curricular involvement 

d. Professional person 

e. Health and appearance 

f. No favorites 

g. Responsible 

3. Major differences in the perceptions of the four 

groups of graduates were 

a. The older (1965) graduates perceived "good 

discipline" to be an important element of 

good teaching while the more recent graduates 

did not; 

b. The older (1965) graduates did not perceive 

"caring" and "patience" as important ele-

ments of good teaching while the more recent 

graduates did; 

c. The more recent graduates (19 80 and 1975) 

perceived teacher "preparation and planning" 

as significantly less important for good 

teaching than did the older (19 70 and 1965) 

graduates; 

d. The recent graduates (1980 and 1975) per-

ceived "pupil evaluation" to be significantly 

less important for good teaching than did 

the older (1970 and 1965) graduates. 
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B. High School Dropouts 

1. High school dropouts perceived the following 

characteristics to be the most important elements 

of good teaching: 

a. Likes to teach 

b. Knowledge of subject matter 

c. Intelligence 

d. Caring 

e. Good teacher-pupil relationship 

f. Patience 

g. Likes children 

h. Sense of humor 

2. High school dropouts perceived the following 

characteristics to be the least important ele-

ments of good teaching: 

a. Extracurricular involvement 

b. Good parent relations 

c. Good public relations 

d. Health and appearance 

e. Professional person 

f. Flexible 

g. Pupil evaluation 

3. Major differences in the perceptions of the three 

groups of high school dropouts were 

a. The 19 80 dropouts perceived the element 

"positive approach" to be of significantly 
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less importance to good teaching than did the 

other two groups; 

b. The 19 80 dropouts perceived the characteristic 

of "considerate" to be of significantly less 

importance to good teaching than did the 

1970 dropouts; 

c. The 1975 dropouts perceived the characteristic 

of "no favorites" to be of significantly less 

importance to good teaching than did the 1980 

and 1970 dropouts. 

C. Comparison of Perceptions of Graduates and Dropouts 

1. Graduates and dropouts concurred in their per-

ceptions of the following characteristics as 

being the most important elements of effective 

teaching : 

a. Likes to teach 

b. Knowledge of subject matter 

c. Intelligence 

d. Good teacher-pupil relationship 

e. Likes children 

2. Graduates and dropouts concurred in their per-

ceptions of the following characteristics as 

being the least important elements of effective 

teaching: 

a. Extracurricular involvement 

b. Good parent relationship 
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c. Good public relationship 

d. Health and appearance 

e. Professional person 

f. Pupil evaluation 

3. Significant differences in the perceptions of 

the graduates and the dropouts included 

a. High school graduates perceived "good class-

room management" to be more important to good 

teaching than did the dropouts; 

b. High school dropouts perceived "sense of 

humor" to be more important to good teaching 

than did the graduates; 

c. The 1965 graduates perceived "good discipline" 

to be more important to good teaching than 

did all other groups of graduates and dropouts; 

d. Dropouts perceived "good discipline" to be 

of significantly less importance than did 

graduates; 

e. Graduates perceived "responsible person" to 

be of significantly less importance than did 

dropouts 

f. The 1965 graduates perceived "sense of humor" 

to be less important to good teaching than 

did all other groups of graduates and drop-

outs ; 
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g. Recent dropouts (1970) perceived the 

characteristic of "consideration" to be of 

significantly less importance to good teach-

ing than did all other groups; 

h. Graduates perceived "techniques of learning" 

to be of greater importance than did the 

dropouts. 

D. Teachers 

1. Teachers perceived the following characteristics 

to be the most important elements of good 

teaching: 

a. Likes to teach 

b. Good classroom management 

c. Good discipline 

d. Preparation and planning 

e. Knowledge of subject matter 

f. Likes children 

g. Caring 

2. Teachers perceived the following characteristics 

to be the least important elements of good 

teaching: 

a. Concern for pupil adjustment 

b. Health and appearance 

c. Pupil evaluation 

d. No favorites 

e. Good parent relations 
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f. Extra curricular involvement 

g. Good public relations. 

