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CHAPTER I
INTRODUCTION

A recent pedagogical phenomenon called teacher burn-out is becoming
prevalent in the educational arena. This psychological state is pro-
duced by stress and can result in a myriad of symptoms such as loss
of will, suicide, colitis, depression, and lowered self-esteem. Teacher
burn-out has reportedly resulted in physical, emotional, and attitudinal
exhaustion (Chicago Teacher Union Survey, 1977). Christina Maslach
(1977) has reported that burn-out often leads to a deterioration of
physical well-being. This failure to cope can be manifested in a num-
ber of ways (e.g., impaired performance, mental illness, marital con-
flict). Burn-out as a phenomenon can be described as an active process
or a final state in which an individual is either becoming or has
achieved a psychological state of mental drain, emotional exhaustion,
stagnation, or physical fatigue. Burn-out can also be defined as a
reaction to job stress, characterized by exhaustion, depression, and
disengagement (Cherniss, 1980). Specifically, burn-out is characterized
by emotional exhaustion where an individual cannot deal successfully
bwith the overwhelming emotional stress of the job.

According to Jerry Edelwich (1980), burn-out refers to a progres-
sive loss of idealism, energy, and purpose. Teacher burn-out has a
debilitating effect on the process of education, the teacher's personal
health, and the delivery of services to students (Weiskopf,

1



1980). While teacher burn-out exists at all levels of the educational
system, the present investigation focuses only on those teachers of
handicapped children who require constant care, supervision, and sup-
port. The stress innate in special education may lead to emotional
strain, resulting in physical or emotional exhaustion. When the emo-
tional stress continues without relief, the teacher, unable to cope
with the stress, may begin the process of burning out (Weiskopf, 1980).
Because of this effect, a need exists to help educators develop a
better understanding of the burn-out syndrome.

Initially, a burn-out victim may have only a vague feeling of
personal distress. As burn-out evolves, fatigue and irritability, along
with mild depression, boredom, and feelings of overwork surface (Freud-
enberger, 1977). The teacher may become less flexible, cynical, and
sarcastic. If the subtle signs of burn-out go unnoticed and the
stress continues, problems such as alcohol and drug abuse, absenteeism,
marital conflict, mental illness, and depression can emerge (Cooper and
Marshall, 1976; Maslach, 1977). Burn-out can also be seen as a process
of disillusionment that commonly occurs in the following hierarchial .
arranged stages: enthusiasm, stagnation, frustration, and apathy
(Edelwich and Brodsky, 1980).

Burn-out has multi-faceted dimensions such as depression, negative
self-evaluation, job dissatisfaction or, as Jackson and Maslach (1971)
have reported; emotional exhaustion, negative attitudes towards reci-
pients, negative self-evaluation as a helper and emotional distance
from recipients. How teachers perceive negativism in relation to their

own personal belief svstem could be a major determinant or trait
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indicating the degree to which they would experience burn-out (Jackson
and Maslach, 1979). That is to say that ''one cannot smooth out the
turf, but one can ride the waves."

One area of research that might increase our understanding of
teacher burn-out focuses on the conditions which influence the tendency
to ascribe responsibility to personal forces (e.g., ability and effort),
or to impersonal forces over which the individual has little control
(e.g., situation and luck). One personality dimension which appears
to play a major role in influencing the nature of causal attributions
is the internal-external control of reinforcement (I-E). The I-E
variable represents a generalized expectancy that reinforcement is
causally related to one's own behavior-(Davis and Davis, 1972). It is
expected that the relationship between I-E and attribution of
responsibility would be mediated by the nature of the outcome in a
behavioral activity (e.g., teaching emotionally disturbed children).

This factor of internality-externality may affect the amount of
burn-out that one person develops relative to another. The internal
versus external control of reinforcement concept developed from social
learning theory (Rotter, 1954) and refers to the extent to which an
individual feels that he or she has control over the environment or
reinforcement contingencies. It has been hypothesized that depression
tends to be associated with people who possess a strong generalized
expectancy that outcomes are their own responsibility (Rotter, 1966).
Merton has discussed the belief in luck (externality) as a defense
behavior, as an attempt ''to serve the psychological function of enabling

people to preserve their self-esteem in the face of failure.' He states



it may also, in some individuals, act to curtail sustained endeavor.
Is the "external' cognitive style more effective in buffering against
negative emotions than the internal style? Conversely, studies have
shown that externals tend to report a greater incidence of depression
(Abramowitz, 1966).

The framework of teaching emotionally disturbed children provides
one with a naturalistic situation that can apparently produce stress,
frustration, and other negative behavioral characteristics. Teachers
of the emotionally disturbed/behavior disordered children are continually
confronted with occupational stress, professional frustration, and pro-
longed teacher-student confrontation. They would appear to be prime
candidates for becoming burned-out.

It is anticipated that, by looking at the internal-external
dimension within the stressful and potentially frustrated or defeating
framework of special education, one could gain a greater understanding
regarding the internal-external control dimension and attribution of
responsibility for success and failure within this naturalistic frame-
work. In addition, by analyzing teacher burn-out utilizing the indepen-
dent variables of locus of control and years of teaching experience,
new information surrounding this syndrome could be generated. For
example, does a longer time in the teaching profession tend to generate
a higher probability of burning-out manifesting itself in greater
depression, lowered self-esteem and/or lowered job satisfaction?

Many variables pertaining to teacher burn-out must be systemati-
cally studied and analyzed in order to generate additional information

and bring further clarification and understanding to this phenomenon.
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Habkin and Struening (1976) point out that the relationship of teacher
burn-out to internality-externality, psychological styles, and job
satisfaction are some areas currently being investigated. 'What
remains to be investigated to understand the nature of stress associated
with teaching events is the relationship of perceived stress to "inter-
nal factors'' such as personality type, psychological defenses, past
experiences, and a sense of mastery over one's fate.'" Within the con-
text of working with severely handicapped children, it appears that
teachers with an internal orientation may be more susceptible to a
greater amount of bum-out as manifested by a higher degree of dissatis-
faction, and/or depression, and/or lowered self-esteem. Furthermore,
relationships may exist between years on the job and job satisfaction
(e.g., longer on the job, greater dissatisfaction for both cognitive
styles) or among some combinations of the dependent variables (e.g.,
higher depression--lowered job satisfaction, higher depression--lowered
self-esteem, higher job satisfaction--high self-esteem).

The relationship between the concept of psychological success and
burn-out was made especially clear by Argyris (1959). He asked ''what
happens when a person must work in a situation structured for failure,

a situation in which success occurs rarely, or the conditions for
psychological (i.e., self-controlled) success are not present?'" His
answer was that the person will increasingly use intrapsychic defenses.
The result will be apathy, increased concern with material rewards,
heavy use of psychological defense mechanisms (such as denial, avoidance,
and repression), fighting the organization, changing one's position, or

leaving the organization. If these coping strategies fail, the person



may become more dependent and passive, his or her time perspective
will shorten, self-esteem and self-confidence will decrease, and fear
of new tasks will increase. The person also will increasingly expect
to fail, give up quickly, lose interest in work, and tend to blame
others.

Overall, the present field study addresses the phenomenon of
teacher burn-out by analyzing the dependent variables of depression,
job satisfaction, and self-esteem. By identifying specific relation-
ships between the dependent variables and the independent variables of
locus of control and years of teaching experience, a greater understand-
ing of the teacher burn-out phenomenon will hopefully develop.

Furthermore, this study addresses itself to the numerous incon-
sistencies and contradictions found within the literature regarding the
specific relationship between locus of control and depression. Which
locus of control style teacher (the internal or external) is more
likely to experience relatively greater levels of depression under
similar circumstances (which may be frustrating)? When engaging in
this analysis, a cognitive model of motivation is considered in which
ascriptions concerning the causes of success and failure mediate
between échievement outcomes and subsequent achievement-related behavior
(Weiner, et.al., 1972). Consequently, the basic paradigm of a cognitive
theory of motivation (Baldwin, 1969) is that mental events following
the perception of a stimulus determine the behavioral response to
that stimulus.

To summarize, staff burn-out in human service programs is a pro-

cess in which stress produces strain. Workers are strongly motivated
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to achieve a sense of efficacy and psychological success in their work,
but their efforts are frustrated in a work setting characterized by
unpredictability and lack of personal control. When staff chronically
feel ineffective, unsuccessful, and powerless, learned helplessness is
a likely outcome. Learned helplessness leads to the passive, defensive
coping behavior associated with burn-out (for example, emotional with-
drawal, apathy, depression, dissatisfaction, cynicism, and preoccupation
with the self) (Cherniss, 1980).

Locus of control is a personality dimension that has been linked
to differences in stress reactions. According to Rotter (1966), indi-
viduals differ in the degree to which they believe that they control
important sources of reinforcement in their lives. '"'Intemnals'' tend to
believe that they control their destinies. If they want something,
they assume they can get it. If they fail, it is because they lacked
the will or ability. ''Externals'' believe they are at the mercy of
fate or powers beyond their control. Whether life turns out well or
poorly for them, they attribute the cause not to their own efforts or
abilities but to external forces (Seligman, 1975).

Seligman (1975) suggested that "'externals'' are more prone to
leatned helplessness. In other words, they are more likely to believe
that they are helpless and have no control over a situation and con-
sequently, will tend to give up and withdraw in the face of stress and
frustration. Internals, on the other hand, will tend to persist in the
face of frustration. They are less likely than externals to manifest
the deficits associated with burn-out. However, in the present study,

it is hypothesized that a sense of self-direction may further one's



sense df mastery over life, but in specific social situations will

this internal cognitive style actually create a greater degree of nega-
tive emotions than the external cognitive style? Furthermore, do some
of the variables associated with teacher burn-out, such as depression
and job satisfaction, have a relationship between each other that would
help us better understand the bum-out syndrome further? The present
investigation systematically addresses these areas in conjunction with
the teacher burn-out phenomenon in an attempt to provide answers to

the above questions.



