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The study reported herein addressed the identification 

of the classroom management techniques utilized by teachers 

of behaviorally disordered children and youth and by teachers 

of adjudicated children and youth. Specifically the purpose 

was to examine (a) the self-reported classroom management 

techniques utilized by teachers of adjudicated or behaviorally 

disordered children and youth assigned to four types of 

educational and therapeutic settings, (b) the self-reported 

classroom management techniques utilized by teachers who 

have been teaching in a single type educational and thera-

peutic setting for behaviorally disordered or adjudicated 

children and youth for various numbers of years, and (c) 

the self-reported classroom management techniques utilized 

by teachers of behaviorally disordered or adjudicated 

children and youth in different age groups assigned to a 

single type educational and therapeutic setting. 

Data were collected from teachers at three types of 

educational and therapeutic settings for behaviorally dis-

ordered children and youth: (a) self-contained classrooms 

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

schools (RR), and (c) residential treatment centers (RTC). 

Data were also collected from teachers at a state training 

school for adjudicated children and youth (TSA). 



One hundred seventy-five teachers who were teaching in 

eight institutions completed the Classroom Management Profile 

which consisted of twenty-four items reflecting classroom 

management techniques. The techniques included on the Class-

room Management Profile (Bullock & Zagar, 1980) represented 

three management models, i.e., Psychodynamic, Behavioral, and 

Environmental. Total raw scores were calculated for each 

subject for each of the three managment models. 

One way analysis of variance was used to analyze the 

derived scores (Roscoe, 1975). Tukey's HSD was used to 

test various pairwise comparisons for significance while 

the t test was used to test comparisons of groups within 

a single setting for significance (Kirk, 1968). Kramer's 

method for handling unequal sample sizes was employed 

with Tukey's HSD (Rogan, Kesselman, & Breen, 1977). 

An analysis of the results indicated that: 

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

tended to perceive themselves as employing the 

classroom management techniques subsumed under the 

Behavioral Management Model and the Environmental 

Management Model more frequently than did teachers 

in the residential treatment center (RTC) setting, 

the resource room (RR) setting, and the state 

training school for adjudicated children and 

youth (TSA) setting. 



2. Teachers who have been teaching in the TSA setting 

for < 5 years and >_ 5 years did not differ signifi-

cantly from one another in their perceived employ-

ment of the classroom management techniques subsumed 

under each of the three management models. 

3. For the SC settings, teachers who had taught < 5 

years perceived themselves as using the management 

techniques subsumed under the Behavioral and 

Environmental Management Models more frequently 

than teachers who had taught >_ 5 years. For the 

Psychodynamic, Behavioral, and Environmental Manage-

ment Models, teachers who had taught < 5 years in 

a RTC setting perceived themselves as using the 

specified techniques more frequently than those who 

had taught > 5 years. 

4. In the RR setting, teachers of children aged <13 

years perceived themselves as utilizing the class-

room management techniques subsumed under the 

Behavioral Management Model more frequently than 

did teachers of children aged > 13 years. 

Based on the results of this sutdy the following con-

clusions are drawn: 

1. The specified management techniques are indeed 

used in the designated classroom setting. 

2. The frequency with which these techniques are 

employed by the classroom teachers is not identical 

across settings, length of teacher employment and 

different age groupings of students. 
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CHAPTER I 

INTRODUCTION 

Each teacher has a teaching style (Bennett, 1976; Ellis, 

19 79; Dunn & Dunn, 1979; Fischer & Fischer, 1979; Joyce & 

Weil, 19 72) which is reflected in the management techniques 

used in the classroom. For the teacher of the behaviorally 

disordered, the results of the management techniques may 

range from a structured classroom (Hewett & Forness, 1974) 

to a nonstructured classroom (Rothman, 19 74). 

The particular techniques utilized by a specific teacher 

in a specific setting can be delineated through observation; 

however, this procedure is very time consuming and yields a 

potentially unmanageable quantity of data. A more efficient 

method would be to look at the techniques from a theoretical 

construct basis. There are sets of intervention strategies 

that have been delineated based on the theoretical constructs 

(Swanson & Reinert, 1979). 

The study reported herein addressed the identification 

of the classroom management techniques utilized by teachers 

of behaviorally disordered children and youth and by teachers 

of adjudicated children and youth. Specifically, the purposes 

were to examine (a) the self-reported classroom management 

techniques utilized by teachers of adjudicated or behaviorally 



disordered children and youth assigned to four types of 

educational and therapeutic settings, (b) the self-reported 

classroom management techniques utilized by teachers who 

have been teaching in a single type educational and thera-

peutic setting for behaviorally disordered or adjudicated 

children and youth for various numbers of years, and (c) the 

self-reported classroom management techniques utilized by 

teachers of behaviorally disordered or adjudicated children 

and youth in different age groups assigned to a single type 

educational and therapeutic setting. 

Definition of Terms 

These terms, as used in the context of this study are 

defined as follows: 

Adjudicated children and youth.—Children and youth who 

have been processed through a hearing, determined by the 

judge to have engaged in delinquent activity, and been sen-

tenced to a state facility (Texas Judicial Council, 1978). 

Behaviorally disordered children and youth.—Children 

and youth who demonstrate excessive and chronic behaviors 

that are asynchronous with the,, expectations of the dominant 

society, whether in school or within other spheres of the 

child's life, and have been labeled as behaviorally disordered. 

State training schools for adjudicated children and 

youth.—A state facility designed to house children and 



youth who have been adjudicated. 

Residential treatment centers.—A state facility designed 

to house behaviorally disordered children and youth who need 

residential care, usually of some extended duration. 

Self-contained classroom for behaviorally disordered 

children and youth.—An educational setting in the public 

schools, designed for behaviorally disordered children and 

youth in which they receive the majority of their instruc-

tion (Turnbull & Schultz, 19 79). 

Resource classroom.—An educational setting in the 

public schools in which handicapped students receive a 

portion of their instruction on a regularly scheduled basis 

(Wiederholt, 1974). 

Teacher.—Those professional personnel assigned the 

responsibility for carrying out instruction to eligible 

handicapped students (Texas Education Agency, 1979). 

Educational and therapeutic setting.—A publicly sup-

ported day program or residential facility in which children 

and youth, including behaviorally disordered children and 

youth, receive either academic instruction or psychological 

support services or both. 

Adjudicate.—To hear and decide a case (Webster's 

New World Dictionary, 19 73). 



Limitations 

The theoretical models and their derived techniques 

which are described and were utilized in this study were 

selected from those delineated by Rhodes (1972) in A Study 

of Child Variance: Conceptual Project in Emotional Disturbance. 

The Classroom Management Profile (Bullock & Zagar, 1980) was 

comprised of a representative sample of these techniques 

selected from each of the three intervention models. No 

claim was made that the chosen techniques were comprehensive 

in scope. Therefore, all results were interpreted based only 

on the selected techniques. In addition, the models were 

defined and discussed in the Review of the Literature as they 

applied to the population of behaviorally disordered children 

and youth. Caution should be exercised in interpreting the 

results for a non-similar population or with other measuring 

instruments. 



CHAPTER II 

REVIEW OF THE LITERATURE 

This review of the literature addresses two major areas 

of concern: (a) the theoretical models from which classroom 

management techniques for behaviorally disordered children and 

youth are derived and (b) the classroom management techniques 

which are commonly utilized by teachers. 

Theoretical Models in Education 

Rhodes (1972) has delineated several theoretical models 

currently espoused in education. Four of the most prevalent 

models are the (a) psychodynamic model, (b) behavioral model, 

(c) sociological model, and (d) ecological model. 