E. Comparison of perceptions of teachers with those of 

graduates and dropouts 

1. Teachers, graduates, and dropouts perceived the 

following characteristics to be elements of good 

teaching: 

a. Likes to teach 

b. Knowledge of subject matter 

c. Likes children 

d. Caring 

e. Patience 

f. Good teacher-pupil relationship 

2. Teachers, graduates, and dropouts perceived the 

following characteristics to be the least im-

portant elements of good teaching: 

a. Good public relations 

b. Extracurricular involvement 

c. Good parent relationships 

d. Pupil evaluation 

e. Health and appearance 

f. Professional person. 

3. Major differences between the perceptions of 

teachers and those of students were 

a. Teachers perceived "good discipline" to be 

significantly more important to good teaching 
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than did students. The single exception to 

this difference was the 1965 graduate group 

as noted in item A3a above; 

b. Teachers did not perceive "intelligence to 

be one of the more important characteristics 

of a good teacher. Students perceived this 

characteristic to be significantly more 

important than did teachers; 

c. Teachers perceived "preparation and planning 

to be significantly more important to good 

teaching than did the student groups; 

d. High school graduates and teachers con-

curred in their perceptions of the importance 

of "good classroom management" for good 

teaching. High school dropouts, however, 

perceived this element to be of significantly 

less importance-

e. High school graduates and dropouts perceived 

"techniques of learning" to be of high importance 

as an element of good teaching. Teachers' 

perceptions differed significantly from this 

view, 
t 

f. "Concern for pupil adjustment" was perceived 

to be a relatively unimportant characteris-

tic by teachers, dropouts, and the more recent 

(1980 and 1975) graduates. The 1970 and 

1965 graduates perceived this element to be 

of significantly greater importance. 
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F. Administrators 

1. Administrators perceived the following character-

istics to be the most important elements of good 

teaching: 

a. Likes children 

b. Good classroom management 

c. Likes to teach 

d. Caring 

e. Positive approach 

f. Good self concept 

g. Knowledge of subject matter. 

2. Administrators perceived the following character-

istics to be the least important elements of good 

teaching : 

a. Responsible 

b. Good parent relations 

c. Health and appearance 

d. Professional person 

e. Good public relations 

f. Extracurricular involvement 

g. No favorites. 

G. Comparison of perceptions of teachers with those of 

administrators 

1. Teachers and administrators perceived the follow-

ing characteristics to be the most important 

elements of good teaching. 
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a. Good classroom management 

b. Likes to teach 

c. Caring 

d. Knowledge of subject matter 

e. Positive approach 

f. Good self-concept 

g. Preparation and planning 

h. Good discipline 

2. Teachers and administrators perceived the 

following characteristics to be the least im-

portant elements of good teaching# 

a. Good public relations 

b. Extracurricular involvement 

c. Good parent relations 

d. Health and appearance 

e. Concern for pupil adjustment 

f. Pupil evaluation 

g. Responsible 

h. Professional person 

3. Major differences between the perceptions of 

teachers and those of administrators were 

a. Both teachers and administrators perceived 

"likes children" as an important element 

of good teaching. However, administrators 

perceived it as significantly more impor-

tant than did teachers. 
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b. Neither teachers nor administrators per-

ceived "no favorites" to be one of the 

highly important elements of good teaching. 

However, teachers perceived this element to 

be of significantly greater importance than 

did administrators. 