CHAPTER II
REVIEW OF THE LITERATURE

The lack of research on I-E expectancies and teacher related
burn-out is quite striking. However, the current heightened blending
of interest in individual difference variables and the burn-out
syndrome is most likely resulting from an increased focus on the
philosophy of prevention and on changing social and financial educa-
tional perspectives. Increasing awareness is becoming evident in
which individual responsibility for one's own health is being emphasized.
Increasing education costs have caused continuing concern and motiva-
tion on the part of the educational system to protect and further
develop human resources.

The following selective review of the literature focuses on
three major areas of research: 1locus of control, depression, and
teacher bum-out. Even though all three areas are presented as inde-
pendent subsections, the information selected in each subsection is
shown to be interrelated and germaine to the other areas reviewed.
Research with the I-E dimension suggests that beliefs about locus of
control of reinforcement are not only influential, but rather contro-
versial in relation to one's affective domain. That is to say, that
external locus of control orientations and not internal orientations,
have been reported by various sources (e.g., Seligman, 1975) to be the

better cognitive stvle for coping in situations of stress, frustration,

: 9
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and depression. Overall, the systematic investigation of teacher
burmn-out and related variables is still in the stage of infancy, as
evidenced by a lack of significant numbers of research studies and

information,

Locus of Control

The internal-external control of reinforcement (I-E) dimension
is an expectancy variable situated within Rotter's social learning
theory (Lefcourt, 1976; Phares, 1976; Rotter, 1954; Rotter, Chance,
and Phares, 1972; Strickland, 1977). I-E refers to the degree to which
an individual perceives the events that happen to him/her as dependent
on his/her own behavior or as a result of luck, chance, fate, or powers
beyond one's personal control and understanding. The concept was
first outlined by Rotter and defined as follows: When a reinforcement
is perceived by the subject as following some action of his own but not
being entirely contingent upon his action, then, in our culture, it 1is
typically perceived as the result of luck, chance, fate, as under the
control of powerful others, or as unpredictable because of the great
complexity of the forces surrounding him. When the event is inter-
preted in this way by an individual we have labeled this a belief in

external control. If the person perceives that the event is contingent

upon his own behavior or his own relatively permanent characteristics,

we have termed this a belief in internal control (Rotter, 1966).

Rotter, 1954; Rotter, et.al., 1972 postulated behavior to occur
as a function of expectancy and reinforcement within a specific situa-

tion. If a situation is novel or ambiguous, then an individual will
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depend on generalized expectancies that have served him/her in the past.
More specific expectancies are used when the aspects of the situation
are straightforward or routine. The I-E dimension is a generalized
expectancy that occurs when individuals have learned that events are
contingent or non-contingent on their behavior. Individuals holding
internal expectancies are more likely than externals to take responsi-
bility for their actions (Davis and Davis, 1972; Phares, Wilson and
Klyver, 1971) and to attribute responsibility to agents who activate
chance (Hochwich, 1972; Phares and Wilson, 1972; Schiavo, 1973; Sosis,
1974). 1In performance task situations, internals are perceptually
alert and attentive (DuCette and Wolk, 1973; Lefcourt and McDonald,
1973; Lefcourt, 1969; Wolk and DuCette, 1974) and appear to gather and
process information effectively for problem solving (Davis and Phares,
1977; DuCette and Wolk, 1972; Pines and Julian, 1977). Research on
social action (Gore and Rotter, 1963; Levenson and Miller, 1965; Pawlik
and Almquist, 1973; Sanger and Alger, 1972) suggests that individuals
who believe that events are related to their own behaviors are more
likely than persons trusting fate or powers beyond their control to
take steps to change aversive life situations. Phares (1976, p. 78)
proposed that the cognitive and motivational aspects of the I-E dimen-
sion leads internals to a superior position exerting power and control
over their environment.

Joe (1971) and Lefcourt (1972) indicate that the locus of control
construct has been examined as a personality dimension from which pre-
diction of human behavior could be inferred over widely diverse situa-

tions in terms of generalized expectancies. Rotter's internal-external



| 12
(I-E) locus of control theory is based upon the degree to which an
individual believes he has direct control over acquiring reinforcement
contingent to his or her behavior. Internals reportedly believe that
reinforcement is influenced through one's own abilities to directly
control the reinforcing contingencies. An external, however, is more
likely to feel as if the reinforcing contingencies are controlled by
either luck, chance or fate, or by forces not subject to one's own
sphere of influence. Rotter (1966) suggests that an internally-oriented
person should exhibit relatively more self-control. He or she may be
more alert to his or her environment for data upon which to base his
or her choices, and he or she should be more concerned with failure
because he or she holds himself or herself more responsible than would
an external. The internal is also expected to see others more as he
or she sees himself or herself and to be considerate of another's
point of view.

On the other hand, the external reportedly believes that agents
other than himself or herself are responsible for life's events. We
might assume that he or she feels mofe alienated from his or her
destiny (Rotter, 1971). Less concerned with achievement, the external
is likely to accept failure calmly, secure in the belief that blame
may be attributed outside oneself (Rotter, 1966). Phares (1971) found
that externals who had been failed on a standardized test under normal
conditions were more likely to exhibit blaming behavior (a defense
reaction) than in a condition which contained real distractions. The
research of Lewis and Blanchard (1971) seems to suggest that externals

do not perceive subtly coercive situations as particularly threatening,
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indeed, they may welcome such situations. If flight from responsibility
is characteristic of the external, then one can easily explain the
external's tendency to anxiety (Hountras, 1970) and neuroticism (Platt,
et.al., 1970). Indications that the external is less dominant, less
assertive, more dependent, and more dogmatic (Hersch and Schiebe,

1967; Clouser and Hjelle, 1970) would support the view that the exter-
nal teacher is pessimistic about personal power, fearful of responsi-
bility, and consequently apathetic.

Clouser and Hjelle (1970) found a correlation between external
locus of control and high scores on a dogmatism scale. External locus
of control has been found to correlate positively with neuroticism
(Platt, Pomeranz, and Eisenman, 1970), with manifest anxiety (Hountras
and Scharf, 1970), and with blaming behavior (Phares, Wilson, Klyver,
1971). Lewis and Blanchard (1971) found that "internals' are resistent
to subtle suggestions, and Bartel (1970) found that they attributed
performance more to motivation than to ability. The results of a study
by Weight (1970) suggest that "internals' are more confident in attri-
buting good quality to an interpersonal relationship. Tseng (1970)
found that they tended to make higher scores on scales which measured
"compliance with rules', '"ability to work with others', and '‘work
tolerance'. According to Hersch and Schiebe (1967), "internals' score
higher on scales of dominance, tolerance, sociability, efficiency and
well-being.

An internal cognitive orientation is one in which an individual
believes in directlcontrol over the contingencies of reinforcement.

This type of individual's attribution of responsibility under conditions
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of success or failure is seen as mainly reflecting characteristics of
the self (e.g., ability and skill). Attribution may be external in
which case the outcome is seen as primarily due to outside influences
over which the person has little or no control (N. T. Feather, 1969).

According to Weiner, Heckhausen, Meyer, and Cook (1979), ability
and effort are perceived as internal (personal) causes of success and
failure, while task difficulty and luck are external (environmental)
determinants of outcome. They contend that locus of control influences
the affective reactions to an event, with internal ascription magnifying
emotional responses. Several researchers (e.g., Larson, 1977; Luginbuhl,
Crowe and Kahan, 1975; Wortman, Constanzo, and Witt, 1973) have found
evidence for a "'self-serving bias'" (*liller and Ross, 1975) in causal
attributions; that is, people tend to attribute their successes to
internal factors (e.g., ability and effort) and their failures to exter-
nal factors (e.g., luck or task difficulty). In their review of the
literature, Miller and Ross originally suggested that non-motivational
factors relating to perception and information processing may account
for this self-serving bias. |

Studies attesting to the relationship between locus of control
and attribution of responsibility theory seem to indicate that inter-
nals assume greater responsibility for their failure than do externally
orientated individuals. Butterfield (1976), in discussing the locus
of control construct, suggested that externals generally regard
ovstacles as insurmountable in comparison to internals, who regard
them as generally surmountable since they believe that they control

reinforcement. These results suggest that the more internal a subject
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is, the more he or she reacts to frustration in a constructive manner,
and the less intropunitive (self-blaming) are his or her reported
reactions, whereas, the more external a subject is the more he or she
reacts intropunitively and the less constructively.

Feather (1968) suggested that differences may exist in terms of
attribution of responsibility if the success or failure of the outcome
is connected with positive or negative self evaluation. For example,
Feather reported that unexpected success on a problem-solving task was
associated with greater satisfaction; but carried a stronger tendency
to attribute success toward external attribution (good luck) than when
success was expected. Similarly, unexpected failures was associated
with greater dissatisfaction, with a stronger tendency to blame failure
upon external attribution or bad luck. Previous research has shown
that incidents of job dissatisfaction are more likely to be attributed
to external agents (e.g., coworkers, superiors) than are incidents of
job satisfaction (Adler, 1980).

Locke (1973) and Schneider and Locke (1971) suggest that in the
organizational context, external agents in fact may do more to promote
experiences of dissatisfaction than experiences of satisfaction.

Phares and Wilson (1972), have reported that the clearer the cues are
regarding the actual causes for satisfaction and dissatisfaction, the
less motivationally based biases affect attributional behavior.

