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ABSTRACT 

Investigation of music education literature 1930-72 affirmed 

the existence of serious conflict between high school administrators 

and music teachers. Research and proof of unusually high turnover in 

music teacher personnel gave further evidence of conflict. 

It was believed by the researcher that basic differences in 

personality between the two groups might underlie evident friction. A 

research design was devised, having two main thrusts: the comparison 

of personality factors between selected high school music teachers and 

their administrators, and a survey comparing opinions of the two groups 

in regard to controversial questions in music education. 

Thirty-four southern Arizona high schools were included in 

the study. In these schools, 55 music teachers and 55 administrators 

cooperated in the study. 

The instruments used were the Cattell Sixteen Personality 

Factor Questionnaire and a 69-statement opinionnaire constructed by the 

researcher. Each statement expressed a definite attitude on a contro

versial aspect of music education. The opinionnaire provided for 

responses graduated from "strongly agree" to "strongly disagree." 

Machine-scoring and t-tests of the personality factor scores 

were handled by the publishers of the Cattell test. Twenty-three 

xii 



xiii 

personality factors were measured in the selected population. In 16 of 

the 23 factors, differences between group means were significant at or 

beyond the . 05 level of confidence. In nine of the 16 factors, the 

confidence level reached .001. 

Chi-square analysis of opinionnaire responses showed a 

difference between groups, significant at the .05 level of confidence, in 

32 of 69 items. 

On the basis of this evidence it was concluded that strong support 

was given both hypotheses tested: (1) "There is a significant difference 

in selected personality traits, between high school administrators and 

high school teachers of performing music groups," and (2) "There is a 

significant difference between high school administrators and high school 

teachers of performing music groups, in their respective attitudes, 

opinions and practices in areas of music education which previous studies 

have identified as being controversial. " 

According to results of the 16PF tests, salient personality 

factors of the administrators were self-discipline, will power, conscien

tiousness, leadership, social boldness, emotional stability, warmth, 

imaginativeness and social polish. They appeared to be relaxed, self-

assured, trusting, well-adjusted and free from anxiety. They were 

conservative and group-dependent; they valued laws, order and the 

opinion of others. 
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The music teachers were characterized as being outstanding in 

creativity, social polish, sensitivity, conscientiousness, self-sufficiency, 

neuroticism, imaginativeness, tenseness, anxiety, self-discipline, will 

power and social boldness. They were conservative, introverted, 

serious-minded rather than carefree. 

Both groups lacked objectivity and tended to react on the basis 

of feeling rather than thought. 

Opinionnaire responses revealed that neither administrators 

nor music teachers saw themselves as pictured by their 16PF scores 

or as they appeared to members of the opposite group. Their lack of 

objectivity seemed to emphasize need for perspective on individual and 

group personality patterns. 

Divergent views of the two groups in relation to controversies 

between them underlined need for communication between groups. 



CHAPTER I 

INTRODUCTION TO THE PROBLEM 

The Problem 

A substantial body of evidence attests to the existence of a 

critical problem in the relations between high school administrators and 

music teachers. Administrators find it difficult to select, schedule and 

retain the services of these special area teachers (Rhinehart 1963, White 

1967). Music teachers often feel that they and their work are neither 

understood nor valued by administrators (Jones 1961, Calder 1962, Bun-

yard 1963, Gibson 1965). The seriousness of the misunderstandings may 

be inferredfrom the extremely high rate of turnover in music teacher per

sonnel and frequency of attrition from this teaching field (Bodanske 1969). 

Need for This Study 

As is pointed out in Chapter II, the extent and intensity of 

conflict, the lack of rapport and mutual understanding, the disparity of 

viewpoints between the two groups are attested by scores of articles in 

professional journals. They are apparent in "shop talk" at conventions 

and evidenced in well-documented dissertations. An indication of 

conscious need for better understanding may be inferred from the fact 

that 91 per cent of music teachers in southern Arizona (and an equal 

1 
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number of administrators) agreed to participate in the present study 

despite foreknowledge of its unusual demands in time and concentration. 

Scope and Intent of This Research 

Dozens of published articles and analytical studies, reviewed 

by the researcher, affirmed the existence of serious conflict between 

high school administrators and music teachers. Several surveys pin

pointed specific areas and kinds of controversy. No previous study, 

however, appeared to have investigated the possibility that these policy, 

practice and personality clashes might stem, not from a simple lack of 

knowledge of and respect for the others' work, but from an essential 

personality-type difference which expresses itself in dramatically 

contrasting viewpoints. 

This research tested two selected groups--high school music 

teachers and their administrators--with an instrument designed to 

measure personality factors. Significant personality differences 

between groups--factor by factor--were then related to the results of a 

survey of opinions of the two groups in relation to apparent controver

sies between therr. 

Possible Benefits Deriving from the Research 

It is hoped that reviewers of this study will experience a 

heightened awareness of others' problems and needs. Participants in 

the study may have gained increased knowledge of themselves. After 
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considering results of the study a principal might know what questions 

to ask, what to look for, and typically what to expect when he interviews 

prospective music teachers. A music teacher could begin to realize 

that everyone's world does not revolve around music. Each should gain 

insight into the "set of mind" and motivations of the other; it is hoped 

that analysis and comparison of the two sets of data by the respondents 

themselves, and by other administrators and music teachers, may lead 

to better understanding and communication between the two groups. 

Finally, the everyday functions of music in the high school curriculum 

and in the community might be seen in more accurate perspective. 

Study Design, Measuring Instruments, 
Methods and Procedures 

A group of 55 high school music teachers and 55 administrators 

was selected from 34 southern Arizona high schools. Respondents were 

scored on 23 personality factors as measured by the Cattell Sixteen 

Personality Factor Questionnaire, Form A. A 69-statement opinionnaire 

afforded respondents a choice among six reactions to each "controver

sial" statement. Opinionnaire forms were completed concurrently with 

the 16 PF test. Personality test scores and opinionnaire results were 

analyzed statistically for significant differences between group responses. 

Personality scores were related to opinionnaire reactions, between and 

within groups. 
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Definitions 

For purposes of this study, the following definitions applied: 

"Administrator": A high school principal, assistant or vice 

principal, superintendent or administrative assistant, serving in a line 

capacity, who has all or some of the following responsibilities: the 

hiring and firing (subject to action by the school board), evaluation, 

supervision, budgeting and classroom scheduling of the music teacher. 

"Music Teacher": A high school teacher of vocal or instrumen

tal music, whose work includes rehearsal preparation and presentation 

of student groups in public performance, such as concerts, music 

festivals and contests, parades, sports event shows, musical shows, 

and various entertainment functions. The definition excludes from this 

study those teachers whose work is limited to general music classes, 

music appreciation or music theory. 

Hypotheses Tested 

The hypotheses tested in this investigation are these: 

1. There is a significant difference in selected personality 

traits, between high school administrators and high school teachers of 

performing music groups. 

2. There is a significant difference between high school 

administrators and high school teachers of performing music groups, in 

their respective attitudes, opinions and practices in areas of music 

education which previous studies have identified as being controversial. 
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Assumptions 

Conclusions drawn from the data assume acceptance of the 

following premises: 

1. That Cattell's Sixteen Personality Factor Questionnaire, 

Form A, is a valid and reliable measure of personality. 

2. That the two comparative personality profiles, as determined 

by testing a limited population, can be assumed to infer the presence of 

similar characteristics in other high school administrators and music 

teachers. 

3. That the administrators and music teachers tested and 

surveyed have answered questions and stated opinions candidly and 

fully, without "faking," that is, without giving motivationally distorted 

answers. 

4. That the survey statements were so designed and selected 

that the responses by participants accurately reflected their attitudes 

and opinions and portrayed actual current practices in high school music 

education. 

Limitations 

1. The limited population (55 music teachers and their adminis

trators in 34 southern Arizona public high schools) inhibits the degree of 

inference from the findings. It may be noted, however, that within the 
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survey area virtually every high school is represented and that both 

urban and rural communities of varied sizes are included. 

2. We must acknowledge some "experience bias"--the survey 

answers varying according to the experience of the respondent. 

3. Besides the element of "faking" (potentially present in any 

self-rating questionnaire), we must recognize the possibility of finding 

what H. H. Remmers calls "Rating biases . . . such as halo effect; i. e. , 

ratings may suffer from selective perception determined by a general 

liking or disliking of the rating object by the rater .... the leniency 

error and regression toward the mean, especially in self-rating, are 

well-known phenomena (Gage 1963, p. 373)." 

4. The reliability of the Cattell 16PF test as used in this study 

is lessened because the limitation of the respondents' time precluded 

the use of an additional, equivalent form of the test. This limitation 

is discussed further in Chapter IV. 

5. The objectivity of the researcher might have been lessened 

by the influence of his personal experience in the areas which were 

investigated. 

In regard to Limitation No. 3, it may be true that "selective 

perception" (seeing only what we wish or expect to see) gives us a less 

objective picture of a personality. But in a study like this one, a 

personalized, individualistic impression would appear to be precisely 

what is needed. A person's self-concept--his own idea of what he is--
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is as significant as the impression he makes on others. What we really 

are after (especially in the survey section of the study) is, in fact, an 

accurate picture of existing biases ! 

Limitation No. 5 is perhaps more pertinent and real. It might 

be said here that it is the responsibility of a researcher to provide a 

substantive, honest contribution to knowledge in a field wherein he has 

some theoretical background and adequate personal experience. His 

evaluations need to be impersonal; his views must be objective. This 

may be difficult when the researcher is conducting a study in his own 

field (when, in a sense, he is studying himself), but possibly some of 

the best contributions to research have been made by experimenters who 

had an intense personal interest in the outcome of their experiments. 

The exercise of intellectual integrity and prudent judgment should be 

sufficient to control personal bias. Because of the present researcher's 

experience as a music teacher and as a student and intern in educational 

administration, a special effort has been made to discipline this investiga

tion through scrupulous adherence to an objective approach and the choice 

of careful, honest methods of data-gathering, evaluation and reporting. 

A Preview of the Chapters Following 

Chapter II documents in detail several conflict situations, the 

knowledge of which motivated the present research; it also reviews 

related investigations in the area of personality studies of high school 
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administrators, high school music teachers and musicians in general. 

Chapter III discusses the design of the study, the choice and use of the 

16PF Questionnaire, the construction of the survey form, the approach 

to respondents and the statistical methods employed in evaluation. 

Chapter IV reports and interrelates the findings. Chapter V summarizes 

the findings and offers conclusions. The data are discussed, evaluated 

and related to other research. Suggestions for effective use of the 

findings, and for needed future research, conclude the study. 



CHAPTER II 

A SURVEY OF RELATED LITERATURE 

Research Providing Background for This Study 

The professional journals of music teachers regularly chronicle 

some aspect of the ongoing conflict between high school music teachers 

and their administrators. Articles cite opposing viewpoints; private 

conversations describe confrontations at a high emotional pitch; scholarly 

research affirms the existence of controversy and specifies points of 

difference. The first aim of this chapter is to present documentary 

evidence that serious controversies exist. The nature of these contro

versies, as revealed in the literature, is then considered. Finally 

there is a review of the most pertinent psychological studies of high 

school administrators, high school music teachers and professional 

musicians--with an emphasis on those significant differences and unique 

personality characteristics which might be a source of professional or 

personal conflict. 

The High Rate of Turnover in High School Music 
Teaching Personnel 

One of the strongest evidences of unsatisfactory conditions in 

high school music teaching is the extremely high rate of teacher 

9 
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turnover and attrition from the profession. An impressive picture was 

outlined by William Bodanske, who studied 760 currently employed, in 

1967-68, and 219 formerly employed high school music teachers in 

Missouri. He found that 

In each year a significantly higher number of teachers 
left the field than changed locations of employment 
.... It appears that out mobility among secondary 
public school music teachers is higher than that of 
high school teachers generally .... The total popula
tion, number-wise, evidences complete turnover in 
slightly over five years (Bodanske 1969, p. 5157-A). 

Offering a partial solution, he concluded: 

From the comments and opinions of secondary school 
music teachers there appears to be a need for develop
ment of clearer statements of the purposes of public 
school music and the development of more effective 
communication between teachers, administrators and 
others concerned with the music program of the school 
(p. 5157-A). 

Further evidence of unusual turnover is provided by the 

doctoral study of Charles Rhinehart, polling 279 music education 

graduates (bachelors and masters 1950-56, doctors 1950-60) from 

Florida State University. He stated that 

Since: (1) 60 per cent of men and 45 per cent of women 
still teaching music in public schools stated that they 
had at one time seriously considered leaving the profes
sion . . . and (3) 72 per cent men respondents and 65 per 
cent women respondents are not now teaching music in 
public schools, it is concluded that withdrawal incidence is 
high (Rhinehart 1963, p. 323). 
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Areas of Dissatisfaction and Conflict 

In Rhinehart's study several factors were cited by respondents 

as reasons for withdrawal from the field of music teaching. The fore

most reason (mentioned by 81 per cent) was "inadequate salary." Other 

reasons listed by at least 60 per cent of the respondents were inadequate 

equipment, unsatisfactory class scheduling, inadequate financial appro

priations for music, tension evolving from music and physical effort, 

additional duties not connected with music, quality of school discipline 

and unfavorable attitude of the administration and/or the faculty. 

Gale Sperry, 1958, reported on University of Minnesota music 

education graduates: "A majority of the men who left the profession 

reported doing so either for financial or military reasons (Schneider 

a n d  C a d y  1 9 6 5 ,  p .  4 5 1 ) . "  

Noting that several earlier surveys had shown that the majority 

of women leaving the music teaching profession do so for marital or 

family reasons, Robert Calder, 1962, decided to study only the male 

music education graduates of nine Pennsylvania universities and 

colleges, 1950-59. His subjects were 119 men who had left the profes

sion and 88 who did not enter it despite having completed a music 

education major. Calder tabulated a list of deterrent influences, based 

on an excellent 92. 3 per cent response from the "drop-outs. " He 

concluded that the most important factor in a man's leaving or never 

entering the music teaching profession was his acceptance of another 
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position which offered more money, better working conditions or more 

prestige. Among 15 negative factors, placed in rank order of importance 

by the 119 men who had left the profession, five items concerned admin

istration: (No. 6) The administration seemed disinterested in, and 

unsympathetic toward, the problems of the music teacher; (No. 7) The 

administration seemed to value the music program primarily for its 

public relations value; (No. 8) A lack of interest was evidenced by the 

administration in raising the musical standards of the school and/or 

the community; (No. 9) The teaching schedule was unsatisfactory; (No. 

10) The administration did not show respect for the capabilities of the 

music teacher. 

In a review of Calder's (1962) study, Gaylord Farwell (1964) 

specially emphasized the importance of Calder's primary concluding 

recommendation: that research should be conducted to determine the 

reason for the lack of communication between music teachers and school 

administrators. 

At the University of California at Los Angeles in 1963 Robert 

Bunyard completed his investigation of the reasons for high school 

instrumental music teachers dropping out, as compared to high school 

teacher dropouts from other teacher areas. His ungrouped dropouts 

rated 70 possible factors affecting dropout and transfer, as these factors 

had applied in their own cases: 
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Twelve of these factors differed significantly at about the 
5 per cent level. These twelve factors were: 1. Frustra
tions because of conditions which foster lack of accomplish
ment. 2. Conflicting ideas concerning proper function of 
education. 3. 'Feeder system' problems. 4. Future out
look. 5. Number of hours required for the job. 6. Incon
venience of hours. 7. Physical facilities. 8. Student 
attitude toward learning. 9. Relationship with the super
visor. 10. Marriage. 11. Pregnancy. IE. Relationship 
with the staff. 

The general group of teachers assigned higher ratings 
to numbers 10, 11 and 12, whereas the high school instru
mental teachers assigned higher ratings to the other nine 
factors (Bunyard 1963, p. 2306). 

Howard "White reported on 1, 000 questionnaires returned by 

music teachers nationally sampled at the elementary, junior high, 

high school and college levels. Some of his interesting observations, 

quoted directly below, summarize data directly pertinent to the 

present study: 

The person who had most often influenced their choosing a 
career in music was their music teacher .... Few 
respondents had a non-teaching income of over $1, 000 per 
year. 

The chief occupations that ex-music teachers entered 
were the professions, salesmen in small businesses often 
connected with music or insurance, classroom teaching in 
a field other than music, educational administration, church 
work, or private music teaching. The main reason given for 
leaving music teaching, other than the need for a higher 
salary, was seeking a greater personal challenge . . . 
Considering group characteristics, it was found that women 
in elementary music and vocal music teachers were least 
oriented toward their professional positions. Band directors 
demonstrated the highest degree of job orientation . . . The 
majority of the subjects studied thought society was congenial 
to their career and valued their work, even though the 
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community considered music education for its recreational 
and entertainment values, rather than for its educational 
assets . . . The primary stresses experienced in the role 
of music teaching were the pressures of music performance 
and the extensive amount of time required to fulfill the 
numerous extra duties of the job (White 1967, pp. 6, 8). 

Michael, Barth and Kaiser concluded that job satisfaction in 

high school music teaching is not related to temperament generally 

(Michael, Barth and Kaiser 1961). 

Kenneth Snapp, in an unpublished doctoral dissertation, 

suggested that a major cause of job dissatisfaction may be the under

lying desire to work in some area of music other than public school 

work. Snapp made up his own "Musicians Interest Inventory" based on 

the work of Kuder and Strong and administered it to 472 college music 

teachers (both theoretical and applied), 391 public school music teachers 

and 298 professional symphony musicians. He found that only 1 per 

cent of the college teachers and professional musicians rated public 

school music teaching as their personal first choice among musically-

oriented occupations and that public school music teaching was rated 

first by only 41 per cent of those currently teaching music in the public 

schools. (Snap]. 1953). 

A real catalog of controversies is found in the dissertation of 

Donald Jones, whose purpose ". . . was to discover the extent of 

agreement in relation to selected issues in music education in Ohio as 

reflected in the beliefs of high-school principals, high-school music 
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teachers and professors of music education (Jones 1961, p.3534)."His 

opinionnaire was mailed to a selected Ohio population and yielded a 

69. 29 per cent return with 492 participants. Jones said: 

Through ... an examination of the literature, through 
personal interviews and past experiences of the 
researcher, a list of twenty issues was selected: (1) 
Music for whom? (2) Purpose of Music? (3) Public 
Relations ? (4) Scheduling Performance Groups ? (5) 
Public Performance ? (6) Membership Requirements ? 
( 7 )  Extra Rehearsals ? (8) Scheduling Ensembles ? (9) 
Place of Music Classes in the Curriculum? (10) Pur
chase of Uniforms and Robes ? (11) Purchase of Instruc
tional Materials? (12) Purchase and Repair of Instruments? 
(13) Charging Admissions ? (14) Extra Pay? (15) 
Football Marching Band? (16) Value of Out-of-Town 
Performances? (17) Financing Out-of-Town Perform
ances? (18) Need for Parent Organizations ? (19) 
Purpose of Parent Organizations ? (20) Control of Parent 
Organizations (pp. 3534-5) ? 