H. Educators 

1. Educators perceived the following characteris-

tics to be the most important elements of good 

teaching: 

a. Intelligence 

b. Good self concept 

c. Good classroom management 

d. Preparation and planning 

e. Likes to teach 

f. Flexible 

g. Knowledge of subject matter 

2. Educators perceived the following characteris-

tics to be the least important elements of good 

teaching: 

a. Considerate 

b. Health and appearance 

c. Friendly 

d. Good public relations 

e. Good parent relations 

f. No favorites 

g. Extracurricular involvement 
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I. Comparison of perceptions of graduates and dropouts 

with perceptions of educators 

1. Graduates/dropouts and educators perceived the 

following characteristics to be the most important 

elements of good teaching : 

a. Intelligence 

b. Likes to teach 

c. Knowledge of subject matter 

d. Likes children 

e. Good teacher-pupil relationship 

2. Graduates/dropouts and educators perceived the 

following characteristics to be the least 

important elements of good teaching : 

a. Extracurricular involvement 

b. Good parent relationship 

c. Good public relations 

d. Health and appearance 

3. Major differences in the perceptions of graduates 

and dropouts and the educators were 

a. Educators perceived "good classroom manage-

ment" as a highly important characteristic of 

good teachers. The graduates agreed with the 

educators, but the dropouts perceived this 

characteristic as significantly less 

important; 
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b. Educators perceived "preparation and plan-

ning" as an important element of good 

teaching. Only the 1965 graduates agreed 

with the educators on this element. The 

other graduates and the dropouts perceived it 

as significantly less important; 

c. The graduates (except 1965) and the dropouts 

perceived "patience" as a very important 

element of good teaching. The educators 

perceived it to be of significantly less 

importance; 

d. The graduates (except 1965) and the dropouts 

perceived "caring" as a very important element 

of good teaching. The educators perceived 

it to be of significantly less importance; 

e. The educators perceived "good self-concept" 

as a very important characteristic of a good 

teacher. The graduates and dropouts per-

ceived it as significantly less important; 

f. The educators perceived "flexible" as an 

important element for good teaching. The 

graduates and dropouts perceived it as sig-

nificantly less important. 

Comparison of perceptions of teachers with perceptions 

of educators 
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1. Teachers and educators perceived the following 

characteristics to be the most important elements 

of good teaching; 

a. Likes to teach 

b. Good classroom management 

c. Preparation and planning 

d. Knowledge of subject matter 

e. Likes children 

2. Teachers and educators perceived the following 

characteristics to be the least important elements 

of good teaching: 

a. Extracurricular involvement 

b. Good parent relationships 

c. Good public relation 

d. No favorites 

e. Health and appearance 

f. Pupil evaluation 

g. Concern for pupil adjustment 

h. Friendly 

i. Considerate 

3. Major differences in the perceptions of teachers 

and those of educators were 

a. Educators perceived "intelligence", "good 

self-concept", and "flexible" as highly 

important characteristics of good teachers, 
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while teachers perceived these characteristics 

as significantly less important; 

b. Teachers perceived "good discipline" to be an 

important element of good teaching while 

educators perceived this element to be of 

significantly less importance; 

c. While neither teachers nor educators per-

ceived the element "techniques of learning" 

to be of high importance to good teaching, 

educators perceived this element to be of 

significantly greater importance than did 

teachers. 

K. Comparisons of perceptions of administrators with 

perceptions of educators 

1. Administrators and educators perceived the follow-

ing characteristics to be the most important 

elements of good teaching: 

a. Good classroom management 

b. Likes to teach 

c. Likes children 

d. Knowledge of subject matter 

e. Positive approach 

f. Good self-concept 

g. Preparation and planning 

h. Good discipline 
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2. Administrators and educators perceived the 

following characteristics to be the least impor-

tant elements of good teaching: 

a. Extracurricular involvement 

b. No favorites 

c. Good public relations 

d. Good parent relationships 

e. Health and appearance 

f. Responsible 

g. Professional person 

h. Friendly 

3. Major differences in the perceptions of adminis-

trators and those of educators were 

a. Educators perceived "intelligence" to be of 

the greatest importance for good teaching. 

Administrators perceived this characteristic 

to be of significantly less importance; 

b. The element "considerate" was perceived to be 

of significantly greater importance to good 

teaching by administrators than by educators. 

It is important to recognize that the terms "most impor-

tant" and "least important" as used in this summary of 

findings are relative descriptors. The respondents were 

forced to rank the 2 8 items of the Q-sort and may have con-

sidered all 28 characteristics to be important. 
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Conclusions 

The findings of this study warrant the following con-

clusions. 