In sum, the previously cited studies described characteristics
or personality traits which seem to be attributed to either an internal
or external cognitive orientation. Specifically, the I-E literature

has provided conflicting information with regard to I-E and coping
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abilities under frustrating or adversive situational conditions. Con-
sequently, the question still remains concerning which type of person
(I or E) is apt to become more depressed or dissatisfied with work

under frustrating or negative conditions.

DeEression

Problems in personal adjustment can often be traced to the
attributions individuals make regarding the causes of their behaviors
(cf. Abramson, Seligman, and Teasdale, 1978; Valins and Nisbett, 1971).
Although the failure to deal satisfactorily with environmental
stresses and demands generally leads to loss of self-esteem and self-
confidence, these effects are far more pronounced when the cause of
the failure is attributed to oneself. Such negative self-attributions,
whether veridical or erroneous, lead to feelings of inadequacy and
further undermine the individual's ability to deal effectively with
subsequent problems (Storms and McCaul, 1976).

Klein, Fencil-Morse, and Seligman (1976) found that depressed sub-
jects who attributed failure to anagrams to their own incompetence
rather than to the difficulty of the test demonstrated less adequate
patterns of adjustment. As Abramson, et.al. (1978) have noted, uncon-
trollable outcomes can lead to feelings of helplessness rather than to
environmental factors.

Research on the I-E variable and the reporting of psychological
and/or emotional difficulties is much more extensive than that on
I-E and physical disorders. At a general level of overall functioning,

internal individuals including the elderly (Felton and Xahana, 1974;
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Wolk and Kurtz, 1975) are significantly more likely to report them-
selves as content with their life situations than externals (Naditch,
Gargan, and Michael, 1975; Palmore and Luikart, 1972). The relation-
ships among I-E and adjustive behavior and attitudes, however, is
apparently moderated by the nature of the settings in which peopnle
reside (Wolk, 1976). With regard to dysfunctional difficulty, investi-
gators have found a belief in external locus of control to be related
to debilitating anxiety (Butterfield, 1964; Feather, 1967; Finch and
Nelson, 1974; Platt and Eisenmann, 1967), to the holding of irrational
value (MacDonald and Games, 1972) to mood disturbances (Xilpatrick,
Dubin and Marquette, 1974), and to indices of maladjustﬁent on paper-
and-pencil questionnaires (Duke, 1973; Hersch and Scheibe, 1967;
Vega, 1972). With patients who have been hospitalized for psychiatric
reasons, a number of researchers have also reported a relationship
between externality and severity of psychiatric diagnosis (Cash and
Stack, 1973).

Abramowitz (1966) found externals were more apt to report a
greater incidence of depression that were internals on the Guilford
Depression Scale. Calhoun, Cheney, and Dawes (1974) found a relation-
ship between externality and the presence of relatively stable symptoms
of clinical depressions among a non-psychiatric sample of both males
and females.

The findings from those studies using a non-psychiatric sample
appear to be consistent with earlier studies which reported pathological
subjects to have higher external scores than normal subjects. Bialer

(1960); Cromwell, Rosenthal, Shakow, and Kahn (1961); Harrow and
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Ferrante (1969) reported differences in I-E orientation for committed
mental patients and found that schizophrenics were more external than
the total sample of non-schizophrenics. Shybut (1968) found psychotics
to have higher external scores than either normal or neurotic subjects.
Naditch, Gargan, and Michael (1975) found depression to be most asso-
ciated with externality and high degree of discontent. Boor (1976)
investigated the relationship of I-E control to be national suicide
rates among ten countries and found those cultures that encouraged
high perceptions of externality also seemed to experience the highest
national suicide rates.

Related to the studies of externality to depression is Rotter's
(1967) conceptualization that externals would lower their expectations
for securing valued goals or reinforcement and that such an expectation
would result in the decrease of goal-seeking behavior. Bech (1967)
included this lack of purposefulness to behavior as being a behavioral
correlate to the symptomatology of the depressed. Subsequent studies
by Prociuk, Breen, and Lussier (1976) and by Fogg, Kohaut, and Gayton
(1977) have confirmed this relationship of hopelessness to an external
locus of control dimension.

A puzzling issue through the consideration of the relationship
between I-E and maladaptive behavior, however, concerns the discrepant
predictions of the relationship between externality and depression.

One might expect that individuals who believe that they are responsible
for the results of their behavior would be more likely to become
depressed when life events do not go well for them than persons who are

able to attribute traumatic events to luck, fate, God's judgement, and
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so forth. Indeed, Phares (1972) hypothesized that 'depressions tend
to be associated with people who possess a strong generalized expectancy
that outcomes are their own responsibility''. The guilt and self-
punitiveness often expressed by depressives would be expected to occur
when individuals actually believe that they experience life occurrences.

Efran (1963) examined the relationship between I-E and defensive-
ness and noted that externals showed less forgetting than did internals
after failing a problem-solving task. He speculated that... ''an exter-
nal orientation may provide less need to defend against the unpleasant
thought of failure, since that orientation gives one a less threatening
explanation of failure--forces outside oneself are responsible."”

Phares, Ritchie and Davis (1968) reported that after having dis-
tinguished their samples in terms of I-E, subjects were administered
projective personality tests. After having heard their psychological
evaluations (all of a standard format with an equal number of positive
and negative appraisals for each subject), externals recalled more
threatening information than did the internals. It would appear that
differential levels of anxiety in internals and externals produce dis-
parate effects of interference with respect to the recall of threatening
materials. Externals orientation would appear to act as a defense
mechanism against lowered self-esteem and acts to produce less need to
initiate forgetting as an adaptive response to threatening stimuli.

Kolstoe, James, and Randall (1968) suggest that externals have
less need to resort to forgetting and denial as defensive strategies
since they can readily account for failure by attributing them to imper-

sonal forces. Further support for a defensive interpretation of
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externality is found in a study by Phares, Wilson, and Klyver (1971)

in which externals attributed more blame for their failures to environ-
mental factors than did internals. Logically, it seems that these
strategies would protect the self-esteem and affect of this cognitive
psychological style.

If an external orientation does serve a defensive function, then
it might be expected that the relationship between I-E and attribution
of responsibility would be mediated by the nature of the outcome in the
teaching activity. Specifically, externals, following frustration or
failure, would be more inclined‘than internals to rationalize this out-
come by attributing it to forces beyond their control. Conversely,
successful task performance would engender little or no threat, and
therefore differences between internals and externals in assigning
responsibility to outside forces would be attenuated (Davis and Davis,
1972). Therefore, it seems that when an outcome is negative, internals
will blame themselves more than externals and develop greater amounts
of depression and job dissatisfaction.

In summary, individuals are psychologically affected even when.
being normal, ordinary participating members of society involved in
its institutions and structures (Perlin, 1931). This is readily seen
in the teaching profession where depression and job dissatisfaction
are not uncommon. As reported previously, prcblems in personal adjust-
ment can often be traced to the attributions individuals make regarding
the causes of their behaviors (Abramson, et.al., 1971). In certain
social situations, is it more psychologically debilitating when one

attributes failure to personal inabilities rather than to environmental
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factors? Studies have shown that externals were more apt to report a
greater incidence of depression than were internals (Abramowitz, 1966).
Other studies have suggested that external orientation would appear to
act as a defense mechanism against lowered self-esteem (Phares, Ritchie,
and Davis, 1968). Furthermore, Phares (1972) hypothesized that ''depres-
sions' tend to be associated with people who possess a strong generalized
expectancy that outcomes are their own responsibility. Thus far, it
is impossible to disentangle the variables and assert with confidence
that depression relates to an external orientation and is unrelated to
internal beliefs. A variety of factors could be obscuring relationships
here, including the potentially pessimistic wording of external items
(Lamont, 1972), possible relationships between internality and social
desirability, and the possible difference between assuming responsibi-
lity for failures and successes. Obviously, the question still remains
with regard to the nature of the association between depression and

the cognitive styles in certain social situations.

Teacher Burn-out

According to Education Digest (March, 1979), if teachers are
depressed, frustrated, and dissatisfied, they are victims of teacher
burn-out.

Spaniol (1979) states that teacher burn-out is related to stress.
Feinberg (1978) reports that before treating teacher burn-out, '"First
we have to determine if the depression is internalized.' Stress can
be seen as a positive or negative reaction occurring when there is a

substantial imbalance (perceived or real) between environmental demand
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and the response capability of the individual (Seyle, 1956). As
environmental demand increases and/or response capability decreases,
the likelihood that the individual will experience stress as a negative
reaction becomes more probable.

In the fall of 1977, the Chicago Teachers Union discovered that
there was a clear indication that teacher burn-out was a real problem
confronting the teachers of Chicago. Teachers who were functioning in
stressful situations reportedly needed help in finding solutions to
their work-related problems.

In the teaching profession, and particularly in Special Education,
teachers are subjected to a considerable amount of student hostility.
Teacher aggression in response to frustration and anger is not always
expressed either in direct or indirect forms. It may be expressed in
bodily symptoms (Dunbar, 1977). This inability or unwillingness to
ventilate or retaliate in some acceptable manner furthers a teacher's
proﬁess to burn-out. According to Maslach (1977), one sign of burn-out
was the transformation of a person with original thought and creativity
on the job into a mechanical, petty bureaucrat. She also found that
burn-out correlates with other damaging indexes of human stress, such
as alcoholism, depression, mental illness, marital conflict, low self-
esteem, and suicide. Individuals who burn-out often degenerate into
total detachment and dehumanization.

A common response to burn-out is to get out, by changing teaching
assignments, moving into administrative work, or even leaving the
teacining profession entirely.