Jones found that ". . . the responses given were dependent upon 

the position of the respondent to a statistically significant degree" in 

19 out of the 20 issues in terms of "Desired Ideal, " and in 17 out of the 

20 issues in terms pf "Actual Practice. " He noted additionally that 

"... a significant difference of opinion was expressed by music teachers 

and principals on the desired solution of seventeen of the twenty issues 

(pp. 3534-5)." 

James Gibson chose as his dissertation topic,"A Study of Areas 

of Conflict between High School Principals and Band Directors," finding 

that 

. . .  a  p r e l i m i n a r y  r e v i e w  o f  c o n t e m p o r a r y  l i t e r a t u r e  i n  t h e  
fields of school administration and music education failed to 
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identify adequate sources dealing directly with such 
conflicts. Interviews with principals and band 
directors, however, indicated that differences of 
opinion between the two did exist (Gibson 1965, p. 5814). 

Gibson received 366 completed replies to a questionnaire sent 

out to the administrators and band teachers of 268 Pennsylvania high 

schools. Controversial questions covered five general areas: (1) The 

place of the band in the curriculum; (2) Facilities and equipment; 

(3) Finances; (4) Scheduling; and (5) Intra-school and public relations. 

Gibson concluded: 

The results of the study demonstrate that, in general, both 
groups were in agreement in these areas: (1) considering 
band a regular class subject, (2) band participation in out-
of-school activities, (3) believing that the band educationally 
justifies its cost, (4) expecting the school budget to be the 
major source of band financing, (5) scheduling band daily 
as a regular class period, (6) scheduling ensembles during 
school time, (7) expecting the band to appear at all football 
games, both home and away, and (8) believing that the band 
program is not over-emphasized. 

The two groups were in general disagreement concerning 
these areas: (1) the adequacy of their schools' instrumental 
facilities, (2) the adequacy of the instrumental music staff 
to meet the needs of students, (3) whether band directors 
should receive higher pay than classroom teachers with 
similar training and experience, (4) the adequacy of instru
mental music budgets, (5) the size of bands, (6) band 
membership requirements, (7) whether band directors 
should be assigned the same duties normally assigned to 
classroom teachers, (8) granting private music teachers 
use of school facilities, and (9) who should be responsible 
for the training and supervision of majorettes (p. 5814). 

In studying 55 music teachers and 55 administrators in five 

midwestern cities, William Kelly investigated "Beliefs and Practices 
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. . . Concerning the Importance and Functions of Music in the Public 

Schools." He discovered that in two of the city school systems 

. . administrators and musicians were not in agreement in their 

views concerning the existing music programs. " Among Kelly's 

conclusions: 

(2) in order to judge the results of a music program, the 
measure of success should not be built upon performing 
ability or disciplinary ability, but upon strong convictions 
of the importance and functions of music in the public 
schools; (3) there was an over-emphasis on performing 
skills and disregard for the functional, aesthetic, demo
cratic and social uses of music . . . (5) stronger con
victions of the administrative staff concerning the 
importance of music in the public schools would resolve 
some of the discrepancies between the number of music 
classes listed as being needed and the number of music 
classes that materialized . . . (Kelly 1963, pp. 5133-4). 

Jack Donovan observed that North Dakota public school admin

istrators and music teachers in 1967 had similar perceptions of an 

"ideal" music program, but that there was a considerable difference 

in their perceptions of the programs actually in operation in their 

schools. "Administrators evaluated the real music education program 

significantly higher than did music teachers (Donovan 1967, 

pp. 1456-7A). " 

Martin Johnson(196l), reporting in an unpublished research 

study, found little agreement or consistency in the music education 

concepts of three separate groups of music educators: high school music 

teachers, music supervisors and college or university music teachers. 

Their differences were exemplified in varying opinions on such 
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problems as performance, methods of instruction, subject matter and 

the academic training of future music teachers. 

Johnson's findings of conflict in philosophies of music education 

reveal not only disparity of views between high school music teachers 

and their administrators, but differences of opinion among the high 

school music teachers themselves. 

Many of the statements comprising the survey form used in the 

present study were suggested by or adapted from the research reviewed 

above. 

Some Controversies Investigated in Depth 

Area I: Pay and Working Conditions 

How Hard Do Music Teachers Work? Research indicates that 

music teaching is one of the most demanding jobs in the high school, 

both in hours and in the expenditure of physical and nervous energy. 

Colbert's study of 529 Indiana public school music teachers found that 

in cities over 100, 000, male teachers taught an average of 26.75 class 

hours per week, or 777 pupil hours. He compared this figure to the 

NEA study, "Teaching Load in 1950, " which placed the average secondary 

school load at 25 periods per week (NEA Research Bulletin Feb. 1951). 

Colbert's music teachers on the average directed 17 public concerts 

and 12 miscellaneous music programs annually, but this figure was 



almost doubled by teachers in cities over 100, 000. He cited some 

customary extra-class responsibilities of the music teacher: 

Some of the unassigned duties and activities for which 
the music teacher may be responsible are the enlistment 
of new members for school music groups, the care and 
repair of instruments, the selecting and ordering of music, 
the cataloging of the music library, and the care and 
distribution of uniforms and robes. In addition, the music 
teacher is expected to have performing groups available 
for contests, festivals, and school and community programs 
(Colbert 1961, p. 145). 

In New England, questioning 326 music teachers in 263 high 

schools, Gudrun Erna Ekman ascertained that "The average number of 

hours in. the work-week for New England secondary school music 

teachers was forty-eight hours (Ekman 1963, p. 1955). " 

In 1954 Olaf Steg sent out questionnaires to 725 Michigan 

members of music teacher organizations, seeking information about 

their work-loads. From his 379 returned forms (a 52. 2 per cent 

response) he used 345 correctly filled-in replies, noting that ". . . the 

percent of teachers who enjoy their assignments very much increases 

as the salary increases (Steg 1955, pp. 105-6)."The better-paid 

teachers reported feeling less strain than did the teachers who were 

paid less. There was almost no difference between vocal and instru

mental teachers in the degree of strain felt in their work. Of those who 

reported "considerable strain," 50 per cent nevertheless said that they 

enjoyed their work "very much" ! 
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Steg believed that although the scheduled class-hours per week 

of the Michigan high school music teachers were low, the addition of 

extra duties and performances . . would undoubtedly boost the 

average loads of the instrumental and vocal-instrumental teachers 

above the 50-hour mark (p. 111).11 The extreme highs in weekly vTork-

hours as reported to Steg were 74 for a vocal teacher, 76 for an 

instrumental teacher and 82 for a vocal-and-instrumental teacher. 

One per cent of the teachers judged their work-load to be "light"; 

41 per cent "reasonable," 39 per cent "heavy" and 19 per cent 

"extremely heavy (p. 108). " Steg commented critically, however, that 

"There is no doubt that music teachers go through many aimless 

motions in their daily work and perform tasks that might far better 

be done by specially-assigned custodial or student help, leaving the 

music teacher free to use his time more fruitfully (p. 117)." 

Leonard Clark investigated comparative work-loads of music 

teachers and academic class teachers in a doctoral dissertation cover

ing 1,099 teachers in 106 New England public secondary schools. 

Speaking of the "wearing effect" of 63 high school teaching activities, 

he offered the opinion that "Teaching load consists of two major 

components: (1) the amount of time required to do the job, and (2) 

the cumulative wearing effect of the various tasks which make up the 

teacher's job." According to teachers questioned by Clark, the most 

wearing activity of all was "Preparing for and teaching a class in 
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which one lacks suitable education. " Next to it in rank were "Coaching 

a major men's interscholastic sport,11 "Preparing for and teaching a 

large class," and "Sponsoring high school dramatics." In the next 

rank below were "Conducting assembly programs," "Sponsoring music 

organizations and programs, " and "Coaching a minor men's inter

scholastic sport (Clark 1954, pp. 48-49)." 

An early study by Lowell Tilson polled 127 Indiana music educa

tion graduates in Depression days. Of 87 returning Tilson's questibn-

naire 

. . .  7 6  w e r e  s t i l l  t e a c h i n g .  O n l y  2 5  w e r e  t e a c h i n g  o n l y  m u s i c  
while 31 were teaching music with one other subject, 16 were 
teaching music with two other subjects, and 4 were teaching 
music with three other subjects. The most common combina
tions included music, art, and English (Tilson 1934, p. 12). 

Drake, 1957, ". . . discovered the job responsibilities of music 

teachers in small schools to be the coordination of the entire program, 

grades one through twelve. In this capacity the music teacher acted 

as consultant, supervisor, and teacher (Schneider and Cady 1965, 

p. 137). " 

Schneider and Cady reported on the unpublished doctoral 

dissertation of Donald Corson (1948), who in studying the instrumental 

music program in 52 secondary schools in New Jersey found that 

On the basis of academic preparation, teaching experience, 
and teaching load, only 15 schools employed a sufficient 
number of qualified teachers to carry on the instrumental 
program. Sixty-eight per cent of the instrumental 



teachers carried more than the standard teaching load 
of 30 periods per week (Schneider and Cady 1965, 
pp. 381-2). 

The general conclusions of research in music teaching load 

were summed up by Sadie Rafferty and J. J. Weigand in the Bulletin 

of the National Association of Secondary School Principals: 

Many schools are demanding too much of their music 
teachers. This is perhaps more true of the smaller 
schools than of the larger units. Standards of instruction 
and the welfare of the teachers engaged in the profession 
are jeopardized when the administration fails to compre
hend fully the physical strain involved in conducting 
musical activities. A balanced music program to serve 
all children in the school will require that adequate hours 
be available to do the work (Rafferty and Weigand 1932, 
p. 17). 

Echoing these thoughts 33 years later, Schneider and Cady 

stated in the "Implications" section of their monumental review of 

literature and research in music education: 

Faculty loads of high school music teachers either need 
to be reduced or the emphasis changed in the music 
program. (Both actions would seem desirable.) The 
additional rehearsals and services provided by the 
music groups and the time required in this work (some
times after school and evenings) is often not considered 
in evaluation of music faculty loads (Schneider and 
Cady 1965, p. 320). 

Extra Pay Factors for High School Music Teachers 

Speaking for the National Education Association, Gertrude 

Stieber wrote: 

With regard to extra pay for extra duties, salary 
dif ferentials for time spent by teachers in directing 



extra-curricular activities for pupils, such as sports, 
dramatics, musical activities, production of school 
newspapers and the like, frequently are recognized in 
salary schedules. In 1965-66, about one-half the 
salary schedules examined by the NEA . . . reported 
such differentials. The amounts of extra pay for such 
activities were relatively small; football coaches 
usually received the largest stipends above their 
regular teaching duties' salary (Stieber 1969, p. 332). 

Paul Solley, a principal, expressed the rationale behind extra 

pay factors in his report on the "Extra Pay for Extra Duty Guide" 

developed in 1965 by the State College Area School District in 

Pennsylvania: ". . . the guide is based on the philosophy that in 

providing supplemental activities beneficial to the mental, physical 

and social growth of students, extra pay to the teachers who sponsor 

such activities is vital (Solley 1969, p. 54)." According to Solley, 

salaries in the aforementioned Pennsylvania district were paid on a 

point scale, the number of points earned depending upon nine criteria: 

Hours (total out of school), weekend and vacation time, the number of 

students directly involved, experience and training necessary for the 

activity, special risk of injury to pupils, pressures (from crowds, 

community, faculty and administration), responsibility (in terms of 

equipment, facilities and funds), environmental influence (outdoor or 

indoor conditions, including weather) and travel supervision (bus 

trips, etc.). 

A different viewpoint was expressed by Edwin Brown and Louis 

Fritzemeier, who described a variable pay scale for all high school 



teachers, as used in Lyon County, Kansas. This pay scale utilized a 

decimal base with a 1.000 average, pay varying according to several 

factors in the teaching load such as difficulty of the subject, number of 

pupils, number of different preparations, number of different fields of 

teaching and amount of extra-curricular work (Brown and Fritzemeier 

1931, p. 64). A few examples of the point-valuations allotted to each 

subject are: English, 1.00 to 1. 10; Art, .99; Classroom music, 1.06; 

Chorus, 1.08; Band, 1.22; Orchestra, 1.23; School paper, 1.13; 

Physics, 1.28; Typewriting, .89; Coaching athletics, 1.06; American 

history, 1.02; Spelling (the lowest valuation), .73 (p. 66). 

School Management magazine outlined a sliding scale of extra 

pay factors worked out by teachers and administrators in Mount 

Pleasant school district, Thornwood, New Jersey. In 1968 a head 

coach of interscholastic sports received 14 per cent ($868) of the base 

pay; the cheerleader advisor got 5 per cent ($310). Sponsors who spent 

200 extra hours (e. g., bookstore, yearbook and student council sponsors) 

received $450; the directors of the marching band, the chorus, and 

drama productions received $200 each for an estimated 50 hours of 

extra class work (Workshop 1968, p. 20). 

In California (as expressed in 1964 and 1967 Resolutions of 

their Salary Schedule and Trends Committee) the California Teachers 

Association members stated a preference for released time (rather than 

money) as compensation for extra-class duties, but qualified: '"In 
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vinusual cases where released time is impossible to achieve, the teacher 

should be compensated for his additional duties at a rate which is in 

direct proportion to his yearly contractual salary (Winston 1969, 

p. 81)." 

Sheldon Winston (quoted above) reported also that in Los 

Angeles City Schools in 1964-65 high school coaches were paid $6. 72 per 

hour up to 140 hours per assignment ($941 per assignment, maximum), 

with seven assignments being allowed to each high school. Non-athletic 

sponsors or coaches also earned $6. 72 per hour, to a maximum of 40 

hours per semester. Vocal and instrumental music were included in 

the eight one-semester assignments allowed each high school. At this 

scale, the music teacher's maximum extra pay factor was $538 per 

year (pp. 81-83). 

Winston .stated further that in Oakland, California in 1964-65 

coaches, drama directors and band directors were each awarded one 

period of released time. San Francisco in the same year paid $5. 75 per 

hour for extra non-sport activities, with a set maximum for each 

activity; athletic coaches, however, were reimbursed differently by 

individual high schools, at the discretion of the principal. "It is obvious 

from the policies mentioned," summarized Winston, "that school 

districts have their own unique regulations relating to extra pay and 

assignments, but it is very difficult to discern an attitude or practice 

that is common to all of them (p. 83). " 



Winston recommended the system of extra pay factors developed 

by Purdue University staff members for the South Bend, Indiana public 

schools. This salary structure was based on extra-class clock-hours, 

quality and importance of the assignment and a base salary (that of the 

individual, or that of a group). Research reviewed by Winston suggested 

consideration of extra time required, responsibility involved, importance 

of the work, special proficiency needed, amount of public exposure and 

the base salary of the worker or groups of workers. 

Tucson District Number One, largest single employer in the 

area surveyed by the present study, adopted a 1972-73 salary schedule 

paying vocal music teachers and orchestra teachers an extra factor of 

4 per cent of the base salary (which is $7405 for all teachers in 1972-

73) plus $50 for each year of experience up to ten years. Band teachers 

on this schedule receive a somewhat larger extra factor of 6 per cent of 

the base salary, plus the experience bonus mentioned above. Thus, a 

beginning vocal or orchestra teacher, 1972-73, receives $296, while a 

band teacher in his eleventh year, 1972-73, receives $944 over the 

regular classroom teachers salary. (Data from the Tucson Public Schools 

salary schedule was furnished by John Timbers, Tucson Public Schools 

Director of Personnel, when interviewed by the researcher in June, 

1972.) 

Extra-Curricular Employment for Music Teachers. Hills (1962) 

stated that in his observed selection of 444 Missouri high schools most 
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music teachers reported that they supplemented their incomes with extra 

employment. 

When a high school music teacher earns extra money from such 

outside work as private teaching, direction of a church choir, playing in 

a jazz group or symphony orchestra, or conducting productions of civic 

musical organizations, the indirect effect on his high school music 

program may be expected to vary with the amount and the nature of such 

extra-curricular work. How administrators and music teachers feel 

about such after-hours employment apparently had not been researched 

prior to the present study. 

Area II: Scheduling, Auditions and Rehearsals 

Extra Classes and Subjects Taught by the High School Music 

Teacher. In Richard Hills' study (cited above) very few music teachers 

reported that they taught courses other than music. The major problem 

cited by these teachers was "scheduling. " Many taught in both vocal 

and instrumental music, often from first grade through high school 

(Hills 1962). 

Olaf Steg (1955) reported that a majority of 345 polled Michigan 

high school music teachers fulfilled teaching assignments in elementary 

or junior high music, or both, in addition to their high school work. 

Out of 67 music teachers employed during the 1971-72 school 

year in southern Arizona public high schools (the schools investigated 
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in the present study), 13 instructed classes in both vocal and instru

mental music (Van Diest 1972). 

Auditioning Advanced Groups and Scheduling Classes. Litera

ture analyzed by the present researcher included several accounts of 

extra-class hours spent by high school music teachers in auditioning 

and selecting students for participation in advanced groups. The gist 

of these observations may well be summarized by a quotation from Paul 

Roe's report on 105 North Central Association high schools: 

Personnel for performance groups was usually selected 
on the basis of tryouts, balance needed, recommendations, 
tests, and grade level. . . . 

Small schools found it easier to schedule music, and 
instrumental departments had less difficulty than choral 
departments. . . . 

Recruitment of students becomes increasingly necessary 
. . . two-fifths of advanced boys glee clubs were meeting 
outside school time. . . . Many schools still partially 
finance their music department through other sources than 
school district funds (Roe I960, p. 2563). 

The critical importance of scheduling difficulties for boys in 

the vocal music programs of Arizona high schools was brought out in 

Franz Glover's unpublished research study (1956), in which the demands 

of major sports participation and after-school jobs were identified as 

problems which necessitate the full cooperation of administrators and 

the sympathy of counselors in scheduling music students. 

Additional evidence earmarking ineffective scheduling as a 

major deterrent to studying music in high school was provided in the 



unpublished doctoral thesis of Angelo Cucci, who recommended a 

longer school day, or one with shorter periods: 

Because of the difficulty in arranging four academic classes, 
physical education and a music activity in a six-period day, 
those schools using the six-period plan experienced more 
conflicts in scheduling than did the schools using seven-, 
eight-, or nine-period plans, resulting in greater limitations 
in music enrollments (Cucci 1955, p. 265). 

Maurice Lax's Detroit, Michigan investigation, also, placed 

scheduling difficulties high on the list of factors discouraging student 

participation in music. Lax cited two negative factors which appeared 

to be of primary importance: "1. Principals and counselors do not 

encourage student enrollment in the instrumental music program. 

2. The non-music teacher appears to be the strongest discouragement 

factor (Lax 1966, p. 2285-A)." 

An inference that academic, economic and social pressures 

might discourage Arizona high school students from taking music 

courses is found in the unpublished dissertation of Richard Powell: "1. 