Psychodynamic Model 

Cheney and Morse (1972) have described two major con-

structs which underlie the psychodynamic approach on the 

nature of the individual and his development.. The first is 

that each person evolves around a set of biological predis-

positions including temperament, energy output, exploratory 

curiosity, talents, and cognitive style. The way these 

predispositions develop may be positive, altruistic and 

constructive behavior, or negative, antisocial tendencies. 



Altruistic behavior is derived from the way man has 

learned to live with other people (Campbell, 1972; Cohen, 

1972), and is influenced by both the cognitive and affective 

(Berkowitz, 1970; Cohen, 1972). Moral growth patterns and 

internal motivation are closely related to the acquisition 

of altruistic behavior (Berkowitz, 1964; Kay, 1969; Pulaski, 

1971). 

The individual is seen as a feeling (affective) and 

thinking (cognitive) being who sometimes has experiences of 

which he is not aware (unconscious processes). These three 

facets form the resources for mental life upon which the 

individual draws as he develops and meets stresses which 

are part of the growth process. 

The second construct underlying the psychodynamic 

approach is that the individual interacts with his environ-

ment. Characteristics of healthy development include the 

development of self esteem, crisis-coping mechanisms, a 

degree of independence, meaningful relationships with others, 

curiosity, creativity, and expressiveness, and cognitive and 

language skills (Biber, Shapiro, & Wickens, 1971; Fagen, 

Long, & Stevens, 1975; Jahoda, 1958). 

Four basic concepts are related to the growth of the 

individual: (a) the uniqueness of the individual (Biber, 

Shapiro & Wickens, 1971), (b) the continuity of experience 

(Kessler, 1966), (c) critical developmental stages (Erikson, 

1963; Freud, 1965), and (d) generation of new motivations 



(Kay, 1969). Participants in the growth process include the 

individual, parents, relatives, siblings, peer group, society, 

and physical environment and life milieu. Interpersonal and 

environmental inputs and interactions form a network within 

which the individual grows. 

From the psychodynamic view, pathology is a regression 

to an earlier stage of development since the normal progression 

through the psychosexual stages is seen as emotionally dis-

turbing. Specific disturbances are considered normal charac-

teristics that have become so exaggerated that adjustment to 

the present demands of life is difficult if not impossible 

(Cheney & Morse, 1972). 

Rogers' (1951) approach to personality development 

provides an alternative to the psychoanalytic view presented 

by Erikson (1963) and Freud (1965). The individual desires 

to grow, be healthy, and actualize himself by choosing 

experiences in accordance with that goal. Rogers (1951) 

advocates an educational process that stays close to the 

experience of the individual. Learning should be self 

initiated and have the quality of personal involvement 

(Weil, Joyce & Kluwin, 1978) . 

Behavioral Model 

In the behavioral model, learning is viewed as involving 

the establishment of a connection between a stimulus and a 

response (Bandura, 1969; Bijou, 1971; Guthrie, 1938; Krasner 
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and Ullmann, 1965; Skinner, 1969; Staats & Staats, 1963; 

Walker, 1979; Whelan, 1974). These assumptions are made by 

most behavioral theorists: (a) Behavior is a basic charac-

teristic of living organisms; (b) Behavior is modifiable and 

modification can occur through learning; (c) Most human 

behavior is learning behavior; (d) Behavior can be created, 

maintained or removed dependent on environmental events or 

stimuli; (e) The environmental change can be either an ante-

cedent or a consequent event; and (f) A functional relation-

ship exists between behavior and environmental events (Russ, 

1972) . 

Emotional disturbance is, in behavioral terms, maladaptive 

behavior which is learned and is maintained like all other 

behaviors (Ullman & Krasner, 1965). For both Bandura (1969) 

and Guthrie (1938), environmental events are factors in the 

development and maintainence of disturbed behaviors. Guthrie 

sees the conflict in disturbed behavior as being self-

maintained through habitual behavior patterns while Bandura 

sees the social environment as providing models for imitation 

in learning inappropriate responses. Gallagher (19 79) 

emphasizes the effects of consequences on behavior including 

disturbed behavior. Skinner (1969) views disturbed behavior 

as learned responses to sometimes defective contingencies of 

reinforcement while Bijou (1971) sees the reinforcement 

history of the person as playing an important role in 

disturbed behavior. 



The Sociological Model 

The sociological model addresses the community and 

social settings that have impact on the individual (Algozzine, 

Mercer, & Countermine, 1977; Clausen, 1968; Inkeles, 1969; 

Hollingshead & Redlich, 1958; Lippitt, 1968; Scheff, 1966). 

Deviance is defined as the breaking of social rules (Hargreaves, 

Hester, & Mellor, 1975). This theory of deviance is also known 

as labeling theory. Labeling occurs upon the public designa-

tion of a person as a deviant. One must be so labeled before 

the social expectations which define the role are activated. 

The role of agents of social control is stressed in labeling 

theory since they are the ones responsible for enforceing 

social rules (DesJarlais, 1972). 

Scheff (1966) has developed a theory to explain mental 

illness as a form of social deviance. The major points of 

this theory are (a) A stereotype of mental illness exists in 

American culture; (b) Residual rule breaking, the breaking of 

implicit social rules is widespread in society; (c) Some acts 

of residual rule breaking come to the attention of authorities 

who presume mental illness and proceed to label the rule 

breaker; and (d) The rule breaker then adopts the role of be-

ing mentally ill. Scheff concludes that the major determiner 

of the behaviors associated with mental illness is the label-

ing process. 

The study of deviance in children focuses on how children 

learn rules and develop motives toward conforming to rules. 
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Socialization describes various social learnings, including 

the learning of attitudes, skills (motor and cognitive), and 

motives (Inkeles, 1969). The purposes of socialization in-

clude preparing the child to participate in society and 

permitting society to continue itself. An "incorrectly" 

socialized child will be a rule breaker who if caught and 

labeled will become a deviant. Various reasons have been 

postulated for socialization failure leading to mental ill-

ness (Clausen, 1968). One of the main reasons for this 

failure is the contradictory demands made on children by 

members in socialization community (Lippitt, 1968). These 

conflicting demands produce a stressful situation for the 

child which leads to socialization failure and then to 

mental illness or disturbance. 

Ecological Model 

The ecological point of view emphasizes the interaction 

between the organism and his environment (Algozzine, 1977; 

Apter, 1977; Curran & Algozzine, 1980; Hobbs, 1974; Kounin, 

1975; Morse, 1977; Pastor & Swap, 1978; Rhodes, 1978; Swap, 

1978). Environment, in this case, is considered space and 

habitat, as well as the sociocultural resources and groups 

beyond the society (Bronfenbrenner, 1977). The individual, 

the group and behavior are all components of the environ-

ment (Baker & Schoggen, 1973). 
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In the area of child variance, the ecologists focus on 

the problem of mutual adaptation between the child and his 

community, rather than on the child and his personality, his 

psychological make-up, or his behavior. Studies (Dubos, 1969; 

Lander, 1971) investigating the incidence of diseases and 

variations in mental life in particular geographic areas lend 

support to the idea that child variance is related to the 

ways of life in a particular group. 

Intervention Techniques in Education 

The theoretical models as delineated by Rhodes (1972) 

have served as a foundation for the development of various 

classroom management techniques. These techniques can be 

identified with the theoretical models from which they 

emerge: (a) psychodynamic, (b) behavioral; (c) sociological, 

and (d) ecological. In this paper, sociological and ecolog-

ical techniques will be subsumed under environmental 

interventions. 

Feagans (1972) has stated that the emphasis in the 

sociological approach is almost exclusively on the environ-

ment while the ecological approach emphasizes the role of 

individual difference in any outcome. However, the inter-

ventions advocated from either school of thought take the 

environment into account to some extent and to a greater 

extent turn their attention to the individual (Wagner, 1972). 