1. There is concurrence among all groups included in this 

study that three characteristics of teachers are the most 

important elements of good teaching. The three include "Likes 

to teach," "knowledge of subject matter," and "likes children." 

2. There is concurrence among all groups included in 

this study that six characteristics of teachers are relatively 

unimportant elements of good teaching. The six include 

a. Extracurricular involvement 

b. Good parent relationships 

c. Good public relations 

d. Health and appearance 

e. Professional person 

f. Pupil evaluation. 

3. Older high school graduates, i.e., those who graduated 

12 to 17 years ago view the structural elements of teaching, 

e.g., good discipline, preparation and planning, and pupil 

evaluation as much more important elements of good teaching 

than more recent (younger) graduates. 

4. Younger high school graduates, i.e., those who 

graduated two to seven years ago, view the humanistic elements 

of teaching, e.g., caring, patience, teacher-pupil relation-

ship, and sense of humor as more important elements of good 

teaching than do their older counterparts. 
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5. The age-related differences described in conclusions 

3 and 4 above appear to be similar for high school dropouts 

as well. However, the trend is not as sharply defined with 

the dropout groups as it is with the graduate groups. 

6. High school dropouts perceive the humanistic elements 

of teaching, e.g., sense of humor, caring, likes children, 

and patience to be much more important elements of good 

teaching than do graduates. Conversely, dropouts perceive 

the structural elements of teaching, e.g., good discipline, 

and good classroom management to be much less important ele-

ments of good teaching than do graduates. 

7. There are strong similarities, but not complete 

concurrence, among the perceptions of teachers, graduates, and 

dropouts in terms of the most important elements of good 

teaching. All three groups perceive knowledge of subject 

matter, likes to teach, and the humanistic elements of teach-

ing to be highly important to good teaching. The major area 

of difference between teachers and ex-students is found in 

their perceptions of the importance of good discipline and 

preparation and planning. Teachers view these elements as 

important for good teaching while graduates and dropouts 

generally do not. 

8. There is virtually total concurrence of perceptions 

of teachers, graduates, and dropouts in terms of the least 

important elements of good teaching. 
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9. The traditional "article of faith" that teachers who 

play favorites with their students will be perceived as poor 

teachers by students is not supported by the findings of this 

study. 

10. High school graduates and dropouts perceive the 

characteristic of intelligence to be of much greater impor-

tance for good teaching than do teachers themselves. 

11. There is high concurrence between teachers and 

administrators with respect to many of the most important 

elements of good teaching. Both groups perceive knowledge of 

subject matter, likes to teach, likes children, and caring 

as important elements of good teaching. 

12. Neither teachers or administrators place high value 

on the characteristic of intelligence as important to good 

teaching. 

13. The major differences between teachers' and adminis-

trators' perceptions of the most important elements of good 

teaching indicate a greater regard of teachers for structural 

elements, i.e., good discipline and preparation and planning 

and a greater regard of administrators for positive attitudinal 

elements, e.g., good self-concept and positive approach on the 

part of teachers. 

14. The major differences between educators' and ex-

students ' perceptions of the most important elements of good 

teaching indicate a significantly greater regard of ex-students 

for student-oriented behaviors, e.g., patience, and caring, 
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while educators reflect a significantly greater regard for 

teacher-oriented elements, e.g., good self-concept, flexible, 

and preparation and planning. 

15. Educators and teachers do not differ greatly in their 

perceptions of the elements of good teaching. However, 

educators rank intelligence as significantly more important 

than do teachers, and teachers rank good discipline as 

significantly more important than do educators. 

16. Educators and administrators do not differ greatly in 

their perceptions of the elements of good teaching. However, 

educators rank intelligence as significantly more important 

than do administrators, and administrators rank considerate 

as significantly more important than do educators. 