Burn-out seems to be a complex process which develops gradually
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over time and appears to be influenced by social and personal variables.
Freudenberger (1977) states that burn-out is a failing, wearing out, or
becoming exhausted by making excessive demands on energy, strength or
resources. Some of the behavioral signs of burn-out are excessive
rigidness, stubbornness, and inflexibility. Also, the individual has
a totally negative attitude. The person looks, act, and seems depressed.
The symptoms of burn-out manifest themselves in every area of the
workers' life; his relationship to the agency, his life outside,
including his emotional attitude and bodily complaints (Freudenberger,
1977).

Teachers of emotionally disturbed children are called upon almost
constantly to react emotionally and because the work required is
done less often on an intellectual basis than on an emotional basis,
the teacher has a hard time leaving the job 'at the office" (Freuden-
berger, 1977). The ongoing concern with the students can severely
drain his or her energies and intrude on all aspects of his or her
personal life and relationships. The school actually plays a part in
promoting burn-out of its staff. Often the administration does not
communicate effectively with its teachers. The teachers begin to
develop a sense of isolation. They feel a lack of support and believe
that they are fighting a lonely battle. Burn-out is a multiple threat;
it incapacitates the teacher; it robs the child; it propagates nega-
tive feelings and despair within both, and it diminishes coping
defenses against despair (Freudenberger, 1977).

Maslach (1977) defined burn-out as "emotional exhaustion result-

ing from the stress of interpersonal contact.' Her findings indicated



that a berson who is unable to cope with continued emotional stress
loses all concern and emotional feeling for the individuals she or he
is trying to help. Gradually, the helper increases the distance
between self and clients, becoming less involved emotionally and less
concemned about the clients' social, physical, and emotional needs.
The professional slowly detaches herself or himself through verbal and
non-verbal distancing techniques. This behavior is characterized by
not spending time with the client, not having eye contact in an inter-
view, and not responding to the client's needs individually (Maslach
and Pines, 1977). There is almost a callous response to the client.

Freudenberger (1977) and Mattingly (1977) both emphasized the
enormous task of caring for deprived or difficult children. Special
educators, like clinical child care workers, can become disenchanted,
disillusioned, angry, and burned out while working with children in
need. Teachers often perceive only the child's problems and fail to
see any progress or success within their relationship. Lack of per-
ceived success on the job contributes to low self-esteem and eventually
to burn-out (Collins, 1977; Daley, 1979; Freudenberger, 1977; Mattingly,
1977; Pines and Kafry, 1978: Proctor, 1979). More importantly, how
the teacher perceives the situation, not necessarily the reality of
it, contributes to this deterioration of self-esteem (Kyriacou and
Stucliffe, 1978).

Research (Freudenberger, 1977; Pines and Kafry, 1978; Reed, 1977)
indicated that the helping professionals are constantly expected to
provide for the other person. In this client-centered situation, the

professional gives and the client receives. Kadushin (1974) stated
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""the flow of emotional supplies goes one way, from the worker to the
client, and may lead to the emotional depletion of the worker."

Initially, a burn-out victim may have only a vague feeling of
personal distress (Mattingly, 1977). At this stage, the teacher may
not want to go to work. As burn-out evolves, fatigue and irritability,
along with mild depression, boredom and feelings of overwork surface
(Freudenberger, 1977). These symptoms can persist for several weeks.
Reduction of burn-out at this stage might be accomplished by a short
vacation, whereas, if the teacher stays on the job, the degree of burn-
out can advance. Resistance to change, however, can also occur
(Freudenberger, 1977). The teacher mav become less flexible. The
teacher may respond to students with cynicism or negativism (Maslach,
1976). The burnm-out victim apparently begins to limit social contacts
and withdraws from people and activities (Mattingly, 1977). A burned-
out teacher may in fact work longer hours and yet contribute less to
the education of his or her students. If the subtle signs of burn-out
go unnoticed and the stress continues, more serious symptoms can emerge.
Some common problems include alcohol and drug abuse, absenteeism, mari-
tal conflict, mental illness, depression, and excessive smoking (Cooper
and Marshall, 1976; Maslach, 1977).

Burn-out affects people from all walks of life, e.g., mental
health, counselors, policemen, firemen, parents, etc. Counselor burn-
out is characterized by feelings of frustration, rigidity and omni-
potence (Wubbolding, 1979). Parents of autistic children display
burn-out due to the exhaustion of their psvchological and/or physical

resources as a result of long and intense caring for their children
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(Sullivan, 1979). Child care workers exhibit widespread burn-out which
has necessitated addressing the problem through various stress-moderating
techniques, colleague support, and training programs for the reduction
of stress (Mattingly, 1977). Whitebook, et.al., suggests that the high
rate of turnover and burn-out of child care personnel is linked to
working conditions and job dissatisfaction. William Fibkins (1980)
has suggested the creation of '"teachers centers' to assist in the reduc-
tion of teacher isolation and burn-out symptoms.

When one examines ''symptoms'' of burn-out that have been mentioned
in the literature, the meaning of the concept expands even further.
Table I presents a list of signs and symptoms of job stress and worker
burmn-out in the Human Service Programs.

As we have seen from this selective review of the literature,
burn-out is a psychological phenomenon that has just recently received
attention. Bumm-out is a psychologically debilitating ''disease'’ that
has a myriad of causes and symptoms attached to it. Professionals in
many different walks of life must become more aware of this syndrome
in order to produce the necessary intervention actions. What has to
be studied in more detail are the internal personal factors that contri-
bute to the development of burn-out and the relationships between
these factors and working conditions. This understanding may then
result in the manipulation of one factor or the other in order to
loosen the grip that burn-out presently has on so many professionals,

especially those in the teaching profession.



Table I

Signs and Symptoms of Job Stress and Worker
Burn-out in the Human Service Programs

1. High resistance to going to work every day
2. A sense of failure
3. Anger and resentment
4, Guilt and blame
5. Discouragement and indifference
6. Negativism
7. Isolation and withdrawal
8. Feeling tired and exhausted all day
9. Frequent clock-watching
10. Great fatigue after work
11. Loss of positive feelings toward clients
12. Postponing client contacts; resisting client phone
calls and office visits
13. Stereotyping clients
14. Inability to concentrate on or listen to what
client is saying
15. Feeling immobilized
16. Cynicism regarding clients; a blaming attitude
17. Increasingly 'going by the book"
18. Sleep disorders '
19. Avoiding discussion of work with colleagues
20. Self-preoccupation
21. More approving of behavior-control measures such
as tranquilizers
22. Frequent colds and flus
23. Frequent headaches and gastrointestinal disturbances
24, Rigidity in thinking and resistance to change
25. Suspicion and paranoia
26. Excessive use of drugs
27. Marital and family conflict
28. High absenteeism

Drawn from Berkeley Planning Associates, 1977; Freudenberger, 1979;
Maslach, 1976; and Schwartz and Will, 1961.



RECAPITULATION

As we have seen, individuals who feel that control comes from
within are called internals, while those who feel that control is from
outside are called externals (Chanie, 1965; Hamsher, Geller and Rotter,
1968; McGhee and Crandall, 1968; et.al.). '"Internals generally attri-
bute their successes and/or failures to themselves, whereas externals
generally credit powerful others--fate, chance, etc.' (Bryant, 1974).

It has been stated that it is impossible to disentangle the
variables and assert with confidence that depression relates to an
external orientation and is unrelated to internal beliefs (Phares,
1978). Thus, the controversy and inconsistencies in the clinical
literature continues. However, so many seemingly desirable and
undesirable outcomes are associated with the locus of control dimen-
sion, sometimes with internality, sometimes with externality, that the
concern and confusion regarding the relationship between I-E and
depression may never be truly established. Nevertheless, a prime
factor in research on I-E scores seems to be the simple recognition
that individual differences in interpretation of reinforcement are
bound to be highly important contributors of behavior (Phares, 1978).

In terms of burn-out, Cherniss (1980) reports that research sug-
gests that those with an '"external locus of control' may be more
vulnerable to bum-out. This vulnerability would relate to burn-out
as a process in which a service provider psychologically disengages
from the work in response to job-related stress. However, this rela-
tionship still has yet to be confirmed.

Some factors associated with bum-out that have been demonstrated
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to be significant were established by the Berkeley Planning Associates,
1977. The distinction between bum-out and worker turnover was demon-
strated empirically in a study of child abuse programs. The researchers
found that burn-out and turnover was correlated (r = .36), but that the
correlation was only a moderate one. In another study, the same
researchers discovered that the correlation between burn-out and job
satisfaction was r = .59. In another study, the correlation between
the emotional exhaustion scale of the Maslach Burn-out Inventory and
job satisfaction was r = -.35 (Maslach and Jackson, 1978).

In conclusion, other distinctions and relationships surrounding
the factors and variables associated or comprising the teachervburn-out
phenomenon must be established and demonstrated. As stated previously,
burn-out is a process that begins with excessive and prolonged levels
of job stress. This stress produces strain in the worker (feelings of
tension, irritability and fatigue). The process is completed when the
worker defensively copes with the job stress by psychologically detach-
ing himself/herself from the job and becoming apathetic, cynical, or
rigid (Cherniss, 1980). It is this descriptive field study's aim to
seek to further establish relationships and explanations surrounding

the bum-out syndrome and its contributing factors.



CHAPTER ITII

METHOD

Hypotheses

The following hypotheses stated in the null form were tested:

1. There will be no statistically significant difference between
the performance of internals and externals (assessed by Rotter's Locus
of Control Scale) on the depression scale (assessed by the Depression
Adjective Check List).

2. There will be no statistically significant interrelationships
among any combination of the variables of depression (assessed by
Depression Adjective Check List), job satisfaction (assessed by
Minnesota Job Satisfaction Questionnaire-Short Form), self-esteem
(assessed by Self-Perception Inventory - Teacher Form), locus of
control (assessed by Rotter's Locus of Control Scale), and years of

teaching experience.