Therefore, the combination of the two interventions is 

appropriate. 
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Psychodynamic Interventions 

Classroom intervention techniques which have a psycho-

dynamic theoretical basis emphasize internalized conditions 

and interpersonal relationships. Jones (1980) and Berkowitz 

(1974) both stress the importance of opportunity for the 

students to experience success in work. Redl and Wineman 

(1952) and Long and Newman (1976) utilize planned ignoring 

and giving the student directed tutorial guidance. They 

also suggest, in some cases, the reduction of competing 

stimuli in an environment, the use of punishment when an act 

clearly violates established limits, and the use of nonpuni— 

tive physical restraints when carried out in conjunction 

with discussion and talk. Individualized counseling is the 

major component of the "Life Space Interview" (Redl, 1971) 

which is utilized to resolve reality conflicts. Instruction 

in which the student sets his own pace, work in small groups, 

and basic encounter work in the classroom promote experien-

tial learning (Rogers, 1951). 

The idea that the expression or release of strong feel-

ings is therapeutic has led to some facilitative techniques. 

These include (a) play therapy (Engel, 1972; Whittaker, 1969), 

(b) role playing (Palomares & Logan, 1975; Fagen, Long & 

Stevens, 1975), (c) bibliotherapy (Schultheis, 1977), (d) 

drama (Gray, 1969; Greenberg, 1974), (e) art (Kramer, 1979; 

Ulman, 1977), and (f) music (Nordhoff & Robbins, 1971; 

Stainback, Stainback & Hallahan, 1973). 
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Behavioral Interventions 

Behavioral change comes as a result of specific procedures 

(Ullmann & Krasner, 1965). Various techniques are utilized 

to implement these procedures: (a) daily charting of behavior 

(Bullock & Mintz, 1979; Hewett & Forness, 1974), (b) primary 

reinforcers (Coleman, 1970; Sulzer-Azaroff & Mayer, 1977; 

Walker, 1979), (c) social reinforcers (Bernhardt & Forehand, 

1975; Walker, 1979), and (d) token reinforcement systems 

(Hewett, 1974; O'Leary & O'Leary, 1977; Allyon, Layman & 

Burke, 1972). Additional methods for encouraging positive/ 

desirable behavior are (a) modeling (Bandura, 1969; Becker, 

Engelmann & Thomas, 1976; O'Connor, 1972), (b) contingency 

contracting (Homme, 1969), (c) group contingencies (Green-

wood, Hops, Delquadri & Guild, 1974; Rosenbaum, O'Leary & 

Jacob, 1975), and (d) the use of one activity as a reinforcer 

for doing another activity (Hosie, Gentile & Carroll, 1974; 

Premack, 1959; Whelan, 1966). 

Strategies for decreasing the occurrence of inappropriate 

behavior have been addressed in the literature. These in-

clude (a) reciprocal inhibition (incompatible responses) 

(Wolpe & Lazarus, 1966; Gardner, 1977), (b) negative practice 

(Gardner, 1977), (c) time out (Gast & Nelson, 1977; Givner & 

Graubard, 1974; Walker & Shea, 1976), and (d) response cost 

(Hundert, 1976; Sulzer—Azaroff & Mayer, 1977; Walker, Hops 

& Fiengenbaum, 1976) . 
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Environmental Interventions 

The use of mental health consultation services with 

teachers (Iscoe, Pierce-Jones, Friedman & McGehearty, 1967) 

and parents (Birkimer, Vaccaro, Aforams & Brown, 1978; Morse, 

1967; Reed, 1978) has been successful in changing the student's 

school environment. Newton and Brown (1967) also suggest 

involving the teachers and parents in helping the student 

cope with stress situations. 

Techniques to be utilized with the student have been 

addressed by the ReEd schools (Hobbs, 1975; Rymarowicz & 

Wendler, 1978). The student is provided with an opportunity 

for success with academic and social skills, a bond of trust 

between the child and the teacher is developed, and physical 

competencies are developed to aid self esteem. The ReEd 

program includes the use of ceremony and ritual to provide 

order, opportunities for the student to experience joy, and 

the use of the "group" as a source of motivation and control. 

Other methods of group interaction have been incorporated 

in education,, Group psychotherapy and guided group discussion 

are recommended by Rhodes (1967, 1969). The Positive Peer 

Culture method (Carducci, 1980; Vorrath & Brendtro, 1974) 

which is designed with peer influence as the vehicle of 

change, has been successfully implemented with delinquent 

youth in a state training school. 

Cheney and Morse (1972) discuss the overlap between the 

various theoretical positions. Since an explanation of human 

nature and learning is the basis of all theories, this 
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overlap is not surprising. The explanations and interventions 

differ in the matter of relative emphasis. The psychodynami-

cists emphasize the internalized conditions of the child; 

the behaviorists emphasize the externalized conditions 

(environmental events) of the child; the environmentalists 

emphasize the internalized conditions of the child as they 

interact with the environment. 



CHAPTER III 

PROCEDURES 

Hypotheses 

The following statistical hypotheses were tested: 

Hypothesis 1: There is no significant difference in 

the classroom management techniques self reported by teachers 

of behaviorally disordered children and youth assigned to 

three types of educational and therapeutic settings. 

Hypothesis 2: There is no significant difference in 

the classroom management techniques self-reported by teachers 

of adjudicated children and youth assigned to state training 

schools for adjudicated children and youth and those self 

reported by teachers of behaviorally disordered children 

and youth assigned to three types of educational and thera-

peutic settings. 

Hypothesis 3: There is no significant difference in 

the classroom management techniques self-reported by teachers 

who have been teaching in a state training school for 

adjudicated children and youth for < 5 years and > 5 years. 

Hypothesis 4: There is no significant difference in 

the classroom management techniques self-reported by teachers 

16 
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who have been teaching in a single type educational and 

therapeutic setting for behaviorally disordered children 

and youth for < 5 years and _> 5 years. 

Hypothesis 5; There is no significant difference in 

the classroom management techniques self-reported by teachers 

of adjudicated children and youth in different age groups 

who are assigned to state training schools for adjudicated 

children and youth. 

Hypothesis 6: There is no significant difference in 

the classroom management techniques self-reported by teachers 

of behaviorally disordered children and youth in different 

age groups who are assigned to a single type educational and 

therapeutic setting. 

Subject 

The subjects were teachers o 

youth who were labeled as behavio 

had been adjudicated to a state t 

of facilities which served behavi 

adjudicated children and youth an 

phic area of the researchers was 

was taken to include facilities r 

specified settings. The listed f 

tacted by phone regarding the feas 

on their part in the study. When 

the administrator responsible for 

f school-aged children and 

rally disordered or who 

raining facility. A list 

orally disordered and 

d were also in the geogra-

:ompiled. Special effort 

'©presenting each of the 

fcilities were then con-

ibility of participation 

approval was forthcoming, 

the educational unit of the 
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facility was asked to determine the number of teachers of 

behaviorally disordered and adjudicated children and youth 

who would be potentially available to participate in the study. 

A total of 425 instruments were delivered based on the admin-

istrator's count (See Appendix A). 

There was a problem associated with the delivery of the 

instruments to a school system in the Dallas-Fort Worth area. 

The Director of Special Education assigned a staff member to 

act as liaison between the researcher and the teachers. 