Implications and Recommendations 

The 1965 graduates held the most different perceptions of 

all the groups of graduates and dropouts. This group is the 

one most likely to represent parents of children who are 

presently in high school and, as such, the group is probably 

reacting more as parents than as a result of their experience 

as students. This group rejected such items as "caring," 

"friendly," and "sense of humor" as important characteristics 

of good teaching, but included the items of "good discipline," 

"techniques of learning," and "preparation and planning" 

as important characteristics of good teaching. The emphasis 

of this group, in contrast to the other ex-student groups, 
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appears to be more on structured teaching rather than on 

affective elements of teaching as representing good teaching. 

This finding suggests that if a similar study were to be 

conducted it would be useful to include the perceptions of 

another group — parents of high school students simply 

because their perceptions seem to vary markedly from the 

younger graduate and dropout groups and seem to be very 

similar to those of teachers. 

The dropouts and graduates, except for the 1965 group, 

held similar perceptions of good teaching in most instances. 

Both the graduates and the dropouts stressed the affective 

elements (caring, patience, teacher-pupil relationship, etc.) 

as being the important qualities of a good teacher. However, 

the dropouts and the graduates did differ in "classroom 

management" and "techniques of learning." The graduates 

rated these as very important. The dropouts considered these 

qualities as only moderately important. One implication of 

this difference could be that the pupils who graduate are 

accepting of and see the need for good order and control 

in the classroom, for purposeful use of pupil's time, and 

for encouragement of high quality performance, while the 

dropouts feel that demands for order, direction, and quality 

are the major causes of their inability to achieve success in 

school. 

All groups of graduates and dropouts rated "teacher-

pupil relationship" in the top quartile. However, the 
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teachers, administrators, and educators placed this item in 

the second quartile. This suggests that the affective elements 

a.̂ e important to high school adolescents even though their 

behavior in school often gives the impression that they do not 

need or want such behavior from teachers. 

Teachers were the only group, except for the 1965 grad-

uates, who perceived "discipline" to be very important. Other 

groups placed it in the second, third, and even the fourth 

quartile. The educators and administrators perceived it to 

be moderately important. It is likely that teachers, who are 

in the classroom, and who deal with discipline problems 

on an immediate and continuing basis, value this ability more 

than other groups because it is fundamental to the achievement 

of their teaching goals. 

Teachers rated "intelligent" moderately low as a character-

istic of good teachers; administrators rated it even lower 

than did the teachers. All the other groups rated this item 

in the top quartile. Although the administrators and teachers 

did not perceive "intelligent" as important relative to other 

qualities, they did rate "knowledge of subject matter" as an 

important quality. This is an apparent contradiction and 

difficult to understand. This finding may reflect an anti-

intellectual bias or it may be that teachers and adminis-

trators believe that a highly intelligent teacher would have 

difficulty in relating to and communicating with average and 

below average students. 
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The administrators and educators did not perceive "pa-

tience" as being a quality deserving a high rating. The 

students and teachers felt it was important. A possible 

explanation is that administrators and educators feel that 

anyone choosing teaching as a profession has patience. Or 

is it possible that they have forgotten how much patience 

is required in dealing with these young pre-adults? 

The educators also rated "caring" and "positive approach" 

as moderately low while the other groups rated these two items 

high. It is possible that educators fed -ithe pressure of 

having so much to teach in such a relatively brief period of 

time that they themselves are unable to provide sufficient 

emphasis on these elements of teaching in their own teaching 

efforts. 

Recognizing the limitations of this study in terms of 

sample size and by the fact that the exploration was limited 

to a single school district, the findings of this study 

warrant the following recommendations. 

1. Admission criteria for teacher preparation programs 

should emphasize screening on the basis of candidates' desire 

to become teachers and their positive attitude toward children. 

2. Teacher preparation programs should emphasize de-

velopment of teacher knowledge of subject matter. 