Students perceived Graduation, Occupation and College to be the most 

important influences for taking courses in high school. 2. Students 

perceived No Time to be the most important reason for not taking 

courses (Powell 1968, p. 1051-A)." Powell's discoveries seemed to 

reinforce the long-standing claim of many fine arts teachers that both 

inflexible scheduling and the rigid requirements for high school gradua

tion and university entrance are deterrents to the fine arts programs 
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in Arizona high schools. Evidence favoring this premise was found also 

in Jones (1961), Rhinehart (1963) and Roe (I960). 

' Extra-Class Rehearsals. The number and duration of evening 

rehearsals appeared to vary considerably according to the demands of 

the teacher, the size of the high school and the nature of the community. 

Rural high schools drawing students from a wide area reportedly 

scheduled fewer evening rehearsals (compared to the number scheduled 

by city high schools), largely because of transportation difficulties 

(Steg 1955). The production of a musical show was judged to necessitate 

regular evening rehearsals of two to three hours duration for several 

weeks (Barrows 1965). 

Band directors may require student members to drill on the 

field several nights each week during football season. This preparation 

for pre-game and halftime shows (as noted and documented in the 

"Conflicts" section above) can be a strain on director and bandsmen alike. 

The long-range value of marching band activities was questioned by 

many band directors who would prefer to spend the rehearsal time in 

building tone, technique and musicianship. Raymond Bliss (I960), 

investigating 51 city high schools in Ohio, found that ". . . marching 

band contributed little to the musical growth of participant students in 

terms of intrinsic musical values (Schneider and Cady 1965, p. 371)." 
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Area III: Philosophy and Course Content 

Earlier portions of this chapter presented evidence indicating 

a great diversity in the current opinions of educators concerning not 

only the practice, but also the very nature of music education. 

Schneider and Cady (1965, p. 279) concluded that "It seems evident that 

a relatively common attitude toward music education does not exist. " 

Winnifred Fenton (1957) believed that those criticisms of music 

teachers expressed by administrators for her dissertation study . . 

could be interpreted as a conflict in certain attitudes and interpretations 

of the function of music teachers in the schools in which they work 

(Schneider and Cady 1965, p. 392)-."This conclusion seemed to infer 

that part of the conflict between administrators and music teachers may 

spring from their antagonistic philosophies of music education. 

A Definition of Music Education. When Erwin Schneider and 

Henry Cady embarked upon their federally-funded, exhaustive Evalua-

tion and Synthesis of 9, 150 items of research in music education (1930-

1962) they developed for the project this definition: 

Music education is the practice of, the participation in, 
and the study of the process involved in the teaching and 
learning of music within the elementary and secondary 
school to fulfill three fundamental functions, namely, the 
transmission of the cultural heritage in music, the 
acculturation of the individual to his musical environ
ment as a participant, and the development of the 
individual's aesthetic sensitivity (Schneider and Cady 
1965, p. 269). 
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The definition quoted above guided the present researcher in the 

construction of several of the survey items used in this study. By 

virtue of its authoritative source (both men being university professors 

of music education highly respected and widely published in the field), it 

might well be considered as a general criterion for evaluating school 

music programs. 

"Music in American Society" was the theme of the Tanglewood 

Symposium of 1967, co-sponsored by the Music Educators National 

Conference, Boston University's School of Music and the Theodore 

Presser Foundation. Its thought-provoking discussions raised many 

questions: 

. . . what are the desirable directions for a maturity that 
seems increasingly concerned with the arts as one form of 
personal and group awareness in a departure from a highly 
activist, materialistic, or pragmatic society? . . . what 
are the values, the functions, and roles of music and other 
arts in such a society? . . . 

Music and the other arts have been expressions of men 
in all societies, used for many purposes, considered 
'peripheral' or 'ornamental' by many and an essential 
esthetic component of the 'good life' by others. Although 
negative attitudes exist in this country toward the arts, 
many believe we are on the threshold of a cultural 
renaissance (Choate and Kaplan 1967, pp. 45-6}* 

A definitive statement of the goals of the 60, 000-member 

Music Educators National Conference was made by Frances M. 

Andrews, the organization's President: 

For the first time in its sixty-four-year history, the 
Music Educators National Conference, by action of the 



National Executive Board, has adopted a comprehensive 
set of goals and objectives. . . . 

MENC shall conduct programs and activities to build: 
A vital musical culture. 
An enlightened musical public. 

Goals of the profession are: 
Comprehensive music programs in all schools. 
Involvement of persons of all ages in learning 
music. 
Quality preparation of teachers. 
Use of the most effective techniques and 
resources in music instruction (Andrews 1971, 
p. 28). 

Thirty-five objectives to implement these goals were also 

recommended by the Executive Board. 

"Music Education" as Interpreted by the Public. In a sym

posium of statements by some leading Americans concerning school 

music, we get a picture of its ultimate effect on certain adult lives. 

Justice Abe Fortas of the United States Supreme Court (an accomplished 

violinist) said, "I think that musical involvement must begin at an 

extremely early age . . . and certainly continue through school . . . 

Music is an indispensable part of my life (Fowler, Ed. 1967, p. 56). " 

The following five citations are also taken from Fowler's 

1967 article. Dr. W. Walter Menninger, psychiatrist, commented 

that "One of the great advantages of music is that it is an opportunity 

for the expression of feeling. ... I think it's a responsibility of 

parents, of the whole system generally, to keep this as part of the 

curriculum (p. 59). " 
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Dr. Harold C. Urey, nuclear physicist, valued music as a part 

of the balanced education of all children (p. 57); Charles M. Schultz of 

"Peanuts" fame said, "Music is one of the things, like the ability to 

laugh, that has kept mankind going for all these thousands of years 

(P- 59)." 

Jack Vaughn, then director of the Peace Corps, praised music 

as the one thread of communication common to all people (p. 59)-

Massachusetts Congresswoman, in 1967, Margaret M. Heckler confessed, 

"I studied piano for many years and wanted to become a concert pianist.11 

She felt that people need music for its therapeutic and balancing, tension-

relieving effects (p. 59)« 

"Music Education" According to Some School Superintendents. 

Thomas D. Sheldon, then Superintendent of Schools in Baltimore, Mary

land, was one of several school superintendents interviewed by Music 

Educators Journal Editor Charles B. Fowler, in a 1970 symposium of 

administrative views. Sheldon offered this opinion: 

In the years to come, the art of living and the art of 
dealing with our emotions will have to be a part of the 
education of the young. Music has often been referred 
to as the language of the emotions. It seems reason
able to expect, then, that music as a language and music 
as a re-creative art must become increasingly important 
in the education of the urban child. (Fowler, Ed. 1970, 
p. 64)> 

Bernard E. Donovan, a superintendent from a district (not 

specifically identified in the article) located in New York State, also 

spoke to editor Fowler: 
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Music can facilitate that understanding between young 
and old so desperately needed in these days of social 
revolution. Can we not meet the young and their music 
through the school curriculum, thereby benefiting from 
an understanding of their medium of communication 
while presenting the values of the past (p. 64) ? 

Said William R. Manning, Superintendent of Schools (1970) in 

the District of Columbia: "Music educators have a unique opportunity 

to relate and contribute to youth's search for identity and under stand

ing (p. 65)." 

Philadelphia Superintendent (1970) Mark R. Shedd felt that his 

inner-city students needed ". . . an opportunity to express the frustra

tions of life, and musical ties with a proud cultural tradition (p. 63)." 

Conflicting Opinions on Aesthetics in School Music. Bennett 

Reimer, professor of music at Case Western Reserve University, 

stated unequivocally that 

. . . the most fundamental value of music is its ability to 
give aesthetic insights through a particular kind of 
experience of music: aesthetic experience. The primary 
function of music education is, therefore, to develop 
the ability of every child to have aesthetic experience in 
music (Reimer 1968, p. 28). 

Reimer's opinions conflicted directly with those of Charles 

Leonhard, Professor of Music (1965) at the University of Illinois, who 

asserted that music teachers cannot guarantee to provide aesthetic 

experience for everyone. Leonhard quoted the pragmatic philosopher 

Foster McMurray for support: 

'A music teacher should neither attempt nor expect to 
teach his pupils a new and stronger liking for music. . . . 
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If, when a pupil has truly learned to hear more of what is 
potentially there, he does not value highly the new content, 
then that evaluation is his own rightful concern and no one 
else's (Leonhard 1965, p. 61). ' 

Theodore Sizer, Dean of the Graduate School of Harvard Univer

sity, tended to agree with the latter view: 

The aesthetic entity presents far more problems, I think, 
than the literacy entity. ... I don't think the deeply 
emotional act which comes with creating or perceiving a 
visual or musical manifestation is taught by one person 
to another. The pedagogy of such emotion is quite beyond 
us and we should frankly admit it (Sizer 1965, p. 45). 

The High School Music Teacher: A Target for Tastes. It may 

be apparent from the quotations above, and perhaps musically exper

ienced persons will agree, that discussions of beauty and values in 

music are usually replete with terms of elusive meaning, and as a rule 

express individual and highly personalized tastes and interpretations. 

These varied tastes appear to converge upon the music teacher in the 

form of community, administrative and student pressures expressed in 

many ways and intended to influence the teacher's choice of music, or 

even to dictate his total program. Such pressures as they are reflected 

in the literature will be examined later in this chapter. 

An Inescapable Choice, among Values, for the Music Teacher. 

Wide variation in musical taste is inevitable in a country-wide selection 

of music teachers. One teacher may extol the virtues of a 'rock' 

Creation, a recording by the group "Chicago" or the songs of the 

Beatles (Rorem 1968, p. 81); another will successfully establish an 
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almost exclusively classical music teaching program and reason, "When 

it can be fun to sing and to listen to great music, why settle for less 

(Hawkins 1965,p. 80)?" Such varied preferences might be seen as healthy 

manifestations of a broad, comprehensive national musical taste. 

There is one current issue of major proportions, however, 

which seems to represent a dichotomy of philosophical--even of moral--

nature. The forced choice it presents has been discussed from various 

viewpoints in all of the major music-teacher professional journals dur

ing the past several years, with ever-increasing frequency, intensity 

and urgency. The presence of the problem and the nature of its vitally 

needed solution have definite import in relation to the present study. The 

controversy centers around today's emphasis on student performance in 

the high school music program. 

Dr. Meyer Cahn, Professor of Higher Education at San Fran

cisco State University, decried musical directors (and he confessed to 

having been one for 25 years) who above all "aim to produce the 

quintessence of beauty for their public. For this, they would gladly 

sacrifice their health, their families, their academic classes, anything 

--anything--for a good performance. And all they ask in return is that 

other things bend (Cahn 1969, p. 36)." 

Cahn felt that music educators 

. . . cannot serve the goal of perfect performance in concert 
above all other concerns and be morally right in education. . , . 
The question thus becomes sharply reduced--excellent music 



or excellent relationships ? In a forced choice, which would 
come first? 

. . .  I t  t a k e s  b o l d n e s s  a n d  c o u r a g e  t o  p r e s e n t  a  l e s s - t h a n -
perfect performance. In fact, to pay attention to human 
process, even at the expense of perfect performance, takes 
a kind of wisdom that has not yet become the norm of music 
education (p. 37). 

Cahn advised abandoning the "authoritative, exploitative mode, 

the mode of operation which suggests that when the chips are down, 

music education exists primarily in order to achieve the finest perfor

mance possible ..." He suggested instead the stressing of shared 

feeling and experience, naturalness, a concern "not only for a parti

cular interpretation of a piece, but also for the student's own under

lying impulses, which are most appropriately a part of whatever 

interpretation the student participates in (p. 37). " Understanding and 

critical judgment, he averred, must be developed--and this takes time 

from rehearsal of the notes. 

Cahn's ideas in this area were in perfect harmony with those 

of Slayter (1^66). Agreement with this view was expressed also by 

Reimer, who stated: "Teaching for musical perception is vastly 

different from rehearsing for precision of performance. . . . Sheer 

technique is nonaesthetic. . . . our assumption about the automatic 

effect of performance on musical sensitivity is an unjustified one 

(Reimer 1968, pp. 107-9)." While recognizing the value of performance 

("When skilled performance is used to illuminate musical 
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expressiveness, the resulting understanding penetrates very deeply"), 

Reimer still believed that 

. . .  a  g r o w i n g  n u m b e r  o f  m u s i c  e d u c a t o r s  a r e  b e g i n n i n g  
to advance the position that if the development of aesthetic 
sensitivity is a major goal of music education, it can be 
reached far more efficiently through general music courses, 
allied arts courses, humanities courses, and the like than 
through performance activities (p. 110). 

Speaking of music education's responsibility to the child, 

Boston School Superintendent William Ohrensberger insisted that "It 

should permit him to listen, to enjoy, and to create rather than try to 

make him a specialist. Music must be for everyone, and it must be 

for the talented; without the first, one cannot have the second 

(Fowler, Ed. 1970, p. 65)." 

Harvard's Dr. Sizer would add, 

. . . we should not confuse aesthetic work with public 
performance. It seems to me that the pressure to 
produce for Mummy and Daddy and the s chool committee 
is the kiss of death for most school and college 'art' 
£ including music] work. Youngsters never learn that 
creation is primarily for them and not for anyone else 
and thus they lose the creative meaning of 'art 
(Sizer 1965, p. 46). ' 

During the 1968 Convention of the National Association of 

Secondary School Principals in Atlantic City, Joan Gaines of the 

Music Educators Journal interviewed (briefly) over 300 principals 

concerning their music programs. Their consensus of opinion was that 

"Music in the secondary schools is 'great'; its success is measured by 

the number of students involved in band, orchestra and 
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chorus. . . (Gaines 1968,p. 85)." Mrs. Gaines mentioned one principal 

who "deplored what he called the 'audition complex' of music educators. 

'They are so busy looking for talent that they forget the needs of the 

mass of students. I would like to see far more of my students involved 

in some way, even if they aren't first-class performing material 

(p. 85). 

In a later series of interviews--this time nation-wide, with 

leading school administrators and lay school officials--Gaines reported 

widespread dissatisfaction with the performance specialization and 

limited student involvement in high school music programs. All quota

tions reported by her were anonymous. One high school principal 

(in a small, fairly affluent city) said, 

'Maybe twenty percent of our students are involved in 
music. . . We should find a lower level of participation 
for the other eighty percent. Music teachers don't seem 
to see their mission as creating love and understanding of 
music in all students. Perhaps they really aren't for 
music for the masses. . . . Their hangup on performance 
is a problem (Gaines 1972, pp. 36-7). ' 

An elementary school principal in the same city suggested, 

"I would like to see two tracks in music education--one for the 

talented and one for the others (p. 36)." 

Thomas W. Miller, Assistant Dean of the School of Music (1966) 

in East Carolina College, approved of selective membership in high 

school performing groups but cautioned against overemphasis of 

performance: "The non-performance-minded student, however, is 
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frequently ignored in senior high school (Miller 1966,p. 59). " He 

contended that this might be a major cause of the dwindling numbers of 

music participants observed as students progress from seventh grade 

to twelfth grade. He quoted from the NEA 1963 survey which showed 

that ". . . only 38 per cent of the graduating classes of the smallest 

high schools, 28 per cent of those graduating from the 300-999 size 

schools, and only 17 per cent of those graduating from the large high 

schools (1000 and up), had taken one year or more of music (p. 59). " 

The 1964 Rockefeller Panel Report, The Performing Arts: 

Problems and Prospects, was reviewed by Emile Serposs. According 

to Serposs the Rockefeller investigators found that high school perform

ance levels were admirably high, but that (in the words of the Panel 

Report) "... the attempts to reach the larger segment of the school 

population have been timid and half-hearted (Serposs 1965, p. 93)." 

In an unpublished dissertation, Clifton Burmeister (1953) polled 

community adults and high school students in six Missouri cities, find

ing that "Music education promoted the acquisition of musical skills, 

but this was not the most important aspect of the program in the opinion 

of the respondents who indicated that there was a need for more emphasis 

on teaching an appreciation of 'good music. (Schneider and Cady 1965, 

p.376).'"In a closely related dissertation Jack Stephenson stated that 

high school teachers who did not teach music felt that the emphasis 

placed on performing organizations should be shifted to a general music 



.1 

42 

program (Stephenson 1955). Cleveland's (1951) Superintendent of 

Schools Mark Schinnerer also agreed that "too much emphasis" is put 

on "singing and playing to the exclusion of other musical experiences 

for the child who will never be a performer but is a potential music 

lover (Schinnerer 1951, p. 19)»" 

William Kelly's dissertation gave support to the premise that 

high school music teachers themselves consider that performance is 

overemphasized. Among his conclusions: 

. . . (2) in order to judge the results of a music program, 
the measure of success should not be built upon performing 
ability or disciplinary ability, but upon strong convictions 
of the importance and functions of music in the public 
schools; (3) there was an over-emphasis on performing 
skills with disregard for the functional, aesthetic, 
democratic, and social uses of music. . . (Kelly 1963, 
p. 5134). 

From New York City high schools came the affirming voice of 

Joseph Albertson, who likened the "typical" music-department approach 

to that of a hypothetical high school physical educational program which 

has no P. E. classes--only a few teams of select members--or an 

imaginary drama department in which grades are given on the sole 

basis of performance levels reached in staging (exclusively) Shakes

pearean plays. He explained: 

Few would question the value of learning to sing or play an 
instrument. What must be questioned is exclusive training 
in this field--the omission of all other training in music 
values--simply to produce a fine chorus or an outstanding 
orchestra. 
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To summarize: 
1. If public performance is the primary objective of the 

high school music department, that department has, 
to a considerable extent, abandoned its educational 
function. 

2. Music education should be the primary function of the 
high school music department. Public performances 
should be the outgrowth of the educative process and 
should contribute to it. 

3. To the extent that public performance makes such 
demands on the music educator that he is unable to 
pursue valid aims in music education, public perform
ance is the enemy of education (Albertson 1966, 
pp. 23-25). 

In contrast, Henry Janiec (1969) emphasized that music is by 

its nature a communicative art requiring expression and a teaching 

vehicle in itself. 

De-Emphasizing Performance and Broadening Music Course 

Offerings. To Meyer Cahn (quoted earlier on pages 37 and 38), it 

seemed apparent that many teachers should consider modifying their 

drives toward the "perfect performance," in the interests of providing 

for students a richer, warmer, less specialized experience in music. 

He advanced a reason for their apparent reluctance to do so: 

Peer pressure, the strongest of all and the one that influences 
and gets its way, has not yet moved in this direction. At the 
present juncture of the short history of American music educa
tion, peer pressure exerts itself in the admiration of 'wonder
ful musical groups' that sing and play complex works fully 
instrumentated, totally staged, perfectly tuned, and ultimately 
recorded so that students, parents, and colleagues can hear, 
enjoy, and admire (Cahn 1969, p. 37). 

Bennett Reimer recognized ". . . the exhilaration, the joy, the 

magnificent feeling of real accomplishment that the art of performing 
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can give (1968, p. Ill),"but he insisted on proper appreciation and under

standing of music by the student performer. Excellent standards of 

performance, he felt, must not preclude aesthetic values. A coexist

ence of highest-quality programs in both student performance and music 

appreciation was possible, he felt, because "Both activities, general 

music and performance, have the same goal and use the same devices. 