The researcher prepared the instruments for distribution 

and delivered them to the liaison who processed them through 

the school mail. Teachers were instructed to return them 

through the school mail. Also the instruments were distrib-

uted the week prior to spring vacation and the return date 

was not until a week following spring vacation. The researcher 

hypothesizes that the fact that the teachers were asked to 

mail the instruments back along with the occurrence of spring 

vacation may account for the low return rate (27%) from that 

district. However, there is no definitive data to support 

this hypothesis. The return rate from the other seven in-

stitutions in the study excluding Fort Worth was much higher 

(75.2%). The researcher anticipated that data would be 

obtained from 20 teachers in residential treatment centers, 

40 public school teachers, and 20 teachers in state train-

ing schools for adjudicated children and youth. Data were 

obtained from 175 (41%) teachers who were teaching in the 

eight institutions as designated in Table 1. 



Table 1 

Number of Teachers in Each Setting 

19 

Setting M 
Sex 

F Missing N 

Self-contained (SC) 5 43 0 48 

Resource Room (RR) 4 64 0 68 

State Training School for 
Adjudicated Children 
and Youth (TSA) 15 11 1 27 

Residential Treatment 
Center (RTC) 15 17 0 32 

Total 39 135 1 175 

The largest number of teachers were teaching in RR 

settings in the public schools; whereas, the smallest number 

of teachers were teaching in the TSA settings. TSA and RTC 

settings had the largest number of male teachers but the 

males in the RTC settings represented a larger proportion 

in that total group. Public school settings (SC and RR) 

had the largest number of females. 

As part of the statistical analyses, the subjects with-

in a single type setting were categorized into two groups. 

The first category was based on the ages of the students, 

i.e., < 13 years and > 13 years (See Table 2). 
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Table 2 

Number of Teachers of Children and Youth 
In Two Age Categories 

Setting < 13 Years 13 Years Deleted Missing 

SC 29 8 11 0 

RR 33 14 20 1 

TSA 0 23 2 2 

RTC 4 25 3 0 

Total 66 70 36 3 

The setting with the largest number of students > 13 

years was the RTC with 25 teachers followed by the TSA with 

23 teachers. The setting with the largest number of students 

<13 years was RR with 33 teachers followed by SC with 29 

teachers. Overall, the total groups were approximately 

equal in number. Thirty-six teachers were deleted from the 

analysis involving the two age groups because they taught 

children in both of the age categories. If a minimum of 

5 teachers for each grouping was not obtained, no statistical 

analysis was run for that particular group. Accordingly, no 

analysis was run for the TSA and RTC settings since their 

number of students < 13 years was less than five. 

The second category was based on the number of years 

the teacher had been teaching in the specified setting, 

i.e., < 5 years and > 5 years (See Table 3). 
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Table 3 

Number of Teachers with Different Lengths 
of Employment in a Single Setting 

Setting < 5 Years _> 5 Years Missing 

SC 38 10 0 

RR 43 23 2 

TSA 8 19 0 

RTC 16 15 1 

Total 105 67 3 

The majority of teachers had taught in their present 

setting < 5 years. The TSA setting was the only one with 

a larger group of teachers who had taught > 5 years in that 

setting. The RTC setting had approximately the same number 

from each grouping. The SC and RR settings both had a 

larger number of teachers in the < 5 years group than in 

** years group. If a minimum of 5 teachers for each 

grouping was not obtained, no statistical analysis was run 

for that particular group. The facilities from which the 

teachers were selected have been delineated in Appendix A. 

Instrumentation 

Classroom Management Profile (Appendix B) 

The Classroom Management Profile (Bullock & Zagar, 1980) 
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was designed to determine the classroom management 

techniques reported by the teacher. It consisted of twenty-

four items which reflected classroom management techniques. 

The teachers indicated on a five point scale the frequency 

with which the classroom management technique was utilized 

in his or her present classroom. 

In designing the instrument, a total of thirty—six 

items were derived from the three theoretical models deline-

ated in the Review of the Literature (12 items per model). 

To have an equal number of items from each theoretical model 

and to insure the manageability of the instrument, eight 

items from each of the three groups were randomly selected 

for inclusion on the final instrument. The order in which 

the items appeared on the final instrument was made by 

random selection. 

Construct validity was based on the theoretical 

intervention models of education from which the delineated 

classroom management techniques were derived. The theoreti-

cal models, as suggested by Rhodes (1972), included (a) 

psychodynamic (Berkowitz, 1970; Campbell, 1972; Fagen, Long 

& Stevens, 1975; Piaget, 1970), (b) behavioral (Gardner, 1977; 

Hall, 1974; Krasner & Ullmann, 1965; Skinner, 1963; Sulzer-

Azaroff & Mayer, 1977), and (c) environmental (Apter, 19 77; 

Bronfenbrenner, 1977; Hobbs, 1975, Kounin, 1975; Rhodes & 

Paul, 19 78). The theoretical models with their corresponding 

techniques are delineated in Appendix C. 
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The instrument WHS administered to fifteen students in 

special education graduate classes at North Texas State 

University during the Spring semester, 19 80. All of the 

participants had taught or were teaching behaviorally dis-

ordered children and youth. The results showed that all 

points on the five point scale were selected by the individ-

uals (See Appendix D). Verbal feedback provided by the 

students in the classes indicated that the terminology of 

the instrument was clear and comprehensible. 

Administration Procedures 

The teachers of school-aged children and youth who were 

labeled behaviorally disordered or who had been adjudicated 

to a state training facility completed one instrument. The 

instrument was the Classroom Management Profile (Bullock & 

Zagar, 1980) to which the teacher responded as it pertained 

to his or her classroom. 

All instruments were hand delivered to the administrator 

responsible for the educational unit in the facility who 

accepted the responsibility for distribution of the instru-

ments within the facilities. In non—public school settings, 

the distribution was made directly by the previously indicated 

administrator, whereas in public school settings, some dis-

tribution was made through the school mail. A listing of the 

facilities, the number of instruments delivered to each 

facility and the number which were returned is reported in 
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Appendix A. Upon completion, the instruments were either 

mailed back to the researcher or retrieved at the facility 

by the researcher. 

Statistical Procedures 

Three scores from the Classroom Management Profile 

(Bullock & Zagar, 1980) were calculated for each subject. 

The scores were determined by the responses to the items 

derived from each of the three theoretical models as 

delineated in Appendix C. Each score was the subject's 

total raw score for the specific items subsumed under each 

of the three theoretical models. 

One-way analysis of variance was used to analyze the 

derived scores (Roscoe, 1975). Tukey's HSD was used to 

test various pairwise comparisons for significance* while 

the t test was used to test comparisons of groups within 

a single setting for significance (Kirk, 1968). Kramer's 

method for handling unequal sample sizes was employed 

with Tukey's HSD (Rogan, Kesselman, & Breen, 1977). 

All data were treated as though continuous. The level 

of statistical significance was reported. If a minimum of 

five subjects for each group to be analyzed was not obtained, 

no statistical analysis was run for that particular group. 

The number of students in the < 13 age group for the TSA 

and RTC settings was less than five. Accordingly, no analy-

sis was run for the TSA and RTC settings which involved this 

age group. 



CHAPTER IV 

RESULTS 

The techniques included on the Classroom Management 

Profile (Bullock & Zagar, 1980) represented three manage-

ment models, i.e., Psychodynamic, Behavioral, and Environ-

mental. Total raw scores were calculated for each subject 

for each of the three management models. 

Data were collected from teachers at three types of 

educational and therapeutic settings for behaviorally dis-

ordered children and youth: (a) self-contained classrooms 

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

schools (RR), and (c) residential treatment centers (RTC). 

Data were also collected from teachers at a state training 

school for adjudicated children and youth (TSA). 

The means of the total raw scores for each of the 

management models were calculated for each of the setting 

types (See Appendix E); the mean scores for each of the 

items on the Classroom Management Profile were also calcu-

lated according to setting (See Appendix F). 