3. Less emphasis is needed in teacher preparation pro-

grams on extracurricular involvement of teachers, parent-

teacher and teacher-public relations, professionalism, and 

processes of student evaluation. 
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4. Public school district criteria for the evaluation 

of teacher performance should emphasize strongly teachers' 

knowledge of subject matter, enthusiasm for teaching, and 

concern for students and should de-emphasize teacher-parent 

relations, teacher-pupil relations, professionalism, extra-

curricular involvement, and pupil evaluation techniques. 

5. Teachers who are to teach students who have learning 

difficulties should emphasize the humanistic elements of 

teaching as opposed to the structural elements of teaching if 

they are to be successful in helping such students. 

6. The emphasis that most public school districts place 

on the maintenance of good discipline as a highly important 

criterion for effective teaching should be examined to determine 

if it is as important as "common sense" or tradition seems 

to indicate. 

7. The apparent anti-intellectual bias of teachers and 

administrators should be the subject of further study to 

verify its existence and extent. If such bias is wide-

spread, its existence would seem to pose serious problems 

for quality in education. 
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APPENDIX A 

Caring 

Good Sense of 
Humor . . . 

Likes Children . 

Flexible • . . 

Pupil Evaluation 

Techniques of 
Learning . . 

Good Discipline 

Q-Sort and Indicators 

Concerned about student's progress. 
Cares about what happens to students. 
Makes student feel good about himself. 
Gives extra help when needed. 

Ability to see humor in a situation. 
Ability to laugh at one's self. 
Positive attitude and approach to daily 
routine. 
Laughs with students. 
Not afraid to smile. 

Gets along with students. 
Enjoys working with students. 
Treats children as individuals. 
Has the ability to relate to students. 

Flexible but organized. 
Ability to see two sides to a question. 
Ability to adjust to change of daily 
routine. 
Willing to change. 
Flows with change without griping. 

Objectively evaluates pupils' academic 
and social progress. 
Maintains necessary records and uses them 
in a professional manner. 
Assists pupils in appraising their own 
work. 
Interprets and uses all test results in a 
professional manner. 

Provides for purposeful use of each 
pupil's time. 
Guides pupils into efficient study habits, 
Adapts material and methods to situation. 
Encourages a high quality performance. 
Aware of and uses other techniques to 
further pupil's learning. 

Handles own routine discipline problems. 
Is firm and consistent, but friendly. 
Makes few reprimands. 
Need for disciplinary action infrequent. 
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Preparation and 
Planning . . • 

Organization 

Considerate 

Friendly . 

Has No Favorites 

Has long-term plans and daily plans 
available. 
Plans ahead for necessary materials. 
Has adequate lesson plans for substitute. 
Adapts plans to circumstances. 

Objective clear, even if not explicitly 
stated. 
Provide overview-introduction. 
Uses time well. 
Provides closure. 
Uses notes as necessary. 

Respects a student's privacy. 
Has genuine understanding of other1s 
feelings and deep desire not to hurt 
people. 
Attuned to emotional needs of students. 
Does not do things in class that students 
are not allowed to do. 

Friendly with all students and co-workers 
Takes time to talk with students outside 
the classroom situation. 
Social relations with others should set 
a pattern for students. 
Pleasant to be around. 

Treats all students the same. 
Careful of special privileges. 
Has a sense of fairness. 
Is honest with self and others. 
Admits when she has made a mistake. 

Concern for Pupil 
Adjustment. . . Solicits assistance from all sources which 

will aid adjustment. 
Provides for the development of respon-
sibility. 
Accepts and observes individual differences 
Conducts a tension free classroom. 

Teacher-Pupil 
Relationship Consistently fair and impartial. 

Praise and criticism are based on fact. 
Confidence in children is maintained. 
Shows respect for pupil opinions and 
suggestions. 
Handles problems without emotional 
extremes. 
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Responsible 

Positive 
Approach 

Patient 

Good Parent 
Relations 

Understanding 

Intelligent 

Likes to Teach 

Good Classroom 
Management . 

Does not steal class time from students 
to do other things. 
Shows responsibility for covering required 
work. 
Responsible attitude of teacher sets 
pattern for pupil. 