The difference between them is not one of kind, but one of emphasis 

.... Who would want to deprive youngsters of the opportunity to have 

both (p. 114)?" 

Area IV: Performances, Concert Policy, Public Relations 

Music Festivals and Competitions in Arizona. In Arizona, 

three major music festivals offer evaluation of the performance efforts 

of high school students. The State Solo and Ensemble Festival is 

sponsored annually by the Arizona Interscholastic Association, an 

organization of high school administrators. In this Festival instru

mental and vocal soloists, and ensembles comprising 2-16 members, 

are judged initially in several regional festivals. Those receiving a 

"Superior" rating progress to the State Festival, where "Superior" 

and "Excellent" ratings are rewarded by placques or medals. Verbal 

communication between adjudicators and performers is a matter left 

to the discretion of the individual judge, but written or numerically-

rated evaluations are given to all participants. 
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The Regional Music Festival at The University of Arizona 

divides each group's allotted time equally between performance and a 

personal, face-to-face encounter between the judge and the orchestra, 

band or choir which he is evaluating. (This type of communication may 

do much to relieve performance pressure and add warmth to the 

festival experience.) Evaluation by letter-rating is given, or adjudica

tion may be limited to a verbal and written critique, at the option of 

each group's director. 

At the annual Arizona State University Festival, also, ratings 

are optional. Here, however, the atmosphere of competition 

reportedly is more intense because of the subsequent Concert of Honor, 

an evening concert presented in Grady Gammage Auditorium on the 

university campus, and limited to performances by outstanding groups 

selected from the winners of "Superior" ratings in the festival that 

day. Three judges provide written evaluations of each performing 

group during the day. No verbal communication is allowed between 

the judges and the performers. 

Festivals and Competitions in Other States. Suggestions for 

improving solo contests and festivals come from Earl Pettey, writing 

in School Musician. He recommended a personal communication between 

judge and performer, saying, "If contests are to be educational the 

adjudicator's job is a full day of careful teaching. He must not only 

listen critically and grade the performer, but must also give as much 
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helpful criticism as time allows. One might consider the audition as 

a short private lesson (Pettey 1970, p. 47)." 

Pettey also criticized the utilization of college teachers as 

judges: 

. . . in a number of cases these impressive judges have 
never taught public school music or at least not for a long 
time. Certainly they know their business, but they are 
accustomed to criticizing and evaluating at a different 
educational level and their criticisms too often go over 
the heads of the high school performers and have been 
known at times to discourage them (p. 53). 

Some effort toward making state festivals non-competitive is 

evident in Philip Cory's survey, which identified eight state music 

festivals as being wholly non-competitive and six more, partly so 

(Cory 1951, p. 34). Belfour (1936) was an early critic of over-emphasis 

on contests. 

Are High School Music Teachers Entertainers or Educators ? 

Much of the unusual tension and anxiety and a large part of the extra-

hours work attached to the music teacher's job appear to stem from 

continual pressing school and community demands for musical program 

entertainment (Colbert 19 61, Whybrew I960, Calder 1962, White 1967). 

Dalby's unpublished dissertation, 1958, surveyed the extra-

class activities of high school bands in 211 schools of 13 states in the 

west and midwest (Schneider and Cady 1965, p. 258): 

Band activities in terms of frequency of occurrence 
ranked as follows: pep rallies, street parades, dances, 
indoor concerts, football half-time shows, basketball 
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half-time shows, outdoor concerts, festival concerts, 
and festival parades. The average number of yearly-
appearances was reported as 36. 3. Between ten and 
fourteen percent of the total student bodies in the 
schools surveyed were reported to be enrolled in 
school bands. 

In direct relation to the Dalby report, it may well be stated 

here that high school choral directors in the Tucson, Arizona, 

metropolitan area interviewed by the researcher claimed an average 

of 30 to 50 performances per year, often including some full-scale 

staged shows with professional or student orchestral accompaniment. 

These figures equated well with those of Colbert (1961) cited earlier. 

As they appeared in the literature, numerous negative reactions 

to the public demand for entertainment with its concomitant distraction 

from the regular music program, ranged in intensity and perspective 

from Robert W. John's emotional protest-in-print, "The Band Director 

--Educator or Entertainer?" (John 1959) to the research-based conclu

sion of Schneider and Cady, cautioning: "The school music program, 

however, should function primarily as an educational activity and only 

secondarily as a means of community entertainment (1965, p. 315)." 

Choosing the "Best" Music. A lively controversy was evident in 

regard to the balance between popular and traditional music in high 

school programs. Stephenson (1955) found in a study of Lawrence, 

Kansas, that the community as a whole preferred popular and incidental 

music. An expressive voice in favor of "today's music for today's 
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children" was that of Edward Gillespie, the black principal of all-black 

Strawberry Mansion Junior High School in Philadelphia. Gillespie's 

inner-city school in 1970 was perhaps the largest junior high school in 

the United States, with 2700 students crowded into 54 rooms. Inter

viewed by Charles B. Fowler, editor of the Music Educators Journal, 

Gillespie was quoted: 

The music program, as I see it now, is absolutely 
ridiculous. . . . To me, music and art are two of the 
best examples of the complete irrelevancy of American 
education. I think nothing typifies this middle-class 
approach to education more than music; 'There are 
certain things that you must have, and dammit, I'm 
going to give it to you whether you want it or not. ' In 
other words, in order to be educated you must like 
symphonic music, you must possess certain tastes. 
This is ridiculous. 

. . . What I'm suggesting is that you've got to start 
where the child is. This child lives on Ridge Avenue in 
Philadelphia. He has no immediate need for Beethoven. 

. . . Relevancy prefers to something that you need 
right now. For years educators have operated on the 
premise that, 'I'm doing this for you today, because 
you're going to need this tomorrow. ' The students say, 
'I'm living now. I'm here now. I have this suit on 
because this is what I need now. ' To the teacher the 
child knows nothing: 'I know best and this you must have 
because if you don't have this you're stupid, you're 
uncultured. ' 

. . . teachers are very conservative—black or 
white—but music teachers are the most conservative 
.... Because they are classical people. They have 
great diets of traditional music. . . . Music education, 
from what I can gather, is based upon classical music 
(Fowler Ed. 1970, pp. 61-2). 
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Gillespie recommended that public school music teachers give 

their students initially a diet of music almost exclusively geared to 

their immediate tastes and cultural ties (for instance, 'soul' and 

jazz for black students--"Jazz is our thing. "), expanding the program 

slowly and carefully to include related music of other cultures and 

times. 

In Joan Gaines1 1970 series of nation-wide interviews, an 

anonymous "School Board Member" was quoted as saying, "Personally, 

I am in favor of broader music instruction--folk, guitar and so on--in 

the schools (Gaines 1972, p. 35). " 

By no means closing the door on today's music, music educators 

in the influential Tanglewood Symposium of 1967 posed these questions for 

consideration by high school music teachers: 

Is there a 'high' function of 'popular' art which gives the 
same degree of emotional satisfaction and perhaps the same 
kind of intellectual stimulation as 'classical' art? If so, are 
the 'popular' forms then the province of education? . . . 

If the functions of music interests of a teen-ager are 
primarily 'social,' or afford opportunities for identification 
with performers as 'personalities, ' or help him to conform 
to his 'peer culture, ' to what degree should the music teacher 
further such interests (Choate and Kaplan 1967, p. 49)? 

"Very little, if at all!" probably would have been the answer of 

Leonard Paulson, after testing 753 California high school students in 

regard to their music preferences. In spite of the experience provided 

by their concurrent enrollment in band, orchestra or chorus classes, 



these students indicated an overwhelming preference for rock, western 

and folk music, showing little taste for jazz, and being very little 

"turned on" by recordings of the Boston Symphony Orchestra and the 

Mormon Tabernacle Choir. Paulson concluded: . . the tidal wave 

of Popular Music has all but shattered the acceptance of serious music 

among our younger generation. Our music education program is not 

teaching a basic understanding of great music (Paulson 1965, p. 74). " 

An emphasis on traditional and modern classical music is 

implicitly encouraged by the restrictive limitations of repertoire usable 

in the three major Arizona high school music festivals. The AIA-

sponsored State Solo and Ensemble Festival specifically prohibits the 

use of "popular" music or "music from Broadway shows" in the Festival, 

regardless of musical values. In order to provide an opportunity for 

knowledgeable criticism of their performance of jazz and rock music, 

the recently-formed Arizona Association of Jazz Educators has 

introduced (since 1971) its own state festival for high school musicians. 

The production of Broadway musicals as a music curriculum 

component of major importance and instructive value seemed to be gain

ing favor nation-wide (Barrows 1965, p. 4709). In southern Arizona 

during the past 20 years, shows have ranged in difficulty from piano-

accompanied stagings of Gilbert and Sullivan operettas to a full-scale 
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production of Bizet's Carmen, with high school singers accompanied by 

a 30-piece professional orchestra (Funk 1969, p. 22). 

Public Relations and Pressures Affecting the High School Music 

Program. "The creation of a propitious environment for the arts 

depends primarily upon the education of a people," stated the Rockefeller 

Panel Report of 1964 (p. 185). Panel members felt that "Despite valiant 

efforts, music educators have not succeeded in convincing school 

administrators and the general public that an appreciation and under

standing of music is essential to the well-being of an educated citizenry 

(Serposs 1965, p. 93)." 

The Public Image of the Music Teacher. Whether or not the 

Rockefeller Panel's allegation is true, it appeared that music educators 

may feel insecure and apprehensive in regard to their image in the eyes 

of others. In a unique investigation, 280 members of the Music Educa

tors National Conference (MENC) participated in seven 1971 Workshops 

on Public Relations. Each Workshop divided members into six role-

playing groups to try to determine what music teachers thought of them

selves and what they perceived as being the opinions of various school 

leaders and influential community persons and groups in regard to 

music teachers. The results: 
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We are Music Educators. 

We see ourselves as 
Dedicated 
Busy 
Creative 
Expert 

Culture-minded 
Competitive 
Talented 
Adaptable 

We think principals see us as . . . 
Temperamental Talent-focused 
Impractical Independent 
Self-centered Demanding 

We think the PTA sees us as . . . 
Show producers 
Money-seeking 
Popular with students 

Child-focused 
Talent-focused 

We think the School Board sees us as 
Extravagant 
Dedicated 
Impractical 

Temperamental 
Narrow 

We think newspaper editors see us as 
Publicity-hungry Contest-oriented 
Demanding Narrow 

Defensive 
Misunderstood 
Exploited 
Frustrated 

Uncompromising 
Nonverbal 
Humanistic 

Temperamental 
Specialized 
Nonacademic 

Specialized 
Demanding 

Dedicated 
"Kooky" 

Unrealistic Unskilled in newspaper techniques 

We think superintendents see us as . . . 
Demanding Narrow Egocentric 
Unreasonable Specialized Dedicated 
Inarticulate Unaware of the total school program/ 

problems 
(Gaines 1972, pp. 42-3). 

These opinions represented,a consensus. One MENC member 

had this to say of his imagined (?) principal's opinions of music 

educators: "One-sided . . . Egotists . . . Temperamental . . . 

'Festival-Happy' . . . Impractical . . . Handy-Man . . . Unconcerned 

with Academics . . . Money-Grubbers . . . Schedule-Wreckers . . . 
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Public Relations Value . . . Entertainers . . . Program Chairmen 

. . . Song Leaders (one verse of America) (Gaines 1972, p. 41). " 

The published results of these Workshops, as quoted above, 

seemed to present a picture of the participating music teachers as not 

only "defensive," but actually resentful and suspicious and inclined to 

anxiety. One explanation for this apparently one-sided character 

portrayal may be that the preliminary instructions, or the prepared 

formal structure for responding, had discouraged or precluded the citing 

of positive, approving opinions. If this was true (as seems likely to the 

researcher) then the Workshops stand as a model of poorly planned or 

poorly reported investigation. On the other hand--if the salient impres

sions of their co-workers in education were accurately recorded in 

terms of strength and emphasis--then music educators as represented 

by these Workshop participants might do well to examine their thoughts 

and emotions in terms of mental health! The inferences here are 

considered further in Chapter V of the present study in the discussion of 

findings in the area of music teacher personality. 

Opinions about High School Music Programs from Administra-

tors and Others. Joan Gaines, Director of Public Relations for the 

Music Educators National Conference, believed that interviews are 

most productive of honest statements when the persons interviewed are 

guaranteed anonymity. Her 1970 eight-city, nationwide tour produced 
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these anonymous comments from community figures interested or 

involved in music education: 

PTA President: 'I have never seen a statement of goals for 
music education in our school system, nor have I been asked 
to help formulate one. ' 

Two Newspaper Music Editors: (# 1) 'In this community, 
the attitude seems to be that music education is for kids who 
want to become performers. It should be explained to both 
kids and parents at the beginning that what is important is 
what music will mean to a person's life experience . . . ' 
(# 2) 'I want good listeners to come out of school music 
education, so that people will be able to avail themselves 
of musical experiences in a meaningful way.' 

Superintendent of Schools: 'I evaluate music education in 
terms of quality of performance and musical opportunities 
for as many students as possible. ' 

Assistant Superintendent of Schools: 'When I reached high 
school, I finally had an opportunity to make some school 
course choices. I elected music, but the teacher told me 
I didn't belong there. Until I get to heaven, I'll never forgive 
him! I did not come up to his standards. ' 

County Extension Agent/PTA Chairman: 'The school gives 
musical aptitude tests to screen out the kids for the string 
program. I don't feel such a test is valid. 1 

Two Mayors of Large Cities: (# 1) 'I have no knowledge 
whatsoever of what goes on in music in the public schools of 
the city. On the other hand, I feel that schools should provide 
a full cultural enrichment program so that a desire for the 
arts will be inculcated when people are young. . . ' (#2) 
'Music in the schools is necessary. It is the way you learn 
about music. Exposure to music--being a listener--brings 
you to it. Of course, if you learn to be part of the action, 
this brings you to it even more (Gaines 1972, pp. 33-4, 38). ' 

Pressures Brought to Bear upon the High School Music 

Teacher. The frequent public appearances of high school music groups 
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entail a constant public exposure of the music program's results in 

terms of performance skills. Parents, students and administrators 

often try to guide the high school music program, according to Robert 

Price's (I960) study of 16 school districts in central Ohio. Some of 

Price's findings: 

Among individuals who exerted pressure on the music 
programs of the schools, parents were the most frequently 
mentioned, with civic groups and booster or parent organiza
tions often listed as instigators of pre.ssjAEfi.s_.. Mfithodsof 
exerting pressure which were mentioned in the interviews 
were vocal pressures in the form of complaints to the 
administration, gossip and individual complaints at public 
meetings, formal written pressures in the form of letters 
or petitions, and 'felt' pressures. The most frequently 
mentioned method of meeting pressures was described as 
being the explanation of policies or reasons which prompt 
the course of action in question (Schneider and Cady 1965, 
p. 438). 

Price's conclusion was that these pressures were successful 

in influencing the music programs. 

In William Kelly's dissertation study many high school music 

teachers stated that their programs placed great emphasis on perform

ance, even though their personal convictions were alien to this 

recognized overemphasis (Kelly 1963). Principals, too, apparently 

were sometimes forced to accept musical programs which were not 

approved by them. MacOwan reported, of those principals whose high 

school marching bands participated in the Indiana State Fair in 1954, 

only 65 per cent believed that the educational benefits justified 

continuance of participation. They felt, however, that they . . could 
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not refuse to authorize participation . . . without fear of repercussion 

(MacOwan 1955, p. 2131)." 

Research studies by Burmeister (1953), Bliss (I960) and 

Glidden (1966) reinforced by the recent public opinion surveys of 

Fowler (1970) and Gaines (1972) indicated that present-day pressure 

on high school music programs may focus on two broad issues: The 

extension of course offerings to students of lesser innate musical 

talent and the renewal of courses of "good, old-fashioned music 

appreciation," plus ("Williams 1954) the integration of music into high 

school humanities courses, English courses and/or social studies 

courses. 

Area V: Budget, Equipment, Physical Plant, Transportation 

Budget and the Success of the High School Music Program. 

Several of the studies and articles quoted earlier in this chapter 

indicated that music teachers considered an adequate budget--for 

supplies, equipment and staff--to be a key factor in the success of a 

high school music program. Delmer Aebischer said, "Over a period 

of years, the amount of school budgetary money allocated to the music 

department is the one most important gauge of the attitude toward 

music and the emphasis placed on the music program in a given system 

(Aebischer 1971,p. 45)." Speaking from a principal's viewpoint, 
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he presented practical suggestions for effectively presenting the music 

budget to an administrator: 

. . .  e  j u s t i f i c a t i o n  a n d  defense of budget proposals not 
only 1st be factual, logical, and to the point, but also 
must include favorable comparisons with other systems 
of similar size, athletic rivals, state or county guide
lines, and views of other educators and administrators. 
Labeling a program aggressive, unique, creative, or a 
'pilot program1 may also increase its appeal. Remember, 
the music educator and superintendent will be equally 
proud of a successful, creative, or aggressive program. . . . 

Projecting a three-to-five-year purchasing plan is 
often helpful . . . 

1. Stay within the overall school philosophy. 
2. Use administrative, not musical, terminology. 
3. Present the budget within the superintendent's 

time schedule (pp. 45-47) . 

Selling the budget was the axiom of Clarence Richard, who 

advised extensive preplanning and putting the accent on the people 

involved--their activities and accomplishments. He approved the use 

of charts and graphs to illustrate such "selling points" as reviews, 

projections or comparisons of music programs (Richard 1966) . 

The mechanics of a high school music budget's passage 

through the school political and fiscal system were outlined by an 

anonymous "School Board Superintendent": 

The school budget takes a form where the costs of the 
music program never really emerge. Each school within 
the system draws up its own budget, including salaries 
and equipment, and these are then merged into the overall 
budget. Any slashes or increases would be made before 
the budget reaches the board. 



58 

The school board's job is to develop broad policies 
in the schools (Gaines 1972, p. 38). 

Another of the officials in Joan Gaines' interview tour was a 

"County School Superintendent" who offered practical advice on the 

"power politics" aspects of budgeting for music: 

What would be needed in this county to get expansion 
in the music programs in the schools? The power structure 
would have to say to our elected officials that we are 
willing to be taxed higher for the purpose of education! 
This would mean that letters and phone calls would have 
to pour into our elected officials (county commissioners) 
expressing this point of view. As for the school board, 
it is business oriented, but going along with aesthetic 
programs in the schools (Gaines 1972, p. 35) . 

Responsibility for the allocation and channeling of funds for 

the high school music program is usually vested in the principal (or 

in the superintendent, in some small districts). Much administrator-

music teacher conflict seemed to rise in this area, with "insufficient 

funds" emerging as a major complaint of music teachers (Rhinehart 

1963, Gibson 1965). On the administrators' side, current literature 

seemed to present a picture of many music teachers as inept, cursory 

budgeters; so much so, that Aebischer was moved to say: 

Good budgeting is more than submitting spasmodic 
requests for large amounts of money. The preparation of 
a budget should be a time for program evaluation, an 
opportunity to report activities and progress resulting 
from expenditures of previous years, and a time to point 
optimistically to future improvement (Aebischer 1971, 
p. 45). 