Subjects

Fifty public school elementary (n = 33) and high school teachers
(n = 17) of emotionally disturbed children served as subjects. A
sample of convenience was utilized from the pool of emotionally
disturbed teachers in one Chicago, Illinois School District. Teachers
for the emotionally disturbed within the district were systematically
contacted either in person or by mail to determine if they were willing
to participate in the study. They were informed that anonymity would

30
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be guaranteed by the use of a coding system that would negate the need
to use any personal identifying information. A coded master list
showing which subject was assigned to each coded identification number
was maintained by and was accessible only to the investigator. This
master list was destroyed after all of the subjects' responses had
been obtained. Table II presents a numerical description of the sub-

jects according to sex, race, and years of teaching experience.

Procedure

At the beginning of the first school semester (September, 1980),
each participating subject was administered the job satisfaction
(Minnesota Job Satisfaction Questionnaire), depression (Depression
Adjective Check List), and self-esteem (Self-Perception Inventory -
Teacher Form) scales. Each subject was re-administered the job satis-
faction, depression, and self-esteem post-tests at the end of the first
school semester (February, 1981). At that time, the internality-
externality scale was admiﬁistered only once. A specifically constructed
demographic survey (See Table VIII) was administered to all subjects

at the end of the research project.

Instrumentation

Rotter's Internal-External Locus of Control Scale: The dimension

of internality-externality was assessed by this 29-item forced-choice
scale. This scale determines locus of control orientation for adults.
The X is 10-12 with a standard deviation of 4. Test-retest reliability
ranges from 0.49 to 0.83 depending on time period and particular popu-

lation (Rotter, 1966). Internal consistency ranged from 0.65 to 0.79



Table II

A Numerical Description of Subjects According to
Race, Sex, and Years of Teaching Experience

Male Temale Total

Under 1 year of teaching experience

Black 2 6 8
White 2 5 7
Latino 0 1 1
Total 4 12 16

1-3 years of teaching experience

Black 1 7 8
White 3 6 9
Latino 0 0 0
Total 4 13 17

Over 3 years of teaching experience

Black 1 7 8
White 4 5 9
Latino 0 0 0
Total 5 12 17
Totals: M = 13 Black = 24
F = 37 White = 25

50 Latino = 1

50
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(Rotter, 1966). This scale can be categorized as a measure of
generalized expectancies. It may assess an individual's I-E status
over a broad range of situations. The range of scores is from 0 to
23 with 6 filler questions.

Depression Adjective Check List: Depression was measured by

administering to all subjects this self-rating scale. The Depression
Adjective Check List (DACL) is comprised of 32 descriptive adjectives,
to assess current depression among adults. Internal consistency com-
puted depression among adults. Internal consistency computed from a
two-way analysis of variance is .81 for males and .85 for females.
Split-half reliability coefficients were .90 for males and .92 for
females. The DACL was developed in order to provide a brief, reliable
and valid measure of self-reported depressive mood. DACL is primarily
of use as a measure of subjective transient depressive mood. The
Depression Adjective Check List has shown to be significantly correlated
with eigﬁt of the ten MMPI scales, the Beck Inventory of Depression, the
Zung Depression Scale, and the Global Rating of Depression.

The Self-Perception Inventory (Teacher Form): Self-esteem was

measured by administering to all subjects this 36-item scale. This
inventory uses 36 pairs of dichotomous traits. With four spaces of
distance between the two ends of the continuum, the 'very' positive
position receives a score of +2 when check, the 'more' positive posi-
tion, a score of +1; "more' negative, -1; and '"very' negative, -2.

The algebraic sum of these individual dimension scores yields an index
score. Raw scores are obtained and can be converted to stanines for

standardized comparisons. Test-retest reliability (.89) at intervals
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of four weeks. Concurrent validity is .37 while predictive validity
is .38. Internal consistency is .94. The behavior inferred and mea-
sured in the Self-Perception Inventory is operationally defined by
the individual responses concerning the perceptions of the self. The
instrument is a forced-choice type of semantic differential containing
four categories maintained along a continuum between the two terms
opposite in meaning (Soares, 1980). The purpose of this instrument is
to describe the present affective dimension of adults specifically in
regard to themselves. The Self-Perception Inventory (Teachel; Form)
operationalizes the ''self-concept" as a system of perceptions which
the individual formulates of himself or herself in awareness of distinc-
tive existence. Predictive validity - SPI scores and prediction of on
the job success is significant at the .01 level.

Minnesota Job Satisfaction Questionnaire (Short Form): Job

satisfaction was measured by administering to all subjects this 20-

item scale. This assessment provides measures for an individual on
intrinsic, extrinsic, and general satisfaction. Raw scores can be con-
verted to percentile scores which can be utilized with normative data.
Hovt reliability coefficients were found for each short-form scale.

The Hovt reliability coetficient for general satisfaction is .88.

The median reliability coefficient tor general satisfaction is .90.

The stability coefficient for the General Satisfaction Scale - Short Form
may be inferred from data on the General Satisfaction scale of the

long MSQ, since both scales use the same 20 items. A one-week stability
coefficient for the General Satisfaction scale was .89. The stability

coefficient for one-vear interval was .70. The X is 77.88 with a
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standard deviation of 11.92 and a standard error of measurement of
3.29. The Minnesota Satisfaction Questionnaire is a measure of one
of the primary indicators of work adjustment. This questionnaire is
predicated in a conceptual framework for research, entitled the Theory
of Work Adjustment. This theory uses the correspondence (or lack of
it) between the work personality and the work environment as the
principal reason or explanation for observed work adjustment outcomes,
e.g., satisfaction (MSQ Manual, 1967).

Demographic Job Survev: This survey instrument was developed by

the investigator to compile data concerning the subjects' reasons for
entering the teaching profession and their perceptions surrounding
specific school-related situations. The basic format was taken from

a survey instrument development and distributed by the Illinois School
Psychology Association. Most of the questions and items presented were
either modified or directly extrapolated from the information perceived

to be important by the investigator (see Appendix A).

Design and Statistical Analvsis

The independent variables were the locus of control construct
and years of teaching experience. The dependent variables were job
satisfaction, self-esteem, and depression. For null hypothesis one,
factorial analysis of variance of the data was utilized. For null
hypothesis two, stepwise multiple regression was utilized. In addi-
tion, the computations of simple Pearson correlation coefficients
were conducted among depression, self-esteem. and job satisfaction.

The overall analytic paradigm is as follows:



Locus of Control
Number of
Internals Externals Subjects
Al AZ
Bq 16
E.D. Tchrs.
Less than a
vear
By 17
E.D. Tchrs.
1-3 years
B3 17
E.D. Tchrs.
More than
3 years
Total N = 50




CHAPTER IV
RESULTS

For null hypothesis one, factorial analysis of variance was
utilized to analyze the data across the independent variables (locus
of control and years of teaching experience) and the dependent measure
of depression. No significant differences were present for either
independent variable when analyzed with depression pre-test or change
scores (see Tables V and VI). There were also no significant dif-
ferences when interaction effects were considered. ' That is to say,
that the depression performance of internals and externals was found
not to be significantly different and there was no significant inter-
action effect. Thus, null hypothesis one was not rejected. In addi-
tion, none of the assessed variables in this study (depression, self-
esteem, job satisfaction, race, sex, years of teaching experience)
accounted for any of the variance for the locus of control dimension.

For null hypothesis two, the inter-relationships among the
dependent variables (depression, job satisfaction, and self-esteem)
were assessed on both the pre-test and post-test measures (see Tables
VIT and VIII for details). As can be seen in Table VII, depression
and job satisfaction were negatively correlated (r = -.44) and
significant at the p < .0013 level of significance. Self-esteem and
job satisfaction were positively correlated (r = .44) and significant
statistically at the p < .0012 level. However, the correlation between

37
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depression and self-esteem was statistically insignificant (r = -0.26).

As can be seen in Table VIII, reporting correlations between
depression, self-esteem, and job satisfaction post-test measures, the
correlation coefficients between the same dependent variables as
reported above were again established but of a varying magnitude.
Depression and job satisfaction were negatively correlated (r = -.52)
at the p < .0001 level of statistical significance. Self-esteem and
job satisfaction were correlated (r = .28) at the p < .04 level.

Again, the correlation between depression and self-esteem was statis-
tically insignificant. Two of the three possible combinations of
variables were shown on both pre- and post-test measures to be associated
statistically (depression and job satisfaction, self-esteem and job
satisfaction).

Further analyses regarding null hypothesis two included using
multiple regression on the data. Stepwise regression analyses were
computed utilizing depression, self-esteem, job satisfaction, and locus
of control as dependent measures. For all models, a variable had to
meet the 0.0500 significance level for entry into the model. This
assessment allowed for determining whether a new variable which entered
the regression equation made a significant and unique contribution to
R2 after accounting for the variables already in the equation. The
significant findings are presented in Tables IX through XVIII.

On the pre-test dependent depression variable, job satisfaction
entered the equation and yielded R? of 0.19547912 and significance at
the p < .0013 level. When race entered the equation, R? equaled

0.28259104 with job satisfaction and race significant at the p < .004



and p < .021 levels respectively (see Table IX).

On the pre-test dependent job satisfaction variable, self-esteem
entered the equation which yielded R® of 0.19905885. When years of
teaching experience entered, R? equaled 0.33907895, R? almost doubled.
Next, when depression entered, R® equaled 0.42830592. Finally, when
race entered the equation, R? equaled 0.47668447. Together, depression,
self-esteem, years of teaching experience and race accounted for almost
50% of the total variance and were statistically significant at the
p< .0024, p< .0010, p< .0018 and p < 0.0473 levels respectively
(see Table X for details).