Hypothesis 1 

There is no significant difference in the classroom 

management techniques self-reported by teachers of 

25 
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of behaviorally disordered children and youth assigned 

to three types of educational and therapeutic settings. 

A one-way analysis of variance was utilized to deter-

mine whether the teachers in the designated educational and 

therapeutic settings for behaviorally disordered children 

and youth differed significantly in their perceived employ-

ment of the classroom management techniques subsumed under 

each of the three management models. The results of the 

statistical tests are summarized in Table 4. 

Table 4 

Analysis of Variance of the Total Self-reported Raw 
Scores on the Three Management Models Used with 

the Behaviorally Disordered 

Management Model df SS MS P E 

Psychodynamic 
Between groups 
Within groups 

Total 

2 
145 

32.19 
2228.29 

16.09 
15.37 

1.05 • - * . 3535 * - • 

Psychodynamic 
Between groups 
Within groups 

Total 147 2260.49 • • * • • * 

Behavioral 
Between groups 
Within groups 

Total 

2 
145 

706.48 
3960.19 

353.24 
27.31 

12.93 • * .0001 • • 

Behavioral 
Between groups 
Within groups 

Total 147 4666.67 * « # • • • 

Environmental 
Between groups 
Within groups 

Total 

2 
145 

327.44 
2880.95 

163.72 
19.87 

8.24 « * . 0004 
»• * 

Environmental 
Between groups 
Within groups 

Total 147 3208.39 • * « • * • 
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The F ratio (12.934) for the Behavioral Management 

Model was statistically significant (p <.001), as was the 

F ratio (8.240) for the Environmental Management Model 

(£=.0004) . Based on the way the hypothesis was stated, 

Hypothesis 1 is retained. 

However, for purposes of further analysis, Hypothesis 

1 has been restated as follows: 

Hypothesis 1A: There is no significant difference in 

the classroom management techniques self-reported by 

teachers of behaviorally disordered children and youth 

assigned to RTC and those assigned to RR in the public 

schools. 

Hypothesis IB: There is no significant difference in 

the classroom management techniques self-reported by 

youth assigned to RTC and those assigned to SC classes 

in the public schools. 

Hypothesis 1C: There is no significant difference in 

the classroom management techniques self-reported by 

teachers of behaviorally disordered children and 

youth assigned to SC classes in the public schools and 

those assigned to RR in the public schools. 

Since the sample sizes for the various settings were 

unequal, a multiple comparison procedure that could be used 

with unequal sample sizes was required. Tukey's HSD (Kirk, 

1968), with Kramer's method for handling unequal sample sizes 
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(Rogan, Kesselman & Breen, 1977), was employed to ascertain 

which of the groups of teachers in the various settings 

differed significantly from those in the other settings 

regarding their self-reported utilization of the management 

techniques included under the Behavioral Management Model 

and the Environmental Management Model. No pairwise com-

parison was made for the Psychodynamic Management Model since 

the analysis of variance did not result in a significant F 

ratio. The results are summarized in Table 5. 

Table 5 

Comparison of the Self-reported Classroom Management 
Techniques Used in Different Settings for the 
Behaviorally Disordered Using Tukey's HSD 

Models in 
Settings Mean SC RR RTC E 

Behavioral 
SC 33. 87 * * < . 05 
RR 30.24 * < . 05 
RTC 28.09 | * < . 05 

Envi ronmenta1 
SC 
RR 
RTC 

28.77 1 
25.94 
25.09 

* 
* 

* * <.05 
< . 05 
< . 05 

Note: Maximum mean score =40. 

For both Behavioral Management Model and the Environ-

mental Management Model, significant differences (£<.05) 

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

settings. The self-reported mean scores of teachers in SC 
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settings indicate that they use the Behavioral management 

techniques most of the time. For both models, teachers in the 

SC settings tended to use the specified management techniques 

more frequently than did teachers in the RTC and RR settings. 

The Behavioral management techniques are directed toward 

changing or maintaining behavior through the use of environ-

mental events as consequences. These techniques include 

token economy systems, time out, contingency contracting, and 

the use of one activity as a reinforcer for doing another 

activity. The Environmental management techniques are 

directed toward affecting the interaction between the inter- • 

nalized conditions of the student and his environment. These 

techniques include group "rap" sessions, using the parents 

of the learner and using peer pressure for behavioral control. 

In situations involving management of the classroom, teachers 

m SC settings were more likely to employ Behavioral and 

Environmental management techniques than were teachers in RR 

and RTC settings. Therefore, Hypothesis IB and Hypothesis 1C 

were rejected. Hypothesis 1A was retained. 

Hypothesis 2 

There is no significant difference in the classroom 

management techniques self-reported by teachers of 

adjudicated children and youth assigned to state 

training schools for adjudicated children and youth 

and those self-reported by teachers of behaviorally 

disordered children and youth assigned to three 

types of educational and therapeutic settings. 
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A one way analysis of variance was utilized to deter-

mine whether teachers in settings for behaviorally disordered 

children and youth differed significantly from those in TSA 

settings in their perceived employment of the techniques sub-

sumed under each of the three management models. The results 

are summarized in Table 6. 

Table 6 

Analysis of Variance of the Total Self-reported Raw 
Scores on the Three Management Models 

Used with the Adjudicated 

Management Model df SS MS F P 
Psychodynamic 

Between groups 
Within groups 

3 
171 

33.61 
!2539.27 ' 

11.20 
14.85 

.75 * • .5211 • • 

Total 174 2572.87 
# • • • • • 

Behavioral 
Between groups 
Within groups 

3 
171 

725.66 
4423.15 

241.89 
25.87 

9. 35 • * ! .0001 
e '• 

Total 174 5148.81 
# • • • • • 

Environmental 
Between groups 
Within groups 

3 
171 

397.41 
3324.80 

132.47 
19.44 

6.81 « • .0002 • * 

Total 174 3722.21 • • • # • • 

The F ratio (9.351) for the Behavioral Management Model 

was statistically significant {£<.0001) as was the F ratio 

(6.813) for the Environmental Management Model (£=.0002). 

Based on the way the hypothesis is stated, Hypothesis 2 was 

retained. 
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However, for purposes of further analysis, Hypothesis 2 

has been restated as follows: 

Hypothesis 2A: There is no significant difference in 

the classroom management techniques self-reported by 

teachers of adjudicated children and youth assigned to 

state training schools for adjudicated children and 

youth and those self-reported by teachers of behavior-

ally disordered children and youth assigned to RTC 

settings. 

Hypothesis 2B: There is no significant difference in 

the classroom management techniques self-reported by 

teachers of adjudicated children and youth assigned 

to state training schools for adjudicated children and 

youth and those self-reported by teachers of behavior-

ally disordered children and youth assigned to RR 

settings in the public schools. 

Hypothesis 2C: There is no significant difference in 

the classroom management techniques self-reported by 

teachers of adjudicated children and youth assigned to 

state training schools for adjudicated children and 

youth and those self-reported by teachers of behavior-

ally disordered children and youth assigned to SC 

settings in the public schools. 
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Since the sample sizes for the various settings were 

unequal, a multiple comparison procedure that could be used 

with unequal sample sizes was required, Tukey's HSD (Kirk, 

1968), with Kramer's method for handling unequal sample sizes 

(Rogan, Kesselman & Breen, 1977)f was employed to ascertain 

which of the groups of teachers in the settings for behavior-

ally disordered children and youth differed significantly 

from the teachers in the TSA settings for adjudicated child-

ren and youth regarding their perceived utilization of the 

management techniques included under the Behavioral Management 

Model and the Environmental Management Model. No pairwise 

comparison was made for the Psychodynamic Management since 

the analysis of variance did not result in a significant P 

ratio. The results are summarized in Table 7. 