Planning High School Music Areas. Elwyn Carter of Western 

Michigan College, a frequently-published writer on the construction and 
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arrangement of school music rooms, stressed the importance of 

acoustics: . . much of the success of your music program depends 

on proper acoustical treatment, so we recommend securing the 

assistance of the most competent acoustical engineer available 

(Carter 1958,p. 40)." He outlined certain other specifications for a 

good, usable music room (p. 40): 

A location which facilitates public entrance, near the 

auditorium, and isolated from sound. 

An allowance of 15 square feet per singer, or 20 square feet 

per instrumentalist. 

Ceilings 12 feet or higher. Color pleasing and non-reflective. 

Fifty foot-candles of lighting. 

Electrical outlets sufficient for audio equipment. 

Offices for teachers; at least 3 practice rooms per teacher. 

Sufficient storage space. 

Seated risers, permanent or portable. 

Instruments, Uniforms, Supplies and Equipment. Important as 

the location, size and other characteristics of the music room certainly 

are, these factors may be overshadowed in the eyes of the music teacher 

by certain operational aspects of the music program. The purchase, 

handling and repair of instruments, sheet music, uniforms and other 

equipment add substantially to the music teacher's work-week (Steg 

1955, Rhinehart 1963). The year-by-year decrease in the buying power 



of a frozen music budget, too, can be a serious problem. In the Tucson, 

Arizona area, wholesale cost figures furnished to the researcher by 

a leading supplier of school music and equipment indicated that both 

sheet music and instrument wholesale costs rose 40 per cent in the ten-

year period 1962-72 (Phil Levkowitz interview, July 1972). To a music 

teacher whose budget had stayed the same or even been reduced during 

this period, the inflation of prices would have made imperative an 

attempt to offset budget shortages by borrowing, trading or duplicating 

music, by making his own arrangements and by having his students read 

two-or-three-to-a-copy. 

Nationally, the picture of high school music budget allocations 

appeared to resemble that seen in southern Arizona. The purchase of 

band uniforms and the larger band and orchestra instruments was 

generally financed by the school budget, while smaller instruments like 

clarinets, trumpets and violins were usually bought by the individual 

student (Hoover 1949, Roe I960). In some of the largest cities, the 

music program was more heavily school-subsidized; Philadelphia School 

Superintendent (in 1970) Mark R. Shedd said, "Inner-city students . . . 

need provisions for private lessons, adequate equipment . . . (in Fowler 

1970,p. 63)." A PTA Chairman interviewed by Joan Gaines criticized 

his rural county school music program: ". . . it seems to me that a 

lot of kids are discriminated against. If they can't afford $150 to buy 

or rent a band instrument, they don't get into the band. I resent 



this (Gaines 1972, p. 34)." In the same interview series a superinten

dent of schools in a large, relatively poor manufacturing city said: "We 

spend considerable money for instruments--all free to the children--and 

it is worthwhile (p. 39). " 

A criticism of school administrators which was frequently voiced 

by high school music teachers was the assignment of substantial school 

budget funds to the inter-school sports program, while music performing 

organizations were expected to be largely or completely self-supporting 

(Calder 1962, Bunyard 1963, Rhinehart 1963, Gibson 1965) . 

Transportation of School Music Groups. Moving high school 

singers and instrumentalists to the scene of performance is always costly 

in time and money. Trips may range in dimension from transporting a 

vocal ensemble to a Rotary Club Luncheon a mile away, to a large-scale 

enterprise such as the Catalina (Tucson) High School Band's trip to 

Europe in the summer of 1972, involving some $80,000 in private fund

ing, the services of several chaperones, and an immense amount of 

work in money-raising, scheduling and supervision. Participation of 

high school music groups in state festivals requires preplanned, 

expensive use of school buses and bus drivers on overtime pay. Chaper-

onage always is provided, but complete, full-time control of large groups 

of students may be difficult or impossible. 

Insurance, too, is a problem, especially in regard to teachers 

or students traveling in their own cars. "Lawsuits against benevolent 
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drivers have frequently culminated in judgments which have ruined them 

financially," said Maynard Cochrane in School Activities (Cochrane 

1963, p. 80). He stated that "It seems imperative that boards of educa

tion should provide transportation, in properly insured vehicles, for all 

school events (p. 80).11 If a privately-owned vehicle was to be used, 

Cochrane warned against the driver's taking any kind of payment--even 

as a sharing of expenses--because this situation legally speaking was 

"transportation for hire, " complicating the legal liability picture and 

heightening the responsibility of the driver. He suggested that the whole 

area of transportation-connected liability be discussed, understood and 

agreed upon by teachers and principals (p. 80) . 

Area VI: Relations between Music Teachers and Administrators 

How a Music Teacher Is Hired. Apparently the music teacher's 

job has unique qualifications. Joan Gaines, interviewing 300 high school 

administrators at the National Association of Secondary School Principals 

Atlantic City Convention, said: 

Repeatedly, principals referred to the special role of 
the music teacher in making the program 'go. ' There must 
be a 'dynamic' person who attracts young people and has 
strong leadership qualities, many said. The image that 
emerged is of a modern-day Pied Piper with intense 
musical dedication and energy and a special flair for 
human relations (Gaines 1968, p. 85). 

The method of selecting such a person from among a number of 

job applicants appeared to vary widely in different schools and school 
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systems. Letters of recommendation and/or personal evaluations by 

music supervisors, established music educators and former employers 

were frequently mentioned in the literature as factors influential in the 

hiring process. Written examinations were usually required. The 

greatest emphasis, however, seemed to be placed upon the impression 

which the prospective music teacher made in personal interview with 

the high school principal. Schneider and Cady (1965) reported on three 

research studies in this area: 

Wolfe (1936) found that prospective teachers were 
selected primarily on their performance ability in applied 
music and participation in music organizations . . . Grove 
(1953) found also that proficiency in applied music was a 
primary deciding factor (p. 121). 

Taylor (1962) . . . found a common requirement of 
an examination and a committee interview for teacher 
candidates which evaluated not only knowledge but personality 
as well (p. 143). 

Returned questionnaires from 233 school superintendents and 

music supervisors and 327 school music teachers formed the basis 

of Jackson Ehlert's dissertation conclusion: 

Superintendents and supervisors ranked the desirable 
attributes of music teachers in the following order: person
ality, musical training, teaching ability, interest in teaching, 
cooperation, discipline, intelligence, self-control, health, 
general culture, scholarship, performing ability and teachi-ng 
experience . . . (Ehlert 1949, p. 388). 

Supervisor of Music Victor Bryant, emphasizing the public 

relations aspect of school music, advised school employers to look for 



. . . the man who has been or could have been a master 
salesman, with a flair for the dramatic if possible. . . . 
you may be looking for a musician who is also an educator 
. . . This man--when and if you find him--will have wide 
cultural background, wide interest and knowledge of other 
fields, in addition to being a well-schooled musician with 
knowledge and professional attitudes on all forms of music 
(Bryant 1947, p. 428). 

Indications of nonconformity in a prospective music teacher 

may alienate administrator-employers, according to a School Manage

ment panel article which polled 83 administrators. The controversial 

pivot-point of the article was a personality picture (a portrait close to 

that of a dedicated young musician-teacher) which was drawn of the 

hypothetical character "John Thomas Monroe," an art teacher who had 

taught high school classes for five years in three different districts 

and was now applying for a teaching position in another. The outlook 

of this imaginary figure--created as a model for discussion--was 

described as "purely aesthetic." He believed that "'Art is everything 

.... Art should not be taught as a skill but as a way of looking at 

life. (Special Report 1969, p. 68)« 111 He admitted that he"hadn't got 

along too well" with administrators and other teachers in the past. He 

was a bachelor who often fraternized out of school with his students. 

His classes were very popular; his students apparently loved him and 

treated him as an equal. He was unorthodox in teaching method; one 

former principal complained that "Sometimes he wouldn't have art 

activities at all. He would just sit around and talk about art with his 
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students (p. 68)." Another former supervisor said, "I just didn't 

trust him, always hanging around with kids (p. 68)." 

When 83 real-life administrators were asked if they would hire 

this man, 63 said No, two said They Might and 17 said Yes. Favorable 

factors cited were his enthusiasm, honesty, talent and ability to motiv

ate his students. Discouraging factors were listed as his one-sided 

views ("Art is everything"), fraternization with students, apparent lack 

of professional cooperation and nonconformity in dress. One principal, 

before hiring him, wanted time to evaluate him carefully for homo

sexual tendencies (although there was no suggestion or indication of 

this) and another stated this suspicion: "His social pattern strongly 

suggests interest in, and a background of, narcotics." Another said 

simply, "This town would not accept him (p. 74). " 

The Attributes of a Good High School Music Teacher. In 

Winnifred Fenton's dissertation study a large panel of educators (includ

ing both administrators and music personnel) described an "effective" 

music teacher: "The music teacher possesses personal qualities for 

leadership: stability, reliability, objectivity, and ability and skill in 

music (Fenton 1957, p. 1347). " 

Using the Guilford-Zimmerman Temperament Survey and other 

measures, John Anderson found experienced and successful music 

teachers to be "significantly higher in personal relations and somewhat 
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student music teachers (Anderson 1965, p. 6523). 

Warren Lutz used ratings by their administrators, fellow-

teachers and students to determine whether each of his 103 observed 

music teachers should be deemed "successful" or "unsuccessful. " He 

then compared these success ratings with scores made by the teachers 

on the Minnesota Multiphasic Personality Inventory, finding that 

When compared with unsuccessful teachers, success
ful teachers: a. were less committed to compulsive, 
neurotic behaviors, b. were less moody, c. were better 
able to reconcile their internal problems, d. were more 
capable of deep emotional response, e. were better able 
to profit from experience, f. had a higher degree of 
emotional morale, g. worked harder for social approval, 
h. were less hostile, i. were more flexible, j. worried 
less, k. had broader interests, 1. were happier and more 
self-satisfied, m. were more people-oriented, n. were 
more self-confident with regard to their professional and 
personal lives (Lutz 1963, p. 3781). 

It is interesting to note in the Lutz study that the students' 

ratings differed considerably from those of administrators and fellow-

teachers, which were quite similar to each other. 

Using the Cattell Sixteen Personality Factor Questionnaire 

and the Thurstone Temperament Schedule as instruments, George 

Barth tested a group of 316 school music teachers, 10 per cent of 

whom were rated as "the best" by a panel of experts. He reported 

that his "top 10 per cent" exceeded the others only in general mental 

ability (Cattell's Factor B), and that no personality pattern of differen

tiation was evident. The 93 teachers out of the total group who 
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considered themselves to be "most satisfied," however, differed 

significantly from the 95 "least satisfied" in 

. . . general mental ability and in perseverance and 
persistence; they were more self-confident, more 
accepting, outgoing, understanding, and permissive, 
more confident and self-secure, less tense and 
anxious, more active; possessed more leadership 
qualities, and were more emotionally stable (Barth 
1961, p. 149). 

Why Are Music Teachers Fired? In an article in the Music 

Educators Journal, "Causes for Failure among Music Teachers," ' 

Jackson Ehlert reported on questionnaires completed by 233 school 

superintendents and music supervisors, nation-wide. He listed weak

nesses in rank order: 

(1) Lack of personality (2) Lack of teaching skill 
(3) Poor discipline (4) Lack of knowledge of the educa
tive process (5) Poor organizer (6) Lack of cooperation 
(7) Lack of personal discipline (8) Lack of interest in 
teaching (9) Lack of general music (10) Poor director 
of musical organizations (Ehlert 1951, p. 37). 

Lack of performing abilities ranked 16th and 18th among the 

20 weaknesses cited. Ehlert continued: 

. . . these employing officials make comparatively few 
criticisms of music teachers as musicians. 

These employing officials complain of teachers who 
are self-centered, unconcerned about the objectives and 
methods of education; who are unable or unwilling to see 
the program and the purposes of the entire school, who 
fail to understand or consider the interests of other 
members of the faculty, who cannot or will not become 
a part of the larger program (p. 37). 



68 

Ehlert also concluded that in smaller schools and communities 

the non-musical elements in the teacher's training were relatively more 

important and that the music teacher must be a person who can work 

well with groups. 

Investigating 316 male and female high school music teachers 

in western and southern states, Michael, Barth and Kaiser divided the 

teachers as to competence and degree of expressed satisfaction with 

their choice of profession. The three resultant sub-groups were then 

tested with the Cattell 16PF Questionnaire and the Thurstone Tempera

ment Schedule, the researchers finding no significant difference in 

temperament among the three groups (Michael, Barth and Kaiser 1961). 

A research project by Robert Brown (1955) asked 108 Kansas 

high school administrators and 85 high school music teachers to identify 

major weaknesses of music teachers. Their findings: 

The lack of sufficient discipline control appeared to 
be the most common weakness. More than one-half of 
the subjects indicated that teaching skill, leadership, 
cooperation, emotional stability, tactfulness, and 
academic knowledge were common weaknesses. Seven 
of the highest percentage of frequencies were weaknesses 
not connected with musical training. Generally, school 
administrators and music teachers agreed on the common 
weaknesses of music teachers (Schneider and Cady 1965, 
p. 374). 

Analyzing the initial difficulties experienced by 343 first-year 

music teachers in Pennsylvania, Arnold Fletcher's dissertation study 

noted that these beginning teachers said that they had the most trouble 



with boys: Maintaining their interest in singing and handling the chang

ing voices. Their administrators, however, felt that control of pupil 

behavior was the main problem (Fletcher 1956). 

The unpublished dissertation of Paul Strub dealt with 105 

Missouri high school music teachers who were described by their 

administrators and professional associates as being relatively "success

ful" or "unsuccessful. " The top quartile (successful) were significantly 

higher than the lowest quartile (not successful) on these variables: age 

and experience, years of marriage, number of college degrees, college 

grades and musical training before college. No significant differences 

were discovered in the variables of membership in organizations, 

private music lessons or performing-group membership in college 

or the "stand" or "chair" position achieved in college orchestras, bands 

or choirs (Strub 1957). 

"The View from the Administrator's Side" offered additional 

perspectives. Education Administration Professor James Logsdon 

suggested in this article that the music teacher should spend more time 

with the rest of the faculty and not get "too busy" with his own depart

ment. He recommended better cooperation by the music teacher in 

purchasing procedures, establishment of a staff department (music or 

fine arts) and the use of student conductors. He criticized the "prima 

donna" characteristics of some music teachers: 
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. . . there is often dissension among members of the music 
department. This may be because most people who are 
music teachers have been or are artists in one of the 
performing areas, and it is understandably difficult for a 
person who has had the spotlight to be able to relegate him
self to a lesser light (Logsdon 1971, pp. 30-31). 

In a Music Journal article, Edwin Jones, a music teacher, 

answered the question of "How to treat Administrators ?" If you are a 

band or orchestra director, he said, you should (1) Consult your 

administrator: "Yes, we need to study our 'boss' and try to give him 

what he wishes. " (2) Show you are industrious--put in lots of hours 

and do it obviously. (3) Be organized in business requests, being 

ready to justify them. (4) "Look clean and neat. " (5) "Be a joiner 

.... our employer likes for us to join a local church and a service 

club--besides the usual education organizations. It gives us an 

opportunity to find out what the community expects. " But in these 

public meetings, he cautioned, ". . . let us be sparse with our opinions 

and comments." (6) "Watch his moods," especially when making 

requests. Don't just walk in; always make an appointment to see him 

(Jones 1969, p. 92). 

Qualities Desirable in High School Administrators: The Music 

Teacher's View. In the eyes of a high school music teacher, what 

makes for a good administrator? If we transpose Calder's "undesirable 

situations" into positive terms, a good administrator would appear as 

one who is interested in and sympathetic toward the problems of the 



music teacher. He respects the capabilities of the music teacher. 

Although wanting to raise the musical standards of the community, 

this administrator does not consider the music program primarily for 

its public relations value. He makes positive efforts to arrange a 

satisfactory teaching schedule for the music teacher and does what he 

can to see that the teacher's pay is commensurate to the extra time 

put in (Calder 1962). 

For 27 years veteran principal John Maier had fostered and 

encouraged a music program which was reported as outstanding among 

the public schools of Muncie, Indiana. Interviewer Glenn Stepleton 

sketched the personal musical background of this "music teacher's 

principal, " noting that Maier was an experienced clarinetist who had 

played in school and union dance bands as a youth. His wife taught 

piano and his daughter had earned a M, M. degree in violin at Eastman 

School of Music. 

For a student body of 1, 553, Stepleton said Maier provided 

two full-time and two part-time music teachers. Music classes met 

five days a week, in 55-minute periods. He annually recommended a 

strong music budget which would provide "an adequate library suited to 

all levels of difficulty, well-stocked shelves of school-owned musical 

instruments, and music quarters built to specifications ..." He felt 

that "Music should be rated as any other academic subject (Stepleton 

1961, pp. 52-3)." 
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An unpublished doctoral study by Joseph Sweat (1963) found 

that high school teachers working in democratically administered high 

schools had higher morale than those teachers from high.schools where 

there was an authoritarian administration. In a somewhat similar 

investigation Frank Ambrosie observed that the presence of "Initiating 

Structure, Consideration and non-authoritarian personality when 

combined" in a principal encouraged high school teachers to participate 

indecision-making (Ambrosie 1968, p. 2912-A). 

Why a School Board Hires and Keeps--or Fires--an Adminis

trator. A probe of factors in the selection and retention of school 

administrators comprised the doctoral study of Gerald Bosch, who 

reported findings from the responses of 320 Michigan School Boards: 

The personal qualifications which were stated highest 
include: (1) The administrator's ability to work well with 
others; (2) His personal integrity; (3) His ability to fore
see the needs of both the school and the community; (4) His 
ability to inspire faith in educational goals; (5) His personal 
initiative; (6) His ability to make prompt and careful deci
sions, and (7) His personality. Included among the highest 
ranked professional qualifications were: (1) The ability of 
the administrator to enlist the cooperation of teachers; (2) 
His ability to recruit and select teachers; (3) His ability to 
handle a school budget; and (4) His ability to get things done 
efficiently (Bosch 1952, p. 190). 

Ted Peterson evaluated 50 principals with six tests. On the 

Edwards Personal Preference Schedule, he stated, the "best" 

principals scored low on Order (see Appendix A for definitions of 

this term and others used in the EPPS) and Abasement, very high 
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on Affiliation, and higher than population norms on Autonomy, Intra-

ception, Endurance, Heterosexuality and Aggression (Peterson 1958). 

Long tenure in the superintendency, according to Lewin Joel's 

study, depended much upon the possession of "a genial, understanding, 

and warm personality" plus the ability to work with people and get them 

to work together. An interesting side note concerning his 30 veteran 

superintendents is that . . 56. 7% would choose again careers in 

educational administration, but 60% would not choose the superintend

ency (Joel 1965, p. 5160)." 