On the pre-test dependent self-esteem variable, job satisfaction
entered the equation with a R? of 0.19905885. When years of teaching
experience entered, R? equaled 0.30466049 with job satisfaction and
years of teaching experience significant at the p < 0.0001 and
p < 0.0103 levels respectively'(see Table XI for details).

On the post-test dependent variable depression, job satisfaction
entered the equation with R? equal to 0.27614043 at the p < 0.0001
level. No other variable met the 0.0500 significance level for entry
into the model. However, alone, job satisfaction accounted for more
than 25% of the total variance (see Table XII for details).

On the post-test dependent &ariable job satisfaction, depression
entered the equation at the p < 0.0001 level with R? equaled to
0.27614043 (see Table XIII for details).

On the post-test dependent variable self-esteem, job satisfaction

entered the equation at the p < 0.0471 with R? equal to 0.0796528S5.

Job satisfaction accounted for a very small amount of the variance in
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this model (see Table XIV).

On the change scores (pre-test - post-test) dependent variable
depression, job satisfaction entered the equation at the p < 0.0005
level of significance with R? equaled to 0.22420385. When self-esteem
entered, R? equaled 0.030594627 with job satisfaction and self-esteem
significant at the p < 0.0005 and p < 0.0229 levels respectively (see
Table XV).

On the change scores dependent variable job satisfaction, only
depression entered the equation at the p < 0.0005 level and yielded
R2 of 0.22420385 (see Table XVI).

On the stepwise regression procedure for change scores for the
dependent variable self-esteem, depression entered the equation at
p < 0.0256 with R? equaled to 0.09961975. When years of teaching
experience entered, R2 doubled to 0.18893636 with depression and years
of teaching experience statistically significant at the p < 0.0108 and
p < 0.0275 levels respectively (see Table XVII).

When the stepwise regression procedure was used with the locus
of control dimension as the independent variable, no other variable
entered the equation.

In conclusion, depression, self-esteem, job satisfaction and the
locus of control were anélyzed using stepwise multiple regression pro-
cedures using pre-test scores, post-test scores, and change scores.
Analyses of the results have shown that for the dependent measure
depression, job satisfaction consistently accounted for some of the
total variance (19% - 27%). Therefore, the variable of job satisfaction

should be considered when one considers a possible predictor of
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depression. Job satisfaction and depression were shown to be clearly
associated with each other at a very significant statistical level of
p < .0001. For the dependent measure of job satisfaction, depression
consistently accounted for some of the total variance (9% - 27%).
Again, the same previous conclusions could be drawn.

On the change score dimension, years of teaching experience
coupled with depression accounted for 18% of the variance. By closely
analyzing the data, in addition to job satisfaction, years of teaching
experience seemed to be a relatively important predictor with regard
to this variable.

It is important to note that on the pre-test dependent variable
job satisfaction, the highest R2 was discovered. Self-esteem, vears of
teaching experience, depression and race accounted for 0.47668447 of
the total variance. This shows the significance of considering these
predictors when one thinks of the dependent variable - job satisfaction.
It is also noteworthy that no variable entered the locus of control
stepwise regression model.

In addition to the determination of specific correlation coef-
ficients, stepwise multiple regression further showed that relationships
do exist between depression and job satisfaction, self-esteem and job
satisfaction. These results do permit the overall rejection of null
hypothesis two with regard to the establishment of interrelationships
among some combinations of the variables.

At different stages or times, significant influences of the
independent variables on the dependent variables were demonstrated

(e.g., depression on job satisfaction, and vice versa, job satisfaction
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and years of experience on self-esteem). However, caution in interpre-
tation is noted, because the independent variables were autocorrelated.

Obviously, this made prediction less than ideal.



Table III

Means Breakdown by Dependent Variables

43

Variable - Pre-Test N Mean Standard Deviation
Depression 50 6.44 3.63
Job Satisfaction 50 74.20 11.23
Self-Esteem 50 47.96 12,38
Variable - Post-Test N Mean Standard Deviation
Depression 50 7.04 3.82
Job Satisfaction 50 76.06 11.00
Self-Esteem 50 49. 80 12.26
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Table IV

Pre-Test Means Breakdown by Independent Variables

Years N Depression Job Satisfaction Self-Esteem
1 16 5.63 77.25 45.06
2 17 7.59 76.00 48.00
3 17 6.06 69.3 50.65
Locus of

Control N Depression Job Satisfaction Self-Esteem

1 26 6.23 71.65 45.35
2 24 6.67 76.96 50.79
Locus of
Years Control N Depression Job Satisfaction Self-Esteem
1 1 6 6.67 71.853 39.50
1 2 10 5.00 80.50 48.40
2 1 9 7.00 73.35 47.33
2 2 8 8.25 79.00 48.75
3 1 11 5.36 70.18 46.90

(¥
(%]
[@))
~1
(93]
(93]
(@)
oo

.33 57.50




Table V

Analysis of Variance - Dependent Variable: Depression (Pre-Test)

Source DF Mean Square

Model 5 13.52

Error 44 13.11

Corrected Total 49

Source DF Type I SS F Value PR>F
Years 2 35.51 1.35 0.2686
Locus of Control 1 3.77 0.29 0.5943

Years x Locus of Control 2 28.32 1.08 0.3483
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Table VI

Analysis of Variance - Dependent Variable: Depression (Change Scores)

Source DF Mean Square

Model 5 24.62

Error 44 14.52

Corrected Total 49

Source DF Type I SS F Value PR>F
Years 2 47.56 1.64 0.2060
Locus of Control 1 1.15 0.08 0.7795

Yezars x Locus of Control 2 74.41 2.56 0.0886




Table VII

Correlations Among Depression - Job Satisfaction-
Self-esteem - Pre-test
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Correlation Coefficients / Prob > |R| Under HO:RHO=D / N = 50

D JS SE

D 1.00000 -0.44213 -0.26505
0.0000 0.0013 0.0629

JS -0.44213 1.00000 0.44616
0.0013 0.0000 0.0012

SE -0.26505 0.44616 1.00000
0.0629 0.0012 0.0000




Table VIII

Correlations Among Depression - Job Satisfaction-
Self-esteem - Post-test

Correlation Coefficients / Prob > [R[ Under HO:RHO=D / N = 50

D JS SE
D 1.00000 -0.52549 -0.25791
0.0000 0.0001 0.0706
JS -0.52549 1.00000 0.28223
0.0001 0.0000 0.0471
SE -0.25791 0.28223 1.00000

0.0706 0.0471 . 0000

o




Table IX
MR ON PRE DATA

Stepwise Regression Procedure for Dependent Variable -

Depression Pre-Test

R Square = 0,28

49

Source DF Sum of Squares Mean Square
Regression 2 182.08 91.04
Error 47 462,24 9.83
Total 49 644.32

Source Standard Error 13 PROB>F
Job Satisfaction 0.04 14.66 0.0004
Race 0.0210

0.83 5.71
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Table X
MR ON PRE DATA

Stepwise Regression Procedure for Dependent Variable -
Job Satisfaction Pre-Test

R Square = 0.48

Source DF Sum of Squares Mean Square
Regression 4 2946.06 736.72
Error 45 3235.14 71.89
Total 49 6182.00

Source Standard Error F PROB>F
Depression Pre 0.36 10.34 0.0024
Self-Esteem Pre 0.10 12.43 0.0010
Years of Experience 1.52 11.08 0.0018
Race 2.32 4.16 0.0473




Table XI

MR ON PRE DATA

51

Stepwise Regression Procedure for Dependent Variable -
Self-Esteem Pre-Test

R Square = 0.30

Sum of Squares

Mean Square

2288.59

1144.29
111.13

Source DF
Regression 2
Error 47
Total 49
Source Standard Error

Job Satisfaction Pre

Years of Experience

0.14
1.91

F PROB>F

18.28  0.0001

7.14 0.0103




Table XII

MR ON POST DATA

Stepwise Regression Procedure for Dependent Variable -
Depression Post-Test

R Square = 0.28

52

Source DE Sum of Squares Mean Square
Regression 1 197.14 197.14
Error 48 516.78 10.77
Total 49 713.92

Source Standard Error I3 PROB>F

Job Satisfaction Post 0.04 18.31 0.0001




Table XIII

MR ON POST DATA

Stepwise Regression Procedure for Dependent Variable -
Job Satisfaction Post-Test

R Square = 0.28

Source DE Sum ot Squares Mean Square
Regression 1 1637.19 1657.19
Error 48 4291.63 89.41
Total 49

Source Standard Error 13 PROB>F

Depression 0.35 18.31 0.0001
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Table XIV

MR ON POST DATA

Stepwise Regression Procedure for Dependent Variable -
Self-Esteem Post-Test

R Square = 0.08

Source DF Sum of Squares Mean Square
Regression 1 587.04 587.04
Error 48 6782.96 141.31
Total 49 7370.00

Source Standard Error F PROB>F

Job Satisfaction Post 0.15 4.15 0. 0471
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Table XV

MR ON CHANGE SCORES

Stepwise Regression Procedure for Dependent Variable - Depression

R Square = 0.51

Source DF Sum Squares Mean Square
Regression pA 233.15 116.57
Error 47 528.87 11.25
Total 49 762.00

Source ~Standard ETTOT F PROB>F

Job Satisfaction 0.01 13.97 0.0005

Self-Esteem 0.04 5.54 0.0229




Table XVI

MR ON CHANGE SCORES

Stepwise Regression Procedure for Dependent Variable -
Job Satisfaction

R Square = (.22

Source DF Sum of Squares Mean Square
Regression 1 537.20 537.20
Error 48 1858.82 38.73
Total 49 2396.02

Source _ Standard Error F PROB>F

Depression 0.23 15.87 0.0005




57
Table XVII

MR ON CHANGE SCORES

Stepwise Regression Procedure for Dependent Variable -
Self-Esteem

R Square = 0.19

Source DF Sum of Squares Mean Square
Regression 2 1061.96 530.98
Error 47 4558.76 96.88
Total 49 5620.72

Source Standard Error F PROB>F
Depression 0.36 7.04 0.0108

Years of Teaching 1.73 5.18 0.0275

Experience




CHAPTER V
DISCUSSION

This study was undertaken with two main objectives in mind.