Table 7 

Comparison of the Self-reported Management Techniques 
Used in Different Settings for the Behaviorally 
Disordered and the Adjudicated Using Tukey's HSD 

Mean SC RR TSA RTC E 
Behavioral 

SC 
RR 
TSA 
RTC 

33. 87 
30.24 
30.04 
28. 09 

* 

* <.05 

<.05 

Environmental 
SC 
RR 
TSA 
RTC 

28.77 
25.94 
24.93 
25.09 

* 

* <.05 

<.05 
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For both the Behavioral Management Model and the 

Environmental Management Model, significant differences 

(£<.05) did exist between the SC setting and the TSA 

setting. For both models, the teachers in the SC setting 

tended to utilize the specified management technique more 

frequently than did teachers in the TSA setting. 

The Behavioral management techniques are focused on 

environmental events which act as consequences for behavior. 

These techniques include social reinforcement, delineating 

specific classroom rules, and denying privileges for inap-

propriate behavior. The Environmental management techniques 

concentrate on the responses between the inner condition of 

the student and the external social and cultural conditions. 

These techniques include developing trust between teacher 

and student, using academic improvement as therapy, and 

involving the learner's "significant others." Teachers in 

the SC setting were more likely to use the Behavioral and 

Environmental management techniques in dealing with the 

management of their students than were the teachers in TSA 

settings. Hypothesis 2A and Hypothesis 2B were retained. 

Hypothesis 2C was rejected. 

Hypothesis 3 

There is no significant difference in the classroom 

management techniques self—reported by teachers who 

have been teaching in a state training school for 
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adjudicated children and youth for <5 years and 

for >_5 years. 

Independent t tests were used to determine whether 

teachers who had been teaching in TSA settings for < 5 years 

differed significantly from those who had taught ̂  5 years 

in their perceived use of the management techniques subsumed 

under each of the three management models. The results are 

summarized in Table 8. 

Table 8 

Comparison of the Self—reported Classroom Management 
Techniques Used by Teachers with < 5 Years and 

> 5 Years of Employment in TSA Settings 

Model N M SD t df E 
Psychodynamic 

< 5 years 
> 5 years 

8 
19 

25. 00 
23. 53 

1.69 
3. 93 1.01 25 . 32 

Behavioral 
< 5 years 
> 5 years 

8 
19 

29.75 
30.16 

5.95 
3. 45 -0.23 25 . 82 

Environmental 
< 5 years 
5 years 

8 
19 

24. 37 
25.16 

2.93 
4.60 -0.44 25 .66 

Two out of the three t values were negative. This 

means that the second group (> 5 years) had the higher 

mean. However, no significant differences were found 

between the two groups for any of the management models. 
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The conclusion may be drawn that teachers who had 

been teaching in the TSA setting for < 5 years did not 

differ significantly from those who had taught > 5 years 

in their perceived employment of the management techniques 

subsumed under each of the three management models. Conse-

quently, Hypothesis 3 was retained. 

Hypothesis 4 

There is no significant difference in the classroom 

management techniques self-reported by teachers who 

have been teaching in a single type educational and 

therapeutic setting for behaviorally disordered child-

ren and youth for < 5 years and for >. 5 years. For 

testing purposes, Hypothesis 4 has been restated as 

follows: 

Hypothesis 4A: There is no significant difference in 

the classroom management techniques self-reported by 

teachers who have been teaching behaviorally disordered 

children and youth in a SC setting in the public schools 

for < 5 years and .> 5 years. 

Hypothesis 4B; There is no significant difference in 

the classroom management techniques self-reported by 

teachers who have been teaching behaviorally disordered 

children and youth in a RR setting in the public schools 

for < 5 years and > 5 years. 
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Hypothesis 4C: There is no significant difference in 

the classroom management techniques self-reported by 

teachers who have been teaching behaviorally disordered 

children and youth in a RTC for < 5 years and > 5 years. 

Independent t tests were used to determine whether 

teachers who had been teaching in public school SC settings 

for behaviorally disordered children and youth for <; 5 years 

and for _> 5 years differed significantly from one another 

in their perceived use of the management techniques subsumed 

under each of the management models. See Table 9 for the 

results. 

Table 9 

Comparison of the Self-reported Classroom Management 
Techniques Used by Teachers with < 5 Years and 
5 Years of Employment in SC Settings for the 

Behaviorally Disordered 

Model 

Setting 

Model SC Model 

N M SD t df E 

Psychodynamic 
< 5 years 
^ 5 years 

38 
10 

24.92 
23. 80 

2.93 
4.75 0.94 46 . 354 

Behavioral 
< 5 years 
^ 5 years 

38 
10 

34. 47 
31.60 

4. 24 
4.06 1.92 46 . 061 

Environmental 
< 5 years 
5 years 

38 
10 

29. 31 
26.70 

3.09 
3. 37 1.93 46 .059 
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For the SC settings, a significant difference (p=.061) 

existed between the two groups on the Behavioral Management 

Model and the Environmental Management Model (£=.059). For 

both models, teachers who had been teaching for < 5 years 

utilized the specified management techniques more frequently 

than did those who had taught _> 5 years in SC settings. 

Independent t tests were used to determine whether 

teachers who had been teaching in public school RR settings 

for behaviorally disordered children and youth for < 5 years 

and for ^ 5 years differed significantly from one another in 

their perceived employment of the management techniques 

subsumed under each of the three management models. The 

results of the statistical tests are summarized in Table 10. 

Table 10 

Comparison of the Self-reported Classroom Management 
Techniques Used by Teachers with < 5 Years and 
> 5 Years of Employment in KR: Settings for 

the Behaviorally Disordered 

Model 

Setting 

Model RR Model 

N M SD t E 

Psychodynamic 
< 5 years 
^ 5 years 

43 , 
23 

23.79 
23.13 

3.78 
4.09 0.66 64 1 .514 

Behavioral 
< 5 years 
2. 5 years 

43 
23 

30.37 
29.78 

5.04 
4.67 .46 64 .644 

Environmental 
< 5 years 
^ 5 years 

43 
23 

25.86 
25.87 

4.81 
4.31 -.01 64 .994 
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For the RR settings, no significant differences were 

found between the two groups on any of the three management 

models. 

Independent t tests were used to determine whether 

teachers who had been teaching in RTC settings for behavior-

ally disordered children and youth for < 5 years and for 

_> 5 years differed significantly from one another in their 

perceived employment of the management techniques subsumed 

under each of the three management models. The results of 

the statistical tests are summarized in Table 11. 

Comparison of the Self-reported Classroom Management 
Techniques Used by Teachers with < 5 Years and 
^ 5 Years of Employment in RTC Settings for 

the Behaviorally Disordered 

Setting 

Model RTC 

N M SD t df E 

Psychodynamic 
< 5 years 
5 years 

16 
15 

26.31 
22.53 

5.03 
3.54 2.40 29 .023 

Behavioral 
< 5 years 
5 years 

16 
15 

31.69 
24.73 

4.14 
i 7.72 3.15 29 .004 

Environmental 
< 5 years 
_> 5 years 

16 
15 

27.63 
22.60 

4.23 
4.55 3.19 29 .003 
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For the RTC setting, significant differences were 

found between the two groups on the Psychodynamic Management 

Model (g=.023), the Behavioral Management Model (£=.004), 

and the Environmental Management Model (£=.003). For all 

three models, teachers who had been teaching in RTC settings 

for < 5 years tended to utilize the specified management 

techniques more frequently than did those who had been 

teaching in RTC settings for > 5 years. 