A cataloging of the qualities of school administrators rated as 

"effective" was found in a dissertation study by Michael Nunnery. His 

best-rated principals scored high on Intraception in the Edwards 

Personal Preference Schedule test (agreeing with Peterson 1958, above); 

on the Thurstone Temperament Scale they were classified as "Active, 

Stable, Reflective, Dominant, Vigorous and Sociable (Nunnery 1959, 

p.354). " Nunnery also referred to a six-year study (at the University of 

Tennessee, 1952-8) of research relating to the use of psychological 

tests in selecting school administrators, repeating its cautionary conclu

sion: "The arbitrary use of standardized psychological test scores for 

the selection of potential school administrators seems to be a highly 

questionable practice (p. 349)." 

The findings of the Tennessee University project were reinforced 

by the research efforts of William Ecker, whose dissertation abstract 



stated: "Research in administrative behavior designed for the purpose 

of determining relationships between the principal's administrative 

behavior and his personality factors and values reveals no significant 

findings (Ecker 1968, p. 772-A)• " 

The fact of the matter, asserted Jackson Drake, is that every 

school administrative job requires a unique man to fill it. "It appears 

that 'desirable ends' in school administration, as well as in business 

and industry, can be achieved by individuals having widely differing 

personality and behavior characteristics . . . (Drake 1965, p. 816)." 

From the standpoint of the school board employing him, the 

personality of an administrator seemed to be of primary importance. 

From the viewpoint of the high school music teacher, however, the 

principal's personality may be considered to be of less moment than the 

principal's ability to provide the basic and often unfulfilled needs of a 

music teacher, which were "... a reasonable teaching load, the 

existence or development of a positive school attitude toward music, 

adequate working conditions and a budget to meet the music teachers 

curricular responsibilities (Schneider and Cady 1965, p. 309)-" 
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Personalities of High School Administrators 
and Music Teachers 

The High School Administrator 

The Educational Administrator as a Personality Type. A care

fully delineated portrait of upper-echelon educational administrators was 

provided by the research of Kinnard White, who used the Cattell Sixteen 

Personality Factor Questionnaire to evaluate 60 deans of schools of 

education in universities with a total enrollment of 5, 000 or more 

students. All were male, with a median age of 54. White summarized: 

A high degree of interest in people and in dealing with 
people, a relatively high intellectual ability, a concern for 
social norms, a high regard for exactness, a tendency to 
be concerned with practical, immediate concerns, and a 
tendency toward conservatism along with a sensitivity to 
traditional ideas as opposed to radical 'free thinking' 
would all appear, as this study suggests, to be closely 
related to satisfactorily fulfilling the administrative role. 
In general, the educational administrator appears to be a 
practically oriented extravert (White 1965, p. 199)-

In comparing the 16PF scores of these deans to the 16PF 

scores of a miscellaneous selection of 69 "university administrators" 

(as reported by Cattell, Eber and Tatsuoka 1970), these differences 

were evident: The education deans as tested appeared to have been 

more outgoing and less detached than the general group of university 

administrators. They were apparently somewhat less intelligent, 

more affected by feelings, more enthusiastic, more prone to feel guilt, 

and much more conscientious and duty-bound. 



A personality factor outline of 164 school superintendents, 

graphed in the handbook of the 16PF Questionnnaire, clarified still 

different dimensions of the education-administrator personality. Com

pared to the two university administrator groups mentioned above, 

these school superintendents scored considerably lower on intelligence, 

although still rating well above the population norms and somewhat 

above public school teachers in general. They appeared to be more 

prone to feel rather than think, less permissive, trusting and tolerant, 

more disposed to follow and be "joiners, " somewhat more anxious and 

much less independent. In general, the personality profile of the city 

school superintendent was much closer to general population norms 

than were the personality profiles of the two types of university adminis

trators and reflected a more conservative attitude (Cattell, Eber and 

Tatsuoka 1970; White 1965). 

Characteristics of Public School Administrators. Kenneth 

Newbold used seven personality measuring instruments (including the 

16PF Questionnaire) to study 111 North Carolina principals from all 

school levels. The selection of principals included both men and women 

and represented schools of various sizes. Newbold's conclusions: 

North Carolina principals in the study were slightly 
above average in intellectual ability, above average in 
their judgment and ability to make decisions, and fairly 
competent in their ability to communicate. They were as 
competent as the general adult population in their ability 
to work with others, highly competent in their leadership 
ability, slightly above average in the consistency of their 
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educational philosophy, and above average on depend
ability and health (Newbold 1967, p. 4858-A). 

A study of female educational administrators (using the 

Edwards Personal Preference Schedule as a measuring instrument) 

yielded the conclusion that these administrators were somewhat different 

in personality from female teachers conjunctly tested and considerably 

different from other women as represented by general female popula

tion norms: 

The 'typical western female administrator' respond
ing to the EPPS was strong in leadership traits, highly 
intraceptive, and more highly heterosexual than the mean 
for women in the adult general sample. She appeared to 
be comparatively unsympathetic, impatient with timidity 
and inferiority feelings, surprisingly unconcerned with 
neatness, planning and organization, and weak in endurance 
(Henschel 1964, p. 6313). 

Three recent dissertations attempted to identify the distinctive 

personality characteristics of school administrators who favored or had 

adopted educational innovations. John Allen (1967) found that the most 

"Adoptive" administrators worked in larger school systems, had fewer 

years of teaching experience and were more group-dependent than the 

"Non-Adoptive" group. Using the EPPS and the 16PF tests, Donald 

Henderson discovered that the "innovative" individuals in his selection 

of 89 public school administrators ". . . tended to be more aggressive, 

radical, experimenting, independent, and expedient in their behavior, " 

whereas the non-innovative administrators ". . . tended to be more 

tolerant, conservative, conscientious, humble, self-disciplined, and 



attuned to social norms in their behavior (Henderson 1968, p.3375-A). 

Burton Ramer discerned significant personality and background 

differences in educational administrators who were "receptive to educa

tional innovation" as compared to those who were not. In the Ramer 

survey (1968) those who subscribed to innovation (1) possessed a more 

openminded belief system, (2) were younger, (3) had shorter tenure, 

(4) had more formal graduate education, (5) worked in richer school 

districts( and (6) worked in larger school districts. 

In the wide-sweeping investigation of Twain Tippetts (I960), 

119 experienced school administrators were grouped with 31 graduate 

majors in educational administration, the full group then being tested 

with the Minnesota Multiphasic Personality Inventory and the Allport-

Lindzey-Vernon Study of Values. Results showed a general personality 

pattern which exhibited no extremes; Tippetts, however, attached con

siderable significance to the presence of theoretical values as the most 

dominant in the administrator's hierarchy of values, with aesthetic 

values in apposition as the most recessive. 

Certain personality characteristics are generally ascribed to 

persons whose Study of Values scores show dominant theoretical values, 

according to Guba and Getzels (1955). If inferences by Guba and Getzels 

are correct, then the school administrators tested by Tippetts could be 

expected to have attached more importance to organization and systema-

tization. They would have valued highly that which is useful. With 
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recessive aesthetic values, they probably would have shown little interest 

in such subjective, abstract concepts as those of "form" and "beauty," 

which are not readily intellectualized. 

Compared to general adult population norms (using a mean 

score of 40) Tippetts' 150 school administrators scored very high on 

theoretical (43.5) and political (42.5) values, about average on economic 

(39.6) and social (39.5) values, low on religious (37.6) values, and 

very low on aesthetic (35.6) values. 

Musicality and Personality 

The Musically Talented Individual as a Personality Type. The 

characteristics of 279 outstanding high school music students were 

compared by Clarence Garder (1953) with those of 281 general study-

hall students, using the Guilford-Zimmerman Temperament Survey and 

a questionnaire devised by Garder. The male music students proved 

to be relatively less stable in emotions, less objective, less successful 

in personal relations, less active, and less masculine in interests than 

the non-music males. Female music students were described as less 

objective, less restrained, less friendly, and less secure in personal 

relationships than the girls in the "general" group. 

In the dissertation of Lionel Kaplan, 300 instrumental music 

students in New York City were compared with 300 equivalent non-music 

students. More music students, relatively, showed personality profiles 



described as "self-controlling" and "intellectualizing. " High achievers 

within the music group were outstandingly "self-confident (Kaplan 

1961)." 

An article by Erwin H. Schneider in the Encyclopedia of Educa-

tional Research capsulized several studies of the temperament and 

personality traits of outstanding high school musicians as compared to 

other student musicians possessing lesser talents. The better musicians 

were reported to be ". . . less stable emotionally, less objective, and 

less adept at personal relations"; they also displayed "... a high 

degree of self-confidence, ambitiousness, and self-assertiveness 

(Ebel, ed. 1969, p. 897)." 

Searching for correlates to "aesthetic sensitivity" in 1174 

Kansas high school students, Olin Parker (1961) concluded that such 

sensitivity was "moderately" related to musical ability (at the . 05 level 

of significance), only slightly related to intelligence and not at all 

related to socioeconomic status. 

A wide-ranging, well-reported review of pertinent literature 

and a superb bibliography distinguished the Master's thesis of Edward 

Karras (1959). Using the Drake Musical Aptitude Tests, Karras first 

separated the highest scorers (top 25 per cent) from the lowest (bottom 

25 per cent) in a group of 119 male high school orchestra players. He 

then evaluated these contrasting quartile groups with the Cattell 16PF 

test. Results showed that high scores on Musical Memory correlated 
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significantly with only two personality traits, the strong scorers on 

Musical Memory proving to be somewhat more intelligent and consider

ably more self-confident. High scores on Rhythm, however, correlated 

strongly with seven out of 20 personality factors. Karras decided that 

this ". . . may mean that differences in sensitivity to Rhythm are more 

closely related to differences in personality than are differences in 

Musical Memory (Karras 1959, p. 30)." Karras1 high-scoring student 

musicians in general were described as being relatively more conscien

tious, intelligent, persevering, cultured, emotionally stable and mature; 

more realistic about life; more talkative, cheerful, frank, expressive, 

quick and alert; more consistently ordered; more attentive to people, 

gregarious, bold and interested in the opposite sex; mor.e polished and 

aloof; more well-informed and inclined to experiment in life generally; 

and less inclined to moralize. In contrast, the low aptitude group 

proved to be more anxious and insecure. 

Karras reported on a pioneering study by Feis (1910): 

Feis also remarks on the striking linguistic achievements 
often manifested by distinguished musicians . . . The more 
musical tend to be good speakers, to be more highly imagina
tive even to an almost pathological degree, and to be socially 
extroverted and apt to develop leadership. They are not 
orderly, punctual, or 'scientific. 1 Their vital needs are 
strong, and they are fond of eating, sexual activity, and 
social intercourse with the opposite sex. They tend to 
be physically healthy, but often display a certain lack of 
mental balance and a liability to neurasthenia and hysteria 
(Karras 1959, p. 8). 



82 

An early investigation often referred to in the literature was 

that of the Pannenborgs, who cataloged the salient characteristics of 494 

musically talented children, 423 professional musicians and 21 distin

guished composers. Comparing the three sets of data, a decided 

similarity of personality traits was discerned. All three groups 

tended toward marked emotionality and physical activity and possessed 

wide artistic and literary interests (Pannenborg, H. J. and W. A. 

Pannenborg 1915). 

The Intelligence of the Musically Talented. Concerning the 

relationship between intelligence and musicality, an examination of 

research reports reveals some difference of opinion. John Cooley's 

dissertation (1952) found significance at the . 01 level between musical 

talent and (both) high intelligence and high reading ability. The music 

psychologist R. M. Drake published correlations ranging from -.07 

to +. 28 between I. Q. tests and factors from his own test of musical 

aptitude; the +. 28 correlation appeared in relating intelligence and 

musical memory (Drake 1954). On the other hand, Kwalrasser, whose 

tests of musicality were widely used, found little or no significant 

positive correlation between musical ability and general intelligence. 

(Kwalrasser 1936). Wenaas (1940) discerned a high positive correla

tion between intelligence and musical aptitude; a low but positive 

correlation was affirmed by Christy (1956). 
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Research in Europe and America up to 1939 was summarized 

by music psychologist James Mursell: "The European studies uniformly 

indicate a close relationship between intelligence and musicality. The 

American studies prevailingly but not uniformly reveal a very slight 

relationship (Mursell 1939,p.561). " The reason for the difference, 

Mursell believed, is that American musicality tests (existent in 1939) 

"measure only sensory abilities," while the European studies 

. . . give virtually no consideration to such abilities as 
pitch discrimination, intensity discrimination, consonance 
discrimination, memory for unrelated tones, and the 
like. . . . they ask whether a given person is interested 
in music, whether he undertakes various kinds of musical 
activities, and how well he does with them in the opinion 
of competent judges. The American studies find little 
relationship between basic sensory abilities and general 
intelligence. The European studies find that persons who 
are greatly and successfully concerned with music tend to 
manifest intelligence higher than the average. 

Which then shall we choose? To the present writer the 
answer seems inescapable. The European studies present a 
far more acceptable and defensible account of the real facts. 
The idea that musicality is first and foremost an affair of 
sensory efficiency is open to the gravest question. . . . 
The American tests, then, are based upon a highly debat
able theory. And it happens to be the case that in their 
construction and use no proof of that theory has ever been 
adduced. The validation literature on both the Seashore 
Tests and the Kwalrasser -Dykema tests is extraordinarily 
meager and unsatisfactory. . . . 

We may properly take the position that musicality 
functionally understood as successful dealing with music 
does in fact exhibit a fairly close relationship with general 
intelligence (pp. 561-2). 
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Personality Characteristics of Musical Geniuses. A vivid 

personality portrait of the phenomenally talented musician was drawn 

by Catherine Cox Miles in a section of her monumental study of 300 

geniuses in various fields of endeavor. Basing her conclusions on 

biographical data from their youthful years, she gave special attention 

to five of her 11 composer-subjects whom she assessed as especially 

"Eminent": Haydn, Mozart, Rossini, Wagner and Weber. First sketch

ing a composite personality trait profile of the five, she then deduced 

that 

The corrected estimate indicates that the true mean I Q for 
the group is not below 160. . . . They have a degree of 
esthetic feeling, the desire to excel, belief in their own 
powers, originality of ideas, extent of mental work bestowed 
upon pleasures and special interests, working toward a 
distant goal, persistence in the face of obstacles, and 
quiet determination that are conspicuous compared with 
Group C Qother Eminent Men selected as outstanding 
among the total group of 300 GeniusesJ (Miles 1926, 
p. 202). 

Miles subdivided a general group of 300 geniuses into 12 cate

gories of occupation--creating 16 groups in all--and rated each person 

in terms of the relative strength of 67 character traits. Synthesizing 

a single set of trait scores (apparently typical) for each of the 16 

groups, Miles found the score of the musicians to be significantly 

different from the other group scores in these traits: esthetically 

sensitive (highest of all groups); sense of humor (highest of all); desire 

to excel at performances (highest position, shared with artists and 



statesmen); originality of ideas (independence of thought, creativeness) 

highest position, shared with philosophers; tendency not to abandon 

tasks in the face of obstacles, highest position (shared with scientists 

and revolutionary statesmen); tendency not to abandon tasks from mere 

changeability, highest (along with revolutionary statesmen and 

philosophers). "Very high" comparative ratings were assigned to 

cheerfulness, excitability, occasional liability to extreme depression, 

eagerness for the "limelight" or the admiration of the crowd, self-

confidence and belief in their own powers, strength of will and 

perseverance, and the degree to which they worked with distant objects 

in view. A "High" rating was given to anxieties (worries, fears). In 

their interest in religious beliefs and ceremonies, in the extent of 

mental work bestowed upon usual studies or routine work, and in pure 

mindedness (shunning vulgarity or immorality) the group of musicians 

was rated "low. " "Very low" was their inter-group position on tact, 

the degree to which action and thought were dependent upon reason and 

indulgence in various physical activities. In three personality traits 

the musicians scored lowest of all 16 groups: their degree of corporate 

spirit (sense of social duty), their esteem of themselves as a whole 

(tendency to rate their own abilities correctly), and their forcefulness, 

or strength of character as a whole. 

Gordon Hendrickson, discussing the Miles personality evalua

tions in the Encyclopedia of Educational Research, offered this opinion 



of the character traits therein ascribed to the musicians: "Most of these 

traits are dynamic; they do not suggest either absorption in a dream 

world or the unstable, eccentric behavior characteristic of a popular 

stereotype of the musician (in Harris, Ed. I960,p. ?07). " In contrast, 

Chandler (1933) considered several arguments concerning the connection 

between genius and insanity, and after examining biographical data, 

decided that five great musicians --Beethoven, Mendelssohn, Mozart, 

Rossini and Wagner--were eccentric enough in their actions to raise 

serious doubts as to their normality. 

Interests of Modern-Day Musicians. Gordon Allport claimed 

that ". . . the surest clue to personality is the hierarchy of interests, 

including the loves and loyalties of adult life {1955,p. 29). " In a 

sweeping study Edward K. Strong (1943) measured and correlated the 

interests of persons engaged in various vocations. His criterion group 

for "Musician" included 43 music teachers, 40 players in symphony 

orchestras, 96 members of dance bands and 71 miscellaneous music-

ians--250 in all. Their average age was 32.6 years, with an average 

educational level of 12.4 completed school grades. 

Having special relevance to the present study is the relation

ship between the interests of Strong's "Musicians" and those of his "City 

School Superintendents." Strong determined the correlation coefficient 

between the two group norms at .26. In other comparisons the musician 

correlated at . 28 with the social science teacher, . 57 with the artist, 
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.60 with the psychologist and .60 with the minister. The superintendent 

correlated at -. 13 with the artist, . 75 with the minister, . 82 with the 

social science teacher and -.59 with the engineer. Both superintendent 

and musician correlated at -.46 with the production manager. 

The Handbook for the 16PF Questionnaire (Cattell, Eber and 

Tatsuoka 1970) furnished personality profiles of musicians, senior high 

teachers and school superintendents. The superintendents were judged 

to be outstandingly warm, outgoing, cooperative; they were group-

dependent, sound followers, joiners, cautious, social conformers who 

were well-disciplined. The senior high teachers comparatively were 

more Bohemian--unconventional, but controlled in emotions and 

actions. Their profile was more regular and closer to the general 

population norms than that of the superintendents. The musicians 

exhibited the most widely varied high-and-low pattern in their profile, 

differing conspicuously from general population norms. Their 

salient character traits were adventurousness, friendliness, impulsiv-

ity and sensitivity (especially high). They were independent to the point 

of being a "law to themselves," preferring their own decisions. They 

were self-confident, permissive and carefree. 

The High School Music Teacher 

Differences in Personality between High School Music Teachers 

and High School Teachers of Subjects Other than Music. The 181-member 

faculty of a suburban public high school took the Study of Values test in an 



investigation by Sprinthall and Beaton (1966). They were grouped in 

nine teaching areas: guidance, mathematics and science, English, 

foreign languages, social studies, business, art and music, miscellan

eous and unclassified. Significant differences between mean scores in 

subject matter areas were noted on three of the six scales: theoretical, 

aesthetic and economic. The music and art teachers were highest of 

all groups on aesthetic; they were the lowest (except for the guidance 

group) on the economic scale. 