One objective dealt with the attempt to clarify the inconsistencies in
the clinical literature surrounding the relationships between the locus
of control dimension and depression. Which cognitive style of func-
tioning was more likely to be associated with depression, the inter-
nal or external orientation? Another objective was concerned with the
phenomenon of teacher burn-out. According to Ginsberg (1981), although
the problem of burn-out has been obvious to teachers for years, vir-
tually no scholarly research related to it has been conducted. The
present study attempted to increase the understanding surrounding

some of the variables which might be associated with the burn-out
phenomenon such as depression, job dissatisfaction, and loss of
self-esteem.

As with all research activities, the present study had some
strengths and some weaknesses. One obvious strength was that the
entire subject population was teaching the same type of student popula-
tion (severely emotionally disturbed children). This factor contributed
more stability and control of some individual differences to this
field study. Another strength was that the instrumentation had some
psychometric support. A further positive aspect of the present

investigation was the pre-test - post-test design which permitted the
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careful analysis of change scores. However, one serious weakness of
this study was that the total sample included only 50 subjects which
hampers one's ability to generalize the results. Another weakness
that should be noted resided in the fact that potential intervening
variables (e.g., family life, personal social situations) outside of
the work situation could not be systematically controlled. Lastly,
being a passive observational field study, one can only refer to rela-
tionships among variables and not investigate science's original aim,
cause and effect. Nevertheless, the findings do indicate that given
the overall strengths and weaknesses, the endeavor was at least par-
tially worthwhile.

Briefly, the findings indicated that the locus of control dimen-
sion was not related to amount of depression. This result failed to
reject null hypothesis one. However, other results indicated that
significant inter-relationships did exist between job satisfaction and
depression and job satisfaction and self-esteem. These findings were
substantiated through the use of multiple regression analyses, and
thus provided support for the partial rejection of null hypothesis two.

As mentioned previously, the present findings provided no
empirical support for the rejection of null hypothesis one (There will
be no statistically significant difference between the performance of
internals and externals (assessed by Rotter's Locus of Control Scale)
on the depression scale (assessed by the Depression Adjective Check List).)
Based on factorial analysis of variance pfocedures, locus of control
style was not significantly related to performance on the depression

scale. Neither did locus of control have any significant association
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when the number of years of teaching experience were taken into account.

There seems to be various explanations in regard to these findings.
First, one might question the instrumentation that is designed to
measure a person's locus of control orientation. Rotter's I-E scale
can be categorized as a measure of generalized expectancies. This
means that the scale should relate to behavior across a very broad
range of situations. Consequently, the I-E scale may not be a signifi-
cant predictor in a single or specific area or situation. It may show
modest but significant correlations with many behaviors but do a lesser
job in any specific situation. It is interesting to note that Rotter
(1966) himself reported the internal consistency of his scale ranged
from 0.65 to 0.79. Thus, it seems that the scale may assess an indi-
vidual's I-E status over a broad range of situations but that its
predictive power to any specific situation might be lessened.

Second, I-E orientation may not be of relative significance
either in the defining or reporting of depression. Assuming that the
scale is reasonably sensitive, the lack of significant results may
indicate that one style of orientation is not better than the other.
For instance, when Cherniss (1980) reported that research suggested
that those with an "external locus of control" may be more vulnerable
to burn-out or when Abramowitz (1966) found externals were more apt
to report a greater incidence of depression than were internals, one
might question these findings. Burn-out is reportedly associated with
numerous negative behavioral manifestations (e.g., high depression, low
self-esteem, job dissatisfaction, physical and mental illness, etc.).

However, the present descriptive field study did not find any
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statistically significant associations among any of these variables
and the locus of control dimension. Therefore, these results suggest
that one cannot at this time offer clear support for any of the find-
ings in the specific clinical literature previously cited concerning
the desirability of possessing either an external or internal cognitive
style under frustrating circumstances.

Thirdly, another explanation that might reconcile the contradic-
tory results of this study related to null hypothesis one focuses on
the attribution of responsibility. If attribution of responsibility is
looked upon as a mediating factor, then the locus of control dimension
may have been suppressed. In attribution of responsibility theory,
certain individuals vary with regard to how much responsibility they
assume under certain circumstances., For instance, Miller and Ross
(1975) stated that people tend to attribute their successes to internal
factors and their failures to external factors. What if these teachers
of severely handicapped children, internals and externals alike, all
attributed their failures to factors outside of themselves? If it is
the nature of teachers of emotionally disturbed children, regardless
of their cognitive style (I-E) to believe that the education and
results of education of the severely emotionally disturbed children is
out of their direct control, then they logically could attribute the
responsibility outside of themselves. Furthermore, if teaching emo-
tionally disturbed children is a continually frustrating, defeating
endeavor, one might continue to attribute responsibility to external
factors, regardless of I-E dimensions. It may have occurred that

these teachers, even though thev answered Rotter's scale as either
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within the internal or external range, in actuality, they all attri-
buted responsibility similarly and consequently reacted to the other
test measures comparably. Regardless of which explanation one assumes,
the fact remains that there was no statistically significant difference
between the performance of internals and externals (aésessed by Rotter's
Locus of Control Scale) on the depression scale (assessed by the
Depression Adjective Check List).

With regard to null hypothesis two, Freudenberger (1977) and
Maslach (1977) described burn-out in terms of emotional exhaustion,
deterioration of self-esteem, depression and frustration. Maslach and
Jackson (1978) found that emotional exhaustion and job satisfaction
was correlated (r = -.35). Unfortunately, when one peruses the litera-
ture, additional correlations directly related to the variables of
burn-out are not found. In the present study, it was discbvered that
job satisfaction and depression were negatively correlated r = -0.44213

‘(pre-test) and r = -0.52549 (post-test). This relationship could be
interpreted as follows: as job satisfaction decreases, depression
increases. The implication here is that a teacher who is satisfied
with his or her job will be a less likely candidate for burn-out. The
relationship is moderate but crucial in the chain of developing factors
of burn-out. Further support of rejection of null hypothesis two was
presented when job satisfaction and self-esteem were shown to be
correlated, r = 0.4416 (pre-test) and r = 0.28223 (post-test). This
relationship could be interpreted as follows: the more one is satisfied
with his/her job, the better one perceives himself or herself as a

teacher. That is to say that cne's self-ccncept ultimately increases
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as one's job satisfaction increases. It could be explained that as
job satisfaction increases, self-esteem increases, and depression
decreases. This statistically, significant relationship provides
individuals with some direction to take to reduce the magnitude of
teacher bum-out. Analysis of the numerous multiple regression find-
ings also indicated that the aforementioned variables had a measure
of association between them. However, stating the specific relative
influence on the dependent variable of the independent variables is of
great difficulty due to the nature of multiple regression statistics.
Nevertheless, interpretation of the results indicated that some of the
independent variables made relative contributions as possible predic-
tors, e.g., job satisfaction towards depression, job satisfaction and
years of teaching experience towards self-esteem, and depression, self-
esteem, years of teaching experience and race towards job satisfaction.
This data further supported the contention of the interrelatedness among
some of the variables associated with teacher burn-out. Any one of
these variables could be a major focus of attention and manipulation
in an attempt to reduce the frequency and degree of teacher bum-out.

Currently, large school districts such as Chicago are involved
in attempts to reduce the negative symptoms associated with teacher
burn-out. Teacher unions have developed support groups where teachers
who exhibit the behaviors related to burn-out can go to receive assist-
ance. The teacher burn-out assistance usually consists of having the
opportunity to be involved in individual or group counseling with
trained personnel. Also, these groups provide teachers the opportunity

to discuss problems openlv and share commmication with colleagues who
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may have similar symptoms.

Unfortunately, the causes that create burn-out symptoms in
teachers are not being directly addressed. Currently, professionals
in the educational arena are basically reacting to the results of every-
day factors and causes that may be developing burn-out in the teaching
profession. The symptoms of burn-out are apparently being attended to
but not the underlying causes. Critical analyses of the problem must
be conducted in order that preventive measures can be initiated. Also,
greater emphasis must be placed on developing curriculum at the uni-
versity level that wili educate potential teachers on how to cope with
stress on the job. Enmphasis must be directed toward helping potential
teachers and current teaqhers understand the nature and dynamics of
stress and how to best manage it.

It is hoped that both researchers and practitioners will continue
to be interested in job stress, bumn-out, depression, job satisfaction
and other issues related to 'human resource management'' in the educa-
tional realm. Reorganizing and keeping in mind the many levels and
dimensions of the phenomenon can assist in generating a greater under-
standing of an already complex problem. The burn-out problem consists
of human affective variables such as stress, frustration, depression
and helplessness. It is an arduous problem which will contiﬁue to
demand increased focus and analysis.

A major source of burn-out in the teaching profession seems to
be unfulfilled expectations. Historically, the hope, idealism, and
naivete of the reform-minded 1960's is one possible root of the pro-

blem (Cherniss, 1980). According to Sarason (1977), the period
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following World War II could aptly be named the "'Age of Psychology"
for people became concerned about the issues of meaning, fulfillment,
and authenticity to a greater extent than ever before. Contemporary
values also give one ''permission'’ to experience dissatisfaction if
one's work becomes tedious or stressful. Thus, the burn-out phenomenon
has burst upon the scene and is presently a major focus of concern.