The Psychodynamic management techniques are directed 

toward affecting internalized conditions within the student 

and interpersonal relationships. These techniques include 

individual counseling techniques, the use of humor to 

defuse tense situations, the use of activities to release 

inner tensions, and sociodrama. Environmental events serve 

as consequences for behavior when Behavioral management 

techniques are used. These techniques include contingency 

contracting, time out, and systematic recording and public 

display of academic performance and social behaviors. When 

Environmental management techniques are used, the emphasis 

is on the relationship between the student's inner self 

and his environment. These techniques include using physical 

activities, involving parents, and providing for individual 

learners to participate in the pi 

activities. 

Teachers who had taught > 5 

less likely to employ Behavioral 

anning of his or her 

years in SC settings were 

and Environmental management 
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techniques in situations involving the management of the 

classroom than were teachers who had taught for a shorter 

period of time. Teachers who had taught 5 years in RTC 

settings were less likely to employ Psychodynamic, Behavioral, 

and Environmental management techniques in situations involv-

ing the management of the classroom than were teachers who 

had taught for a shorter period of time. 

Hypothesis 4B was retained. Hypothesis 4A and Hypothesis 

4C were rejected. 

Hypothesis 5 

There is no significant difference in the classroom 

management techniques self—reported by teachers of 

adjudicated children and youth in different age 

groups who are assigned to state training schools for 

adjudicated children and youth. 

The teachers were grouped into two categories based on 

the ages of their students: (a) students aged < 13 years 

and (b) students aged > 13 years. For the TSA setting, the 

number of teachers teaching the younger age group was too 

small (< 5) to provide an adequate analysis of the data. 

Therefore, no statistical analyses were run for this 

hypothesis. 

Hypothesis 6 

There is no significant difference in the classroom 

management techniques self-reported by teachers of 
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behaviorally disordered children and youth in different 

age groups who are assigned to a single type educational 

and therapeutic setting. 

For testing purposes, Hypothesis 6 has been restated 

as follows: 

Hypothesis 6A; There is no significant difference in 

the classroom management techniques self-reported by 

teachers of behaviorally disordered children and youth 

in different age groups who are assigned to SC classes 

in public schools. 

Hypothesis 6B: There is no significant difference in 

the classroom management techniques self-reported by 

teachers of behaviorally disordered children and youth 

in different age groups who are assigned to RR in 

the public schools. 

Hypothesis 6C: There is no significant difference in 

the classroom management techniques self-reported 

by teachers of behaviorally disordered children and 

youth in different age groups who are assigned to RTC. 

Independent t tests were utilized to determine if, 

within the same type setting, teachers of children aged 

< 13 years differed significantly from teachers of children 

a g e d il 13 years in their perceived employment of the class-

room management techniques subsumed under each of the the 

three management models. 
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For the RTC setting, the number of teachers (<5) teaching 

children in the younger age group was too small to provide 

an adequate analysis of the data; therefore, no statistical 

analyses were run for Hypothesis 6C. 

Four out of the six t values were negative. This means 

that the second group (>13 years) had the higher mean. How-

ever, none of the negative t values indicated a significant 

difference between the means of the two groups. The results 

of the statistical tests are delineated in Table 12. 

For the SC setting, no significant differences were 

found between the two groups for any of the three manage-

ment models. For the RR setting, a significant difference 

(£=.001) existed between the two groups for the Behavioral 

Management Model. In the RR setting, teachers of children 

aged < 13 years utilized the classroom management techniques 

subsumed under the Behavioral Management Model more frequently 

than did teachers of children aged >̂ 13 years. 

Environmental conditions serve as consequences in behav-

ioral maintenance or change when Behavioral Management 

techniques are employed. These techniques include token 

economy systems, social reinforcement and using one activity 

as a reinforcer for doing another activity. In the RR 

settings, the older the students, the less likely their 

teacher was to employ Behavioral management techniques in 

dealing with situations involving managing the classroom. 
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Hypothesis 6A and Hypothesis 6C were retained. Hypothesis 

6B was rejected. 

Summary of Results 

Educational Setting 

The teachers in the self-contained setting perceived 

themselves as employing the classroom management techniques 

directed toward changing or maintaining behavior through the 

use of environmental events as consequences (Behavioral Manage-

ment Model) more frequently than did teachers in the residential 

treatment center, resource room and state training school for 

adjudicated youth settings. The teachers in the self-contained 

setting perceived themselves as employing the classroom manage-

ment techniques directed toward affecting the interaction 

between the internalized conditions of the student and his 

environment (Environmental Management Model) more frequently 

than did teachers in the residential treatment center, resource 

room and state training school for adjudicated youth settings. 

Lengths of Teacher Employment 

The teachers who had been teaching in a state training 

school for adjudicated youth for < 5 years and > 5 years did 

not differ significantly from one another in their perceived 

employment of the management techniques subsumed under each 

of the three management models. For the self-contained set-

tings, teachers who had taught < 5 years perceived themselves 

as using the management techniques directed toward changing 
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or maintaining behavior through the use of environmental 

events as consequences (Behavioral Management Model) more 

frequently than teachers who had taught ^ 5 years. For 

the self-contained settings, teachers who had taught < 5 

years years perceived themselves as using the management 

techniques directed toward affecting the interaction between 

the internalized conditions of the student and his environ-

ment (Environmental Management Model) more frequently than 

teachers who had taught _> 5 years. For the residential 

treatment center settings, teachers who had taught < 5 years 

perceived themselves as using the management techniques 

directed toward (a) affecting internali2ed conditions within 

the student and interpersonal relationships (Psychodynamic 

Management Model), (b) changing or maintaining behavior 

through the use of environmental events as consequences 

(Behavioral Management Model), and (c) affecting the inter-

action between the internalized conditions of the student 

and his environment (Environmental Management Model) more 

frequently than those who had taught > 5 years. 

Age Groups of Children and Youth 

The teachers of children in two age groups (ages < 13 

years and _> 13 years) were analyzed with regard to their 

perceived employment of classroom management techniques 

subsumed under three management models. For the state 

training school for adjudicated youth setting and the resi-

dential treatment center setting, the number of teachers who 
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taught the younger age group was too small (<5) to provide 

adequate analysis of the data. In the resource room settings, 

teachers of children age < 13 years perceived themselves as 

utilizing the classroom management techniques directed toward 

changing or maintaining behavior through the use of environ-

mental events as consequences (Behavioral Management Model) 

more frequently than did teachers of children aged > 13 years. 



CHAPTER V 

FINDINGS, CONCLUSIONS AND RECOMMENDATIONS 

This study addressed the identification of the class-

room management techniques utilized by teachers of behav-

iorally disordered and adjudicated children and youth. 

Specifically, the purpose was to examine (a) the self-

reported classroom management techniques of the teachers of 

adjudicated or behaviorally disordered children and youth 

assigned to different types of educational and therapeutic 

settings, (b) the self-reported classroom management techniques 

of teachers who have been teaching in a single type educational 

and therapeutic setting for behaviorally disordered or adjudi-

cated children and youth for various numbers of years, and 

(c) the self-reported classroom management techniques of 

teachers of behaviorally disordered or adjudicated children 

and youth in different age groups assigned to a single type 

educational and therapeutic setting. 

Findings 

An analysis of the results indicates that 

1. The teachers in the self-contained (SC) setting tended 

to employ the classroom management techniques 

subsumed under the Behavioral Management Model and 

47 
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the Environmental Management Model more frequently 

than did teachers in the residential treatment center 

{RTC) setting and the resource room (RR) setting. 