Art and music teachers showed some similarity of intelligence, 

personality and cultural background in Harold Powell's probe of 3, 473 

teachers, in 17 teaching fields, who were applicants for positions in the 

Detroit Public Schools from 1942 to 1948. Measures used were the 

Detroit Advanced Intelligence Test, the Cooperative General Culture 

Test and ratings by staff psychologists of the Detroit Psychological 

Clinic. In regard to the General Culture Test Powell noted: "The Art 

Education and Music Groups also are low on all measures except Fine 

Arts (Powell 1950, p. 79)." 

A battery of tests (including the Minnesota Multiphasic Per

sonality Inventory and the Study of Values) was administered by the 

Teacher Selection and Counseling Service to new education students 

(1952-55) at the University of California at Los Angeles. As reported 

by MacLean, Gowan and Gowan (1955), prospective teachers were 



divided into nine teaching areas, one of which was music. The total 

number participating in any one test ranged from a minimum of 

1,371 to a maximum of 1,732. The prospective music teachers tested 

numbered 65 (minimum) to 83 (maximum). They differed considerably 

from the other eight groups; in the political category of the Study of 

Values, for instance, they scored lowest of all groups (36. 1, compared 

to an overall average of 39. 6). On Aesthetic values they were third 

highest (47. 3), rating behind drama teachers (50. 8) and art teachers 

(50. 5). All three of these groups were widely separated from the over

all average score of 41. 7 on Aesthetics. 

On the MMPI the student music teachers' group score on 

factor K was the lowest of the nine scores. Considering John Gowan's 

separate report (in Gage 1963) that "superior teachers" score high 

on factor K, and that ". . . facts argue for a picture of the high K 

individual as tending to be responsible, conscientious, conforming, 

controlled and friendly, with a strong ego and good performance in 

interpersonal relations (p. 541),"this low position on factor K may 

possess significance. 

Further differences observed between prospective music 

teachers' MMPI mean scores and the mean scores of student teacher 

groups in other teaching disciplines, were on 
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1. The depression factor. With a score of 18. 9. the music 

teachers ranked second only to the English and language teachers 

(tied score of 19. 0). The overall group mean was 18. 5. 

2. The schizophrenia factor. Music teachers were second 

highest here, with a mean of 26. 1 compared to the overall mean of 

25. 7. Social studies teachers were highest at 26. 2. 

3. The factor of social introversion. Music teachers recorded 

the highest mean score of all (22. 1); the overall mean was 20. 6. 

4. The dominance factor. Music teachers were lowest of all 

groups; they scored 18. 6 in relation to the overall mean of 19. 5. 

These scores ware notable largely because of their inter

relationship; all mean scores by all student teaching groups were well 

within the normal range indicated in the MMPI Manual. (Hathaway 

and McKinley 1967). 

Several authoritative studies emphasized the differences between 

groups of teachers in the various subject fields. Edward Strong (1943) 

concluded that 

Evidently teaching per se, like managing per se, is less 
significant than the specific kind of teaching or managing. 
Whatever one may wish to believe regarding the proper 
function of teaching, he must recognize that today teachers 
of mathematics and science have interests that are quite 
distinct from those of teachers in the social sciences . . . 
(p. 161). 

Getzels and Jackson ventured a like judgment in their analysis 

of a test similar to that of Strong: "In fact, it seems that the Kuder 
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Vocational preference categories are not so much distinctive of teachers 

qua teachers as of teachers in specific subject areas (in Gage 1963, 

p. 527)." 

Evidence inferring the possession of characteristic personal

ities, interests and value systems by teachers working in a particular 

subject area was secured by Twain Tippetts (I960), who recommended 

that value hierarchies be taken into account by counselors--especially 

those who advise prospective teachers. 

Masculine-Feminine Values. The Mf scale of the MMPI 

appeared to be widely used to determine the balance, in the individual, 

between masculine and feminine values and interests. This scale 

is composed of 60 items from the total group of 550 questions compris

ing the MMPI. The standard population norm for men is an Mf score 

of 21; that for women is 37. The males in Tippetts1 subject group of 

967 professionals in education scored an Mf mean of 27. The subsample 

of 24 male music teachers scored a mean of 30. 5, exceeded only by the 

6 male theatre teachers, who scored 32. The low score on the Mf 

scale, among Tippetts' 11 different subject-area groups of male 

teachers, was recorded by the 36 business teachers whose mean score 

was 25.4. Citing the anthropological findings of Kluckholm and Mead, 

Tippetts ventured the opinion that these differences were cultural rather 

than biological in origin. He offered additional comments on their social 

and professional import: 
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At the . 01 level of confidence, all of the male sub-
samples of creative arts teachers demonstrated 
statistically significant higher scores than any of the 
other groups on the Mf scale . . . these higher Mf 
mean scores suggest that male teachers of art, English, 
music and theatre subjects have a definite tendency to
ward values and interests which are considered as 
feminine in our culture. Male instructors of the arts 
appear to cross over sex interest barriers and are 
commonly looked upon as doing 'women's work' . . . 
At present, the socially questionable masculine role 
of men who teach visual arts, creative writing, music 
or dramatic acting exerts a strong deterrent against 
men becoming teachers in these fields. In reverse, the 
same attitudes and mores have a similar influence on 
women who might consider teaching careers in the 
sciences or school administration (Tippetts I960, 
pp. 104-5). 

From the preceding statement it would appear that Tippetts 

recognized the persistence in American thought of cultural values held 

in earlier times: 

The rugged pioneer looked upon the musician, 
painter, dancer, actor, or writer as a 'longhaired 
and effeminate idler. ' The Puritan looked upon them 
as 'immoral. ' Parents hung their heads in shame if 
one of their children persisted in exercising on 
aesthetic talent (Hahn and MacLean 1950, p. 249). 

A tacit acceptance of today's prevailing concepts of "appropri

ate" attitudes of men may be observed on occasion in the literature of 

educational research. Louise Marie Soares (1962) used the MMPI to 

test 40 men and 40 women, all teacher-trainees who were majoring in 

music, science or physical education. A word which perhaps evidenced 

an unconscious value-judgment is underlined by the present researcher 

in a quotation from Soares' dissertation abstract: 



Some traits were found to differentiate significantly among 
the majors. For the Self Concept, music males pictured 
themselves negatively as 'impulsive' and 'sensitive. ' The 
other two male groups were high on 'deliberate' and 
'tough (Soares 1962, p. 4611).' 

In all four areas of the creative arts grouping--theatre, music, 

English and art--both men and women teachers in the aforementioned 

Tippetts dissertation put aesthetic values in first place (most dominant) 

among the six categories of the Allport-Lindzey-Vernon Study of Values. 

This rating contradicted or even reversed the sex-difference findings 

in general population norms (Cantril and Allport 1933) to an unusual 

degree, especially since "Male teachers of art, English and theatre 

subjects actually indicated higher aesthetic mean scores than did female 

teachers . . . scores were practically identical on the aesthetic value 

for male and female music teachers (Tippetts I960, pp. 103-4)." 

Differences in Music Teachers Working at Various Educational 

Levels. Edward Strong observed that "The interests of secondary school 

teachers differ greatly from those of elementary school teachers 

(1943,p.529). " A thesis.closely related to this view was developed by 

Kenneth Snapp (1953) who constructed a "Musicians Interest Inventory" 

of 470 items, using it to evaluate the interests of ". . . 2,780 

professional specialists in the following four categories: teacher of 

college level theoretical music, teacher of college level applied music, 

teacher of public school music and symphony musician (p. 836). " The 

intercorrelation between the two college teacher groups was found to be 



positive and high (. 76), while that between the combined college groups 

and the public school teachers was strongly negative (-.82). The two 

college groups correlated respectively with the symphony players at 

.25 and . 13, while the public school teachers' score correlated 

negatively with that of the symphony players (-.49). Snapp's conclusion 

(or perhaps we could call it a Snapp Judgment!) was that "Interests of 

public school music teachers are strikingly dissimilar to those of the 

other three groups (p. 836)." 

A considerable difference was apparent between the value-

judgments of college history teachers and secondary school history 

teachers as examined by Alvin Anderson (1966). On the aesthetic scale 

of the Study of Values test, the mean score of the college teachers was 

6.98 points higher than that of the high school teachers. It was recorded 

also that the younger teachers (under 35) of both groups scored signifi

cantly lower on economic values and higher on aesthetic values, 

compared to the older teachers. 

The Association of Music Teacher Personality Factors with 

Behavior. An attempt to identify personality factors in high school band 

directors, as these factors were associated with the directors' 

participation and relative success in music contests, was made by John 

Fosse (1965). He related MMPI scores of the directors to "I," "II," 

and "III" ratings earned by them in the Illinois State Music Festival of 

1964. Directors divided into three rating-based groups (p. 3391) 
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. . . displayed their greatest differences in their psycho
logical attributes. The subjects whose bands received 
Superior ratings were cool, aloof, other-directed, 
optimistic, methodical, and exhibited both passive-
aggressive tendencies and a lack of self-insight. The 
directors of bands rated Excellent were also somewhat 
aloof and circumspect, but were inner-directed, 
idealistic, and intellectually curious. The directors 
of bands rated Good were gloomy, depressed, sensitive, 
concerned with religious values, and expressed difficulty 
in maintaining relationships with authority figures. The 
directors of bands not entered in the Festival were 
somewhat similar to the first two groups, but were more 
intellectualized, less competitive, and more detached in 
their general attitude toward life. 

Forty music teachers at Ohio State University were found by 

Richard Wink (1967) to be . . significantly higher than the normal 

student population in self-concept, deference, and order; they were 

significantly lower in affiliation, intraception, and anxiety (p. 5100-A)." 

The student music teachers (within this group of 40) who were rated as 

the most "achieving" or successful showed a high self-concept; they 

also were more dependent, conforming and gregarious. Wink 

summarized, "High achievers in music student teaching indicated a high 

need for deference, order and affiliation; they indicated a low need for 

autonomy. There was no difference between high and low achievers for 

anxiety level (Wink 1967, p. 5101-A)." 

The measuring instruments used in the Wink thesis were the 

Edwards Personal Preference Schedule, the Bills Index of Adjustment 

and Values, and the Institute for Personality and Ability Testing Anxiety 

Scale. The EPPS (selected terms of which are defined in Appendix A of 
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the present study) was used also by Leo Levy (1958), who utilized it in 

conjunction with two other measures in a project designed to identify 

the personality attributes associated with independents and conformers. 

Levy found three significant correlations; affiliation and nurturance 

correlated positively with conformity, and heterosexuality exhibited a 

negative correlation with conformity. He concluded: 

Six other variables showed trends suggestive of a 
relationship but which failed to meet the criterion of 
statistical significance. Order, Autonomy, Intra-
ception, Dominance and Social Desirability showed 
negative relationships with conformity. Endurance 
showed a positive relationship with conformity 
(p. 1823). 

Nearing completion in August, 1972 was the Music Education 

Personality Project, directed by Reynold J. Krueger and funded by the 

Regional Research Program, United States Office of Education. This 

Project, involving over 300 music educators and close to 100 student 

music teachers, is an investigation of personality variables in music 

teaching success. The Project bears some resemblance to the research 

reported in 1955 by Guba and Getzels, in which the "best-rated" of some 

200 officer-instructors in the Air University (Maxwell Air Force Base) 

accorded aesthetic values the dominant position in the scale established 

in the Study of Values. Those teachers who placed economic values upper

most were judged to be the poorest teachers. 
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Direct Comparisons of School Administrators with Music Teachers 

Hierarchies of Values. A substantial number of subjects--

1,592 females and 1, 163 males--took the Study of Values test under 

the direction of Cantril and Allport (1933), who published these 

results: 

Statistically these sex differences are highly significant 
and demonstrate unmistakably that aesthetic, social and 
religious values play a relatively more prominent role 
in the personalities of women than of men, and conversely 
that men are relatively stronger in theoretical, economic 
and political values (p. 357). 

A knowledge of the sex differences apparent in the general 

population norms for the Study of Values is essential to an understanding 

of the research discussed below. It may be noted further that, accord

ing to Gordon Allport, "When we know a person's values we truly 

know that person (1955, p. 29)." 

The dissertation of Twain Tippetts provided a direct comparison 

(using the Study of Values) between 11 groups of educators, subdivided 

according to the subject area in which they taught or worked. The total 

group comprised 967 teachers and administrators studying at the Univer

sity of California, Los Angeles. The resultant group scores especially 

pertinent to the present study were those of the 150 administrators and 

61 music teachers who were tested. 

". . . Spranger £~Eduard/ and the authors of the Study of 

Values," wrote Tippetts, "caution that it is the relationship between the 

most dominant value and the most recessive value which should be 



considered most meaningful (p. 62). 11 He noted that his subject group 

of administrators placed theoretical values in the dominant position, 

relegating aesthetic values to the recessive position in the scale. An 

opposite view was demonstrated by the music teachers, who (in common 

with the teachers of art, English and theatre subjects) placed aesthetic 

values highest, with economic values lowest. Table 1, on the following 

page, shows comparative scores on the Study of Values test, as 

recorded by Tippetts. 

Statistical analysis of the preceding figures refuted (at the . 01 

level of confidence) the null hypothesis of Tippetts, "That prospective 

and experienced teachers of art, English, music and theatre subjects 

demonstrate no significant differences in their dominant and recessive 

value patterns as measured by the Allport-Vernon-Lindzey Study of 

Values. (Tippetts I960,p. 58)." Evaluating his findings, Tippetts 

commented, 

It is one thing to discuss theoretically the different value 
assumptions of various major philosophies of education; 
and quite another objectively to demonstrate that different 
groups of educators in the arts in general, as sampled in 
this study, actually indicated similar dominant and 
recessive values, but that their common pattern was 
significantly different from the patterns of school admin
istrators, and of teachers in other subject matter sub-
samples (p. 93). 

Tippetts observed that "School administrators and teachers of 

business and the exact sciences showed the aesthetic value as most 
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Table 1. Mean Scores of Four Groups of Professional Educators on the 
Study of Values Test (from Tippetts, I960). 
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General College Norm 

UCLA Educator Norm 
(N = 967) 

Administrators 
(N = 150) 

Music Teachers 
( N  =  6 1 )  

Arts Group (Art, 
English, Music, 
Theatre) 

(N = 235) 

40 40 40 40 40 40 

4 1 . 1  3 5 . 8  4 2 . 2  4 0 . 7  3 9 . 4  3 9 . 6  

4 3 . 3  3 9 . 6  3 5 . 6  3 9 . 5  4 2 . 5  3 7 . 6  

3 8 . 3  3 4 . 9  5 1 . 3  3 7 . 9  3 7 . 0  3 9 . 5  

3 9 . 4  3 2 . 5  5 2 . 2  3 8 . 8  3 7 . 7  3 6 . 9  
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recessive (p. 107). " About the four groups of teachers in the arts, he 

commented, 

Their personalities may be assumed to be dominated by 
aesthetic attachments and by continuing search for what 
is beautiful, in human experience. Economic questions 
of practicality, and material acquisitions are shown to 
be their least concern. This may not justify the 
caricature stereotype of the 'impractical' artist, but 
suggest why such overgeneralizations are used to explain 
the personalities and behavior of those who teach in the 
'arts (p. 102). ' 

In summary Tippetts wrote that "The conclusions of this study 

suggest that administrators should question any assumption that 

t e a c h e r s ,  i n  g e n e r a l ,  h a v e ,  o r  s h o u l d  h a v e ,  s i m i l a r  v a l u e s  ( p .  1 1 1 ) . "  

Applying his conclusions to actual professional situations, he suggested 

that principals might take into account the apparent wide variation in 

teacher types, by instituting appropriate departmental grouping, 

teacher scheduling and teaching subject assignment. 

The recommendation of staff departmental grouping on the 

basis of common interests and values was supported by research 

evidence which indicated an affinity of interests between teachers in 

certain subject areas. Sternberg (1953) compared college majors in 

nine different subjects, using the Study of Values, the Kuder Preference 

Record and the MMPI. The "sharpest differences" were noticed 

between music or English majors and majors in science. Sternberg 

found also a positive, significant correlation between high aesthetic 
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value scores and tendencies toward maladjustment as indicated by 

MMPI data. 

An investigation of 108 freshmen at Sarah Lawrence College 

(Duffy and Crissy 1940) showed that students planning to become artists, 

writers or librarians had dominant aesthetic values and recessive 

economic and social values. Future lawyers, office-workers, 

secretary-stenographers and clerical students indicated dominant 

economic values, with aesthetic and theoretical values most recessive. 

The students in premedicine and the natural sciences scored highest 

on theoretical values and lowest on economic values--the same pattern 

seen in Tippetts' school administrators (I960). 

Forty art majors tested by Barrett (1945) scored extremely 

high on the aesthetic scale of the Study of Values, compared with majors 

in other academic disciplines. Harris (1934) administered the Study of 

Values test to 338 male students and 62 faculty members at Lehigh 

University, discovering that both students and teachers in languages and 

literature accorded top rank to aesthetic values and lowest position to 

economic values. 

Summary 

Most of the literature relevant to the present investigation was 

found in the theses and dissertations of educational researchers, or in 

the professional journals of music teachers and educational 
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administrators from 1930 to 1972. Several books provided pertinent 

data, as did the bulletins and other publications of various professional 

organizations. Much valuable evidence came from the published results 

of research projects sponsored by the United States Office of Education. 

Controversies between High School Administrators 
and Music Teachers 

The existence of serious controversy and differences of opinion 

between high school administrators and music teachers was verified by 

several studies and numerous articles in professional journals. Directly 

related to such controversy appeared to be an exceptionally high rate of 

turnover in high school teaching personnel and unusually frequent 

incidences of withdrawal from the music teaching profession. 

Mutual dissatisfaction seemed evident in several spheres of 

professional contact between the two groups. Specific points of contro

versy were identified in the areas of scheduling, rehearsals, extra-pay 

factors, concert and festival policy, public relations, budget, supplies 

and equipment and extra-class duties. 

The literature contained frequent expressions of need for a 

unified, clearly-expressed philosophy of music education. Harmony of 

views on this subject seemed to be lacking between administrators and 

music teachers, between separate music educator groups, and even 

among members of a single group. 
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An unresolved problem of considerable moment appeared to 

center in criticism of an overemphasis on performing skills, with 

corresponding neglect of a broader understanding of music. Administra

tors and representatives of the general public voiced disapproval of high 

school music teachers who devoted the great majority of their teaching 

time to the small number of students who have performing talent, 

while ignoring the musical needs of the vast majority of students. 

Frequently mentioned was the need for further investigation 

of personality factors in music teachers and administrators, the results 

of which might improve communication between the two groups. The 

large body of evidence attesting to the extent and intensity of the 

conflicts between high school administrators and music teachers 

appeared to underline the timeliness and potential usefulness of this 

study. 

The related literature provided material for many of the state

ments of attitude and opinion appearing in the survey section of this 

study. 