Expects students to learn. 
Uses encouraging manner—praise. 
Ability to give in when needed. 
Has the ability to respond positively. 
Gives as much positive inspiration as 
possible. 

Takes time to explain things thoroughly. 
Listens when student talks. 
Willing to repeat as often as needed. 
Control of sharp, quick response. 

Makes parents know she considers them as 
partners. 
Available to parents. 
Makes parents aware of concerns. 
Treats parents as equals. 

Understands peculiarities of age group. 
Reads body language and facial expressions 
Sees student point of view. 
Reasonable in expectations. 

Gives students the feeling that teacher 
knows his subject. 
Can add things to subject that are not in 
textbook. 
Makes subject interesting. 
Creative, does unusual things to make it 
easier to understand. 

Kappy to be teaching. 
Presents material in enthusiastic manner. 
Interested in subject she teaches. 
Shows she enjoys the class and the work. 

Self-confident in management of pupils. 
Administers classroom routine effectively. 
Maintains good order without compulsion. 
Maintains control—pupils show respect. 
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Health and 
Appearance 

Good Public 
Relations 

Good Self-
Concept 

Extra 
Curricular 
Involvement 

Professional 
Person . . 

Knowledge of 
Subject 
Matter . . 

Appropriately dressed and groomed. 
Maintains poise and stability. 
Demonstrates vigor and vitality in the 
performance of duties. 

Aware that public relations are a part of 
responsibility. 
Aids in establishing and maintaining good 
public relations between school and 
community. 

Secure in what she is doing and enjoying 
it. 
Not afraid to make necessary decision. 
Ability to recognize she is not perfect. 
Not afraid to say, "I do not know." 

Shows interest in student activities. 
Willing to be a sponsor. 
Shows them that extra-curricular activi-
ties are an important part of school. 
Shows up for extra-curricular functions, 
participates in such functions, if possible 

Works and cooperates with entire staff. 
Supports established administrative 
policies and directives. 
Performs all required routines and 
responsibilities on tome. 
Uses professional discretion in absences 
from work. 

Demonstrates a high degree of knowledge, 
understanding and skill in subject area 
taught. 
Engages in professional study, college 
courses, workshops. 
Has awareness of problems of our changing 
society. 
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APPENDIX C 

March 23, 19 81 

Superintendent of Schools 

Dear Mr. : 

You will recall that I spoke to you a few days ago on 
the telephone about my problem. 

I have begun my dissertation and would appreciate your 
cooperation in obtaining the necessary help. 

The topic of my dissertation at this point is An Analysis 
of Teacher Effectiveness Criteria. My plan is to use 
School District as my source for samples. I want to use some 
students selected at random from the graduating classes of 
1980, 1975, 1970, and 1965, and from both High 
School and High School. I also need as many 
dropouts from those same years as I can locate. I need to 
use all of the junior and senior high school principals and 
a percentage of high school (ninth through twelfth grades) 
teachers (selected at random). 

The instrument I will use is a Q-sort with twenty-seven 
items. I will make comparisons of the findings. I will be 
happy to share the results of those findings with you if you 
would like to see them. 

You can rest assured that any information you supply me 
with will be carefully protected and used only for the purpose 
stated above. 

I will need the names and addresses of the graduating 
seniors from both high schools for the years of 1980, 1975, 
19 70, and 1965. If they have them available, I would like 
the names and addresses of the dropouts for those same years. 
If they are not available, I request your permission for 
access to the files so I may find them myself. The dropouts 
are an important part of this study. 

This dissertation, like many others, may be a study in 
futility, but I, like others, am hoping it will make some 
sort of contribution. 

Your approval and assistance will be deeply appreciated. 

Yours truly, 
Byrtie B. Adams 
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APPENDIX D 

Dear 

A study is being made in the School District 
of the qualities of effective (good) teachers. Since you are 
a graduate of High School, we would appreciate your 
help with this. 

We have tried to include a wide range of qualities in our 
selection. However, if there are other qualities you feel 
should be added, please list them below and indicate the 
pocket number they should fit into. 