All things considered, bum-out is a particular debilitating
coping response to stress and strain experienced on the job. Burn-out
occurs when stress, strain, ffuétration, etc., cannot be dealt with
successfully. Burn-out involves a particular way of coping with job-
related stress, one which may emphasize withdrawal, detachment, avoid-
ance, lowering of goals and blaming of others (Cherniss, 1980).

Burn-out seems to be a complex process which develops gradually
over time and appears to be influenced by many personal factors
(Freudenberger, 1977). Burn-out has been found to be correlated with
other damaging indexes of human stress such as depression, mental
illness; marital conflict, etc. (Maslach, 1977). The present study
has shown that certain variables of burn-out are interrelated (e.g.,
depression and job satisfaction, self-esteem and job satisfaction).

In addition, years of teaching experience and race were also of rela-
tive importance in the predicticn of the variables; self-esteem,
depression, or job satisfaction.

The findings of this study relative to the internal-external
dimension did not closely correspond to findings that have emerged
in the locus of control literature. Neither locus of control style

performed significantly different in relation to depression. Miller
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and Ross (1975) have found evidence for a '"'self-serving bias' in causal
attributions, that is, people tend to attribute their successes to
internal factors (e.g., ability and effort) and their failure to
external factors (e.g., luck or task difficulty). This self-serving
bias may have been the mediating factor in a possible reason why no
significant differences were found. Teachers of emotionally disturbed
children may have attributed the education of emotionally disturbed
children to external factors, regardless of their cognitive style.
Frustration and failure may have dictated the situation that most
teachers would deny personal responsibility for the education of
severely handicapped children and for their dissatisfaction. This may
have accounted for the reason why the two groups did not differ in the
incidence of depression and both groups behaved similarly.

Burn-out exists and exposing its causes and symptoms in further
research is necessary if it is to be eliminated among teachers. Rela-
tionships need to be established and further clarified. Researchers
need to determine and evaluate which additional variables (such as job
security and working conditions) are most likely to produce burn-out
symptoms among special educators. How teachers perceive stress factors
in terms of their personal success and ability to cope with emotional
distress also needs to be systematically investigated.

In conclusion, public school educators, now and in the future,
will be faced with a myriad of problems, including the phenomenon of
teacher burn-out. Additional information needs to be added to the
already existing body of knowledge in order that preventative actions

could be taken. A multi-faceted apprcach to the study of causes and
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symptoms of burn-out must be conducted within the context of controlled
field experiments. Situational féctors, school climate variables, and
various personality indexes are of legitimate scientific pursuit and
should be vigorously studied. Future research should also include
comparative analysis of therapeutic approaches currently being utilized
in the treatment of burn-out victims (such as the support program
recently developed by the Chicago Teachers Union). Research should
also systematically investigate burn-out and special education teachers
in other geographical areas (e.g., suburban and rural school districts)
in order to determine if the relationships discovered in the present
study could be replicated elsewhere. In addition, hopefully, future
researchers could develop a reliable teacher burn-out scale that would
be of tremendous utility in the identification and remediation of

burn-out victims.



CHAPTER VI
SUMMARY

Teacher burm-out can be described as an active process or a
final state in which an individual is either becoming or has achieved
é psychological state of mental drain, emotional exhaustion, stagnation,
or physical fatigue. Burn-out can also be operationalized as a reac-
tion to job stress, characterized by exhaustion, depression, and dis-
engagement (Cherniss, 1980). The present investigation has shown that
certain variables (depression, job satisfaction and self-esteem)
characteristic of burn-out are statistically inter-related. Depression
and job satisfaction, self-esteem and job satisfaction were shown to
be significantly related. Depression and job satisfaction were nega-
tively correlated while self-esteem and job satisfaction were positively
associated. These relationships provide individuals with a clearer
understanding surrounding the dynamics of teacher burn-out.

When dealing with the symptoms characteristic of burn-out,
different locus of control style subjects did not perform
significantly different from each other. That is to say that internals
and externals performed similarly cn the depression dimension. This
performance negated the assertions from various researchers regarding
the desirability or undesirability of possessing either an internal or
external cognitive style in a frustrating, depressive situation.

While the manifest function of this study was to add further

68
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knowledge to the already existing body of information concerning
teacher burn-out, a secondary focus was to provide the teacher in
trouble with support. Hopefully, support could come from obtaining
a better composite understanding of how certain teacher burn-out asso-
ciated variables are inter-related and predictive of each other. These
predictors could then later be attended to on a more intense preventive
basis. Hopefully, this study will generate further interest in the
teacher burn-out phenomenon and will motivate other researchers to
systematically study this ever-increasing syndrome.

At the present time, professionals in the helping professions
are under stress from various perspectives. The innate impersonal
structure of bureaucratic organizations will continue to demand that
the professionals provide caring and effective services. Public pres-
sure will continue to add increasing anxiety on already stressful
teachers.

What needs to be recognized is that teachers require the same
consideration that people in other professions seek. Educators need
to realize the individual differences of teachers, that teachers need
reinforcement and encouragement; and that teachers desire and strive
for self-worth, an enhanced self-concept, and for continued involvement
in the decision making process that effects their lives. The initia-
tion of a policy to prevent teacher burn-out will be far less costly
in terms of human and financial resources than the existing practice
of ignoring subtle or direct cries for help from these professionals.
A policy of prevention must be based upon a commitment to identify,

research, and analvze the framework and practicing paradigm that
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educational institutions are working under in such areas as employee
relations, industrial psychology, supportive management, etc. The
important point is that it is paramount to consider the nature of the
interaction between the teacher and the system's methods involved in

promoting the employee's mental health.
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APPENDIX A



Table XVIII
Job Survey

Please rank order from 1 to 3 (1 being the most important) your three
most significant reasons for your decision to enter the profession.

Salary

Opportunity to help children

Affiliation with the field of education
Social Status

Long vacations

Opportunity to impact the field of education
Professional autonomy

Opportunity to deliver direct service to children
Interest in working with handicapped children
Opportunity to see results of one's work
Opportunity to develop programs

Other (specify)

CROEToOmEmoomEe
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Please check the characteristics that most accurately describe your
school situation.

I. Neighborhood IV. Materials
a. Upper class a. Available
b. Middle class b. Not available
c. Lower class c. Available, but
limited

IT. Principal
V. Parent Involvement
a. Strong leader
b. Weak leader a. Good (frequent)
c. Laissez Faire leader b. Fair (sporadic)
- c. Poor (none)

III. School Atmosphere

: VI. Administration's attitude
a. Unruly toward Special Education
b. Disciplined

a. Supportive
b. Non-supportive
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30 or 60% of the subjects returned their demographic survey (see
Table XVIII). A preliminary analysis was conducted on the informa-
tion in order to determine trends and/or patterns. The subjects were
required to rank order from 1 to 3 (1 being the most important) their
three most significant reasons for their decision to enter the profes-
sion. The following results are provided:

Rank #1 (B) '"Opportunity to help children' received the most
: No. 1 ranks with 57% of the subjects choosing
this reason as being most important.

(I) "Interest in working with handicapped children'
received the second most No. 1 ranks with 23%
of the subjects choosing this reason as being
most important.

Rank #2 (I) "Interest in working with handicapped children"
received the most No. 2 ranks with 26% of the
subjects choosing this reason as being second in
importance.

(J) "Opportunity to see one's work'" received the next
most No. 2 ranks with 20% of the subjects choosing
this reason as being second in importance.

Rank #3 (H) 'Opportunity to deliver direct services to children"
received the most No. 3 ranks with 26% of the sub-
jects choosing this reason as being third in

importance.

(J) "Opportunity to see one's work'' also received the
P 1ty

most No. 3 ranks with 20% of the subjects choosing
this reason as being third in importance.
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Overwhelmingly, subjects perceived the opportunity to help child-
ren as their main reason for entering the profession. However, if one
looks at the four major items presented above (B, H, I, J), a more
complete picture of the rank order could be established. These four
of the twelve items in the survey accounted for 75% of all ranks 1 - 3.
Interestingly, three of these four items all directly state the world
""children' in the reason. It appears that the response could be
grouped under the category of "helping profession''. In sum, most
of the ranks dealt directly with the concern of helping, working or
providing service to children.

Other results that might be of interest relate to the high per-
centages that dealt with items regarding principal, school atmosphere,
and parent involvement:

A. 72% classified their principals as being strong leaders.

B. 72% classified their school atmosphere as being disciplined.

C. 75% classified their administrations as supportive toward
special education.

D. 60% classified parent involvement as good (frequent).

This survey developed a composite picture of teachers that, on
the most part, seemed the exception rather than the rule. The teachers'
perceptions on discipline, parent involvement, and leadership were and
are contrary to part and present surveys on these issues (Chicago
Teachers Union Survey, 1977 and Chicago Tribune Newspaper Survey,
February, 1981). Considering the small magnitude of this survey,
extreme caution in generalization is well-advised. However, in the

area of Special Education, teacher perceptions may be different than
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their regular education colleagues toward certain educational issues.
This may be due to a separate set of parameters working within the
framework of Special Education e.g., lower teacher-pupil ratio, more
opportunity for parent-teacher contact, more training and preparation
for behavior deviation from the norm.

In conclusion, the subjects that responded to this survey could
be characterized as wanting to help children primarily and eager to
see the results of their work. Many of their responses were positive
and not indicative of the general teacher population. The small N of
the survey tends td diminish its reliability and validity. However,
it does suggest that teacher-attitude surveys when undertaken in the
future, may want to address separately special education teachers from

regular education teachers.
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