Personalities of High School Administrators 
and Music Teachers 

Research indicated that a typical, individualistic personality 

pattern was evident in tested groups of school administrators. Personal

ity types appeared to vary according to the level or kind of administra

tion; for instance, college education deans were measurably different 

from city school superintendents. 
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Personal interests and value hierarchies associated with educa

tional administrators, as revealed in comparative testing, differed 

significantly from those of certain other groups of professionals in 

education. The ranking of values by school administrators appeared to 

show the least resemblance to the rankings subscribed to by teachers of 

art, drama, music or creative writing. According to several group 

tests, the area of aesthetics held the lowest position in the administra

tors' scale of values, while the reverse was true for teachers of music 

and other arts-related subjects. 

A considerable body of published information was concerned 

with behavior and character traits which tended to make administrators 

and music teachers appear as satisfactory or unsatisfactory in the eyes 

of associates. 

A careful search of the literature revealed no previous per

sonality studies using the 16 Personality Factor Questionnaire to evaluate 

high school administrators as a group. 

The literature afforded definite indications that musically 

talented persons may be alike in personality and significantly different 

from the tested general adult population. 

Music teachers were demonstrated to have interests and value 

systems quite different from those exhibited by other teacher groups or 

by educational administrators. Public school music teachers seemed to 

be widely separated from college music teachers in interests, beliefs 



105 

and attitudes. Secondary school music teachers differed from elemen

tary music teachers in their musical and general interests. 

The literature yielded no accounts of the personality testing of 

high school music teachers as a separate group. Several prominent 

researchers emphasized the need for further investigation in the area 

of music teacher personality; their recommendations are considered in 

Chapter V of the present study. 



CHAPTER III 

METHODS AND PROCEDURES 

Design of the Study 

The present investigation falls into the category of descriptive-

analytical research (Van Dalen and Meyer 1962). It comprises the 

comparison of personality characteristics and opinions in two groups of 

professionals in education: high school administrators and high school 

music teachers. Group scores on 23 personality factors were analyzed 

for significant differences; statistical analyses were made also of the 

responses of administrators and music teachers to an opinionnaire. 

Each of the 69 items on the opinionnaire was a statement exemplifying 

a definite opinion or stand on an issue in music education, these issues 

having been identified by earlier research as being controversial points 

of friction between the two groups. 

Survey Population and Area 

The population tested comprised music teachers and adminis

trators (as defined on page 4) in all southern Arizona public high schools 

which offered in the school year 1971-72 a specialized music program 

which included public performance. 

106 
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Among the public high schools in the four counties (Cochise, 

Pima, Santa Cruz and Yuma) which form the southern border of the 

state of Arizona, 32 schools offered such specialized music programs. 

It was decided to include also two high schools (Lake Havasu and San 

Manuel) which are located just north of the border counties but which 

serve communities considered to be a part of the southern Arizona 

economic and cultural complex. This addition brought to 34 the number 

of high schools included in the survey area. 

Approach to Prospective Respondents 

According to the State Directory of Music Teachers in Arizona, 

1971-72 School Year (Van Diest 1972), 67 music teachers were employed 

in the selected 34 schools. All of them met the definitional requirements 

of the present investigation. Invitations urging participation in the study 

were sent to these teachers. Each invitation was accompanied by a 

postal card, pre-addressed to the researcher and providing for a simple 

yes-or-no response (see Appendix B for copies of these and subsequent 

formal communications). 

Letters inviting cooperation in the study were sent also to the 

music teachers of eight private high schools situated within the borders 

of the four southernmost Arizona counties, but since only one music 

teacher in this group indicated a willingness to participate, it was decided 

to limit the study to public high schools. 
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Since it was not practically feasible to ascertain which adminis

trators {among 89 employed in the 34 high schools) actually worked with 

music teachers in the areas described and stipulated in the definition 

on page 4, an invitation requesting participation was sent to every one 

of the (89) employed administrators, from superintendents to administra

tive assistants. 

Early replies indicated a willingness to cooperate on the part 

of approximately 60 per cent of those educators who were contacted. The 

mailing of 24 follow-up letters and postal cards, plus a number of 

telephone calls (five of them being long-distance calls) brought the number 

of committed participants to 61 music teachers (91 per cent of the total 

eligible music teacher population) and 68 administrators. No conclusion 

can be drawn concerning the precise percentage of participation on the 

part of administrators, since the researcher had no way of knowing how 

many administrators had duties (in 1971-72) which included any of those 

described in the definition of "Administrator" on page 4. The total of 

68 who agreed to participate, however, represented 76 per cent of all 

administrators employed in 1971-72 by the 34 high schools considered 

in the present study. 

As is reported on page 116, the great majority of those educators 

who indicated a willingness to cooperate in the study actually did 

complete and return the testing and survey materials. The time 
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requisite to completion of the required forms (as reported to the present 

researcher) varied between one and two hours. 

In those few instances where music teachers or administrators 

failed to fulfill commitments to cooperate in the study, it was reported 

by them that their failure to participate was much regretted but was 

unavoidable because of personal illness or extraordinarily pressing 

professional obligations. 

Selection of Cattell's Sixteen Personality Factor 
Questionnaire as a Testing Instrument 

A thorough review and evaluation of all currently published 

personality inventories (Buros 1961; Ebel 1969; Gage 1963; Harris I960) 

led to the choice of Cattell's 16PF Questionnaire for use in the present 

study. Other excellent measuring instruments, such as the Edwards 

Personal Preference Schedule, the California Psychological Inventory 

and the Minnesota Miltiphasic Personality Inventory (MMPI) were deemed 

inappropriate or not feasible because of limited range, inordinately long 

administration time, or unsuitability of function. Of the MMPI, for 

instance, reviewer C. J. Adcock said, "The MMPI . . . does not pretend 

to provide basic personality dimensions but to predict the currently 

accepted psychiatric categories (Buros 1961, p. 313)." 

Getzels and Jackson (Gage 1963) evaluated the 16PF test as an 

excellent instrument for use in studying teacher personality. Cady (1967) 

commented on the relatively frequent use of the 16PF test in research on 
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school music teachers. For a description of its use (since 1950) in 

hundreds of research projects, and for reports of several studies which 

verified the validity and reliability of the 16PF test, the reader is 

referred to the Handbook for the 16PF Questionnaire (Cattell, Eber 

and Tatsuoka 1970). The reliability of the 16PF test as used in this 

study is slightly lowered because only one form (Form A) is used; the 

respondents' time limitations precluded the addition of an equivalent 

form such as Form B. This fact is acknowledged above under "Limita

tions"; it is discussed further in Chapter IV. 

The Construction of the Opinionnaire Used 
in the Present Study 

The Choosing of Items 

The opinionnaire constructed by the researcher was designed 

to provide data on the opinions and attitudes held by music teachers and 

administrators in relation to those aspects of music education which 

appeared to be subjects of controversy between the two groups. 

As the initial step in constructing the survey form, the re

searcher identified and expressed in statement form 70 specific points 

of controversy. The material for many of the statements was afforded 

by an eclectic survey of the literature; other items were added at the sug

gestion of administrators and music teachers interested in the project or 

were developed from the researcher's own professional experience. 
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Pilot Run in Central and Northern Arizona 

Fifty copies of the 70 original survey items (controversial 

statements) were printed and taken to the state convention of the Arizona 

Music Educators Association (Phoenix, Arizona; November 1, 1972). 

There the 50 sets were distributed to music teachers then employed in 

public high schools located in central or northern Arizona. The present 

research project was explained to these teachers, who were asked to 

deliver half of the 50 copies to their own high school administrators, so 

that representatives of both groups could evaluate the relevancy of each 

item, make suggestions for additional items or offer opinions on any 

aspect of the study (see Appendix B for a copy of the covering letter). 

Provision was made for the return of these critiques in a stamped 

envelope addressed to the researcher. All respondents had the option of 

remaining anonymous. 

Out of 50 critique forms (copies of the 70 statements) distributed 

at the convention, 23 were returned to the researcher in usable form. 

The discerning comments and suggestions which were contributed by the 

23 responding educators led to the modification or elimination of 30 of 

the 70 items and to the addition of several new items. 

One particular expression of concern, recurring several times 

in the written returns from the pilot run, perhaps deserves mention 

here. Several of the respondent music teachers voiced anxiety and 

apprehension that the inclusion of certain items on the opinionnaire might 
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anger participating administrators or that the airing of controversies 

might worsen relations between the two groups. Some direct quotations 

from music teacher respondents follow: 

Don't plant such thoughts in administrators' minds ! 

I don't think the principals would appreciate this question. 

Personal attacks might be the worst kind of P. R. 

The two preceding comments referred to a statement alleging that "Most 

school administrators lack a high degree of aesthetic sensitivity. " 

The idea of the survey is great. However, so many of your 
statements contain the extreme attitudes put forth by musical 
Csic3 educators that tend to 'turn off' administrators that I'm 
afraid you are building bias into the survey. To give these to 
administrators will only renew gripes and open old wounds and 
resentments. 

Might this open a Pandora's Box? ... I feel that attacking 
some of our administrators' views with a 'blunt instrument' 
might cause the wrong kind of pain. 

This apparent fear of offending administrative superiors was 

observed again, later in the progress of the investigation, when three 

music teachers (who were working in schools included in the survey) 

declined participation in the study, stating or inferring that the reason 

for their refusal was the fear of possible ill-will which might arise 

between them and their principals as a result of such participation. 

Many of the 23 respondents in the pilot study (about half of 

whom chose to remain anonymous) commented with extreme candor on 

both the written statements and the underlying problems. The 
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illuminating insights provided by such frank observations seemed to 

possess sufficient worth (in the opinion of the present investigator) to 

warrant the consideration of future research which might utilize a 

format specifically designed to elicit statements of comparable charac

ter. Recommendations to this effect are made in Chapter V. 

The Final Form of the Survey 

Modifications suggested by the responses to the pilot run were 

incorporated into a "semi-final" set of 69 statements. Each statement 

expressed a definite viewpoint or belief concerning a controversial 

issue in music education. The five members of the researcher's 

doctoral committee were provided with copies of the 69 statements 

presented in a tentative format subject to their suggestions and approval. 

Several statements were rewritten as a result of the committee's review, 

but the most important resultant change concerned the number and nature 

of the provisions for response to the controversial statements. As 

submitted to the doctoral committee, the survey form included direc

tions to respondents which limited them to a single choice among five 

categories of response to each statement, as follows: 

No. 1 - for "strongly agree" 

No. 2 - for "agree" 

No. 3 - for "undecided or neutral" 
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No. 4 - for "disagree" 

No. 5 - for "strongly disagree." 

It was the independent judgment of two committee members that 

the presence of a "neutral" option (Category No. 3) would encourage 

"fence-riding" and might dull the respondent's sense of discrimination. 

It was argued also that a clustering of scores around the mean would 

lessen the opportunity to observe differences between the two groups. 

The soundness of this criticism being readily apparent, an 

altered format for response was devised, employing six categories as 

follows: 

No. 1 - "strongly agree" 

No. 2 - "agree" 

No. 3 - "agree, with reservations" 

No. 4 - "tend to disagree" 

No. 5 - "disagree" 

No. 6 - "strongly disagree." 

A final set of 69 revised statements was printed and mailed or 

delivered to respondents (May-July, 1972). The printed survey form, 

with accompanying instructions as provided to respondents, is 

reproduced in Appendix C. 
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Methods Used for Scoring and Statistical Analysis 

Test materials for the 16PF Questionnaire were purchased 

from the Institute for Personality and Ability Testing (IPAT), publishers 

of the 16PF test. Respondents recorded their answers on special 

"Digitek" forms: data were ma chine-scored and recorded by computers 

at IPAT. Individual scores were weighted on the basis of education, 

sex and age; group mean scores were determined for 16 primary per

sonality trait factors and seven secondary factors. The latter (seven) 

factors were derived from, and therefore were dependent upon, the 16 

primary factors. 

The t-test, developed by R. A. Fisher and described by 

William J. Meyer as the test ". . . which should be thought of as the 

general technique for testing the significance of differences between 

means, whether independent or correlated (Van Dalen and Meyer 1962, 

p. 321)"was used by IPAT statisticians to compare the uncorrelated 

means of the two groups represented in the present study. The 16PF 

group scores of 54 administrators and 55 music teachers were corre

lated, using 107 degrees of freedom. The scoring and analysis of these 

16PF tests were supervised and reported by Samuel Krug, Director of 

the Test Services Division of IPAT. Results of the analysis are 

reported in Chapter IV. 

In analyzing data from the opinionnaire, responses to the 69 

items comprising the survey form were recorded, and the group scores 
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of 55 administrators and 54 music teachers were compared and analyzed 

for differences, by the present researcher. A chi-square statistic was 

computed between groups on each item. The general formula used was 

where O = observed frequency in the category and E = expected frequency 

(Van Dalen and Meyer 1962, p. 330). 

comprised 82. 1 per cent of all high school music teachers employed 

during 1971-72 in the survey area, southern Arizona. The 54 admin

istrators cooperating in the 16PF test represented only 60. 7 per cent of 

the total number (89) employed in the survey area in 1971-72, but since 

many of the 89 employed administrators did not qualify as participants 

(not being "administrators" as defined in the present study), the actual 

percentage of participation by administrators was almost as high as 

that of music teachers in the survey area. 

were established and effected with the aid of an independent professional 

specialist in statistics and educational psychology. The analysis of 

data from the survey is reported in Chapter IV. 

Summary 

The present investigation was defined as descriptive-

analytical research. The study design was outlined. The population 

(o-E)*-

E 

It may be noted here that the 55 music teacher respondents 

Computation methods and procedures used by the researcher 
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was designated and the area delineated. Initial procedures with 

respondents were recounted. The choice of Cattell's 16PF test and 

the construction of the opinionnaire used in the study were discussed. 

Computational procedures and the statistical methods used were 

described. 



CHAPTER IV 

ANALYSIS OF DATA AND FINDINGS 

Comparison of Personality Factors in High School 
Administrators and Music Teachers 

Significant Results of the 16PF Test 

Analysis by the Test Services Division of the Institute for 

Personality and Ability Testing found significant differences, at or 

beyond the . 05 level, between the group means of music teachers and 

administrators on 16 of the 23 personality factors measured by 

Form A of the 16PF Questionnaire. On nine of the 16 factors the level 

of significance reached .001. 

Suggestions for Understanding the 16PF Data as Reported 

Interpretation by the reader of the personality test results, as 

reported below, will be facilitated by preliminary reference to Figures 

1 - 3 ,  i m m e d i a t e l y  f o l l o w i n g .  T h e  l e g e n d  f a c i n g  e a c h  g r a p h  c o n t a i n s  a  

brief description of the meanings of high and low scores on each of the 

23 personality trait factors. A more detailed definition of each factor 

is presented in Appendix E. 

The 16PF test takes ten units for its point scale range, each 

unit being called a sten. The structure of the sten system is similar 

to that of the more familiar stanines but seems to possess certain 
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Figure 1. Mean sten scores of selected high school administrators and music teachers on 23 per
sonality trait factors in the 16PF Questionnaire (data provided by the present research). 

Administrators = —————————————— (N = 54) 
Music Teachers = (N = 55) 

Factor Low Score Meaning High Score Meaning 

A cool, reserved vs. warm, easygoing 
B dull vs. bright 
C easily upset vs. calm, stable 
E not assertive vs. dominant 
F sober, serious vs. enthusiastic, heedless 
G expedient vs. conscientious 
H shy, timid vs. socially bold, venturesome 
I tough-minded vs. sensitive, tender-minded 
Li trusting vs. suspicious 
M practical, realistic vs. imaginative, unworldly 
N forthright, naive vs. shrewd, polished 
O self-assured vs. apprehensive 
Ox conservative vs. experimenting 
C>2 group-oriented vs. self-sufficient 

undisciplined vs. self-disciplined, controlled 
Q4 relaxed vs. tense, driven 
Qj introverted vs. extraverted 
Qjj adjusted, free of guilt feelings vs. anxious, prone to feel guilty 
QJJJ  moody, directed by emotions vs. quick, alert, cheerful, objective 
Qjy subdued, tradition-bound vs. independent, radical 
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Figure 1. Mean sten scores of selected high school administrators and music teachers on 23 per
sonality trait factors in the 16PF Questionnaire (data provided by the present research). 
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Figure 2. Mean sten scores of 55 high school music teachers (data from the present study) and 
177 male senior high school teachers of various subjects on 20 personality trait 
factors in the 16PF Questionnaire. Music teacher data derived from the present 
research; data of the 177 male teachers came from the 16PF test Handbook, 1970. 

Music Teachers = — — (N = 55) 
Male High School Teachers = i (N = 177) 

Factor Low Score Meaning High Score Meaning 

A 
B 
C 
E 
F 
G 
H 
I 
L • 
M 
N 
O 
Qi 
°2 
q3 

o4 

Qi 

% 
Qui 
QIV 

cool, reserved vs. 
dull vs. 
easily upset vs. 
not assertive vs. 
sober, serious vs. 
expedient vs. 
shy, timid vs. 
tough-minded vs. 
trusting vs. 
practical, realistic vs. 
forthright, naive vs. 
self-assured vs. 
conservative vs. 
group-oriented vs. 
undisciplined vs. 
relaxed vs. 
introverted vs. 
adjusted, free of guilt feelings vs. 
moody, directed by emotions vs. 
subdued, tradition-bound vs. 

warm, easygoing 
bright 
calm, stable 
dominant 
enthusiastic, heedless 
conscientious 
socially bold, venturesome 
sensitive, tender-minded 
suspicious 
imaginative, unworldly 
shrewd, polished 
apprehensive 
experimenting 
self-sufficient 
self-disciplined, controlled 
tense, driven 
extraverted 
anxious, prone to feel guilty 
quick, alert, cheerful, objective 
independent, radical 
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Figure 2. Mean sten scores of 55 high school music teachers (data from the present study) and 177 
male senior high school teachers of various subjects on 20 personality trait factors in 
the 16PF Questionnaire. Music teacher data derived from the present research; data 
of the 177 male teachers came from the 16PF test Handbook, 1970. 



Figure 3. Mean sten scores of 54 high school administrators (data from the present study) and 
69 university administrators (data from the 16PF test Handbook, 1970) on 20 
personality factors in the 16PF Questionnaire. 

High School Administrators = ————— (N = 54) 
University Administrators (N = 69) 

Factor Low Score Meaning High Score Meaning 

A cool, reserved vs. warm, easygoing 
B dull vs. bright 
C easily upset vs. calm, stable 
E not assertive vs. dominant 
F sober, serious vs. enthusiastic, heedless 
G expedient vs, conscientious 
H shy, timid vs. socially bold, venturesome 
I tough-minded vs. sensitive, tender-minded 
L trusting vs. suspicious 
M practical, realistic vs. imaginative, unworldly 
N forthright, naive vs. shrewd, polished 
O self-assured vs. apprehensive 
Ql conservative vs. experimenting 

group-oriented vs. self-sufficient 
Q3 undisciplined vs. self-disciplined, controlled