If you will, we would also like for you to list the three 
teachers that you feel were the most effective teachers you 
had while you were in high school (Grades 9-12). 

Your cooperation is earnestly requested. It will be a 
real help, and you can be assured your response will be held 
in confidence. 

An immediate reply would be appreciated. A stamped, 
self-addressed envelope is enclosed for your convenience. 

Yours truly, 

John Horvat, Ph.D. 

Byrtie B. Adams 

Additional Qualities: 

Effective Teachers: 
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APPENDIX E 

Dear 

A study is being made in the School District of 
the qualities of effective (good) teachers. Since you did 
attend High School, we would appreciate your help 
with this. 

We have tried to include a wide range of qualities in 
our selection. However, if there are other qualities you 
feel should be added, please list them below and indicate 
the pocket number they should fit into. 

If you will, we would also like for you to list the three 
teachers that you feel were the most effective teachers you 
had while you were in high school (Grades 9-12). 

Your cooperation is earnestly requested. It will be a 
real help, and you can be assured your response will be held 
in confidence. 

An immediate reply would be appreciated. A stamped, 
self-addressed envelope is enclosed for your convenience. 

Yours truly, 

John Horvat, Ph.D. 

Byrtie B. Adams 

Additional Qualities: 

Effective Teachers: 
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APPENDIX F 

Dear 

A study is being made, in the School 
District, of the qualities of effective (good) teachers. 
Since you are a high school teacher in the district, we 
would appreciate your help with this. 

We have tried to include a wide range of qualities 
in our selection. However, if there are other qualities 
you feel should be added, please list them below and 
indicate the pocket number they should fit into. 

Your cooperation is earnestly requested. It will be a 
real help, and you can be assured your response will be 
held in confidence. 

An immediate reply would be appreciated. A stamped, 
self-addressed envelope is enclosed for your convenience. 

Yours truly, 

John Horvat, Ph.D, 

Byrtie B. Adams 

Additional Qualities: 
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APPENDIX G 

October 18, 1981 

Principal 
Secondary School 

Dear 

A study is being made, in the School District, of 
the qualities of effective teachers. Since you are principal 
of one of the secondary schools in the district, we will 
appreciate your help with this. 

We have tried to include a wide range of qualities in our 
selection. However, if there are other qualities you feel 
should be included, please list them below and indicate 
the pocket number they should fit into. 

Your cooperation is earnestly requested, and you can be 
assured that your response will be held in confidence. 

An immediate reply will be appreciated. A stamped, self-

addressed envelope is enclosed for your convenience. 

Yours truly, 

Byrtie B. Adams 

Enclosure 

Additional Qualities: 
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APPENDIX H 

October 18, 1981 

Assistant Superintendent 
of Instruction 

Dear Dr. 

A study is being made in the School District of the 
qualities of effective teachers. Since you are directly 
involved with the selection of teachers in the district, we 
will appreciate your help with this. 

We have tried to include a wide range of qualities in our 
selection. However, if there are other qualities you feel 
should be included, please list them below and indicate the 
pocket number they should fit into. 

Your cooperation is earnestly requested, and you can be 
assured that your response will be held in confidence. 

An immediate reply will be appreciated. A stamped, self-
addressed envelope is enclosed for your convenience. 

Yours truly, 

Byrtie B. Adams 

Enclosure 
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APPENDIX I 

October 29, 1981 

Dear Educator: 

A study is being made of the qualities of effective 
teachers. Since you are directly involved in training 
teachers, we will appreciate your help with this. 

We have tried to include a wide range of qualities 
in our selection. However, if there are other qualities 
you feel should be included, please list them below and 
indicate the pocket number they should fit into. 

Your cooperation is earnestly requested, and you can 
be assured that your response will be held in confidence. 

An immediate reply will be appreciated. A stamped, 
self-addressed envelope is enclosed for your convenience. 

Sincerely, 

Byrtie B. Adams 

Enclosure 

Additional Qualities: 
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