2. The teachers in the SC setting tended to utilize 

the classroom management techniques subsumed under 

the Behavioral Management Model and the Environ-

mental Management Model more frequently than did 

teachers in the state training school for adjudicated 

children and youth (TSA). 

3. Teachers who have been teaching in the TSA setting 

for < 5 years and >_ 5 years did not differ signifi-

cantly from one another in the employment of the 

classroom management techniques subsumed under each 

of the three management models. 

4. For the SC settings, teachers who had taught < 5 

years used the management techniques subsumed under 

the Behavioral and Environmental Management Models 

more frequently than teachers who had taught il 5 

years. For the Psychodynamic, Behavioral, and 

Environmental Management Models, teachers who had 

taught < 5 years in a RTC setting used the specified 

techniques more frequently than those who had 

taught 5 years. 

5. The teachers of children in two age groups (ages 

< 13 years and ages ^ 13 years) were analyzed with 

regard to the employment of classroom management 
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techniques subsumed under the three management 

models. For the TSA setting, the number of sub-

jects teaching the younger age group was too small 

(<5) to provide an adequate analysis of the data. 

6. In the RR setting, teachers of children aged < 13 

years utilized the classroom management techniques 

subsumed under the Behavioral Management Model more 

frequently than did teachers of children aged 13 

years. 

Conclusions 

In examining these teacher reported data, caution 

should be exercised in interpreting the results for a non-

similar population or with different measuring instruments. 

Various sources have advocated the use of psychodynamic 

(Berkowitz, 1974; Fagan, Long, & Stevens, 1975; Long & 

Newman, 1976; Palomares & Logan, 1975), behavioral (Gast 

& Nelson, 1977; O'Leary & O'Leary, 1977; Sulzer-Asaroff & 

Mayer, 1977; Walker, 1979), and environmental (Brito, 1978; 

Hobbs, 1974; Kounin, 1975; Rhodes, 1969) management tech-

niques to be utilized with behaviorally disordered children 

and youth. Based on the results of this study the following 

conclusions are drawn: 

1. The specified management techniques are reported 

by teachers to have significant utilization in the 

designated classroom settings. 
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2. The frequency with which these techniques are 

employed by the classroom teachers is not identical 

across settings, length of teacher employment and 

different age groupings of students. 

Several implications may be derived from the results of 

the study. Teachers in self-contained settings seem to 

prefer Behavioral and Environmental Management techniques 

more than teachers in any other setting. There was no single 

setting in which teachers seem to prefer Psychodynamic Manage-

ment techniques more than teachers in the other settings. 

For settings where differences did exist, teachers who had 

taught < 5 years seemed to prefer Behavioral and Environ-

mental Management techniques more than those who had taught 

_> 5 years. Overall, teachers showed a difference in their 

preference for Behavioral Management techniques more often 

than in their preference for the other techniques. 

The results and conclusions are only descriptive of 

the designated classroom management techniques that are 

perceived by teachers to be used in the various settings. 

They should not be interpreted as indicating the appropriate-

ness of the techniques that are used in the settings. 

Presently, the commonly used teacher education practice 

is to assume that all teachers of children and youth with 

behavioral disorders should possess a common body of know-

ledge. Consequently, the training elements included in 

the teacher preparation sequence are usually identical. 
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However, the findings of this study indicate that the 

utilization of classroom management techniques as applied 

on a daily basis in the designated settings are not identical, 

In addition, differences were also indicated between the 

classroom management techniques utilized with different 

aged students. 

Recommendations 

In view of the findings of this study, the following 

recommendations are presented: 

1. There is a need for research which would deter-

mine the efficacy of the classroom management 

techniques being utilized in different types 

of educational therapeutic settings to which 

behaviorally disordered children and youth are 

assigned. 

2. There is a need for research which would deter-

mine the efficacy of the classroom management 

techniques being utilized in state training 

schools for adjudicated children and youth. 
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APPENDIX A 

INSTRUMENT DISTRIBUTION AND RETURN 

Facilities 
Number 

Distributed 
Number 
Returned 

Texas Youth Council 

Gainesville State School 35 27 

Texas Department of Mental 
Health and Mental Retardation 

Rusk State Hospital 5 3 

Terrell State Hospital 12 9 

Vernon Center 19 12 

Wichita Falls State Hospital 8 8 

Public Schools 

Denton County Special 
Services Co-op 20 9 

Piano ISD 26 26 

Fort Worth ISD 300 81 
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APPENDIX B 

CLASSROOM MANAGEMENT PROFILE 

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

Management Techniques 

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

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

3. Use personnel from outside the classroom to assist 
in crisis situations, 

4. Use physical restraints for controlling destruc-
tive-type behaviors. 

5. Involve parents. 

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

7. Use peer pressure for behavioral control. 

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

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

10. Use contingency contracting. 

11. Deny privileges for inappropriate behaviors. 

12. Use humor to "defuse" tense situations. 

13. Use academic improvement as therapy. 

14. Use physical activities {i.e., running in place, 
planned exercises) 

15. Use group "rap" sessions. 

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

17. Develop trust between teacher and student. 

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

19. Use time-out. 

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

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

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

23. Use planned ignoring. 

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

c Lyndal M. Bullock & Sdanna Zagar 
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APPENDIX C 

The models are classified as suggested by Rhodes (1972). 

Psychodynamic Model 

1. Adhere to a varied/flexible daily routine for all 
learners (Berkowitz, 1974; Long & Newman, 1976). 

3. Use personnel from outside the classroom to assist in 
crisis situations (Caplan, 1964; Newman, 1967). 

4. Use physical restraints for controlling destructive-
type behaviors (Long & Newman, 1976; Redl & Wineman, 
1952). 

8. Use activities (i.e., art therapy, music therapy, 
therapeutic play) to release inner tensions (Kramer, 
1971; Stainback, Stainback & Hallahan, 1973). 

12. Use humor to "defuse" tense situations (Long & Newman. 
1976; Redl & Wineman, 1952). 

16. Use socio-drama (i.e., play therapy, role playing 
(Fagen, Long & Stevens, 1975; Palomares & Logan, 1975). 

20. Use individual counseling techniques (i.e., Life 
Space Interview) (Redl, 1971). 

23. Use planned ignoring (Long & Newman, 1976; Redl & 
Wineman, 1952). 

Behavioral Model 

6. Delineate specific classroom rules to which all learners 
are expected to adhere (Walker, 1979). 

9. Use social reinforcement (i.e., praise, affection, 
touching) (Bernhardt & Forehand, 1975; Hall, 1974). 

10. Use contingency contracting (Homme, 1969; Walker, 1979). 

11. Deny privileges for inappropriate behaviors (Hundert, 
1976; Sulzer-Azaroff & Mayer, 1977). 
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APPENDIX C—Continued 

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

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

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

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

Environmental Model 

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

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

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

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

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

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

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

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

Mean, Variance and Standard Deviation 
of Management Model Total Raw Scores 
of Teachers in Different Settings 

Setting N Mean Variance Standard Deviation 

Psychodynamic Management Model (Possible Range 40 - 8) 

SC 48 24.867 11.326 3.365 

RR 68 23.706 15.285 3.910 

TSA 27 23.963 11.960 3.458 

RTC 32 24.562 21.673 4.655 

Behavioral Management Model (Possible Range 40 - 8) 

SC 48 33.875 18.707 4.325 

RR 68 30.235 23.317 4.829 

TSA 27 30.037 17.806 4.220 

RTC 32 28.094 48.991 6.999 

Environmental Management Model (Possible Range 4 0 - 8 ) 

SC 48 28.771 15.329 3.915 

RR 68 25.941 20.862 4.568 

TSA 27 24.926 17.071 4.132 

RTC 32 25.094 24.604 4.960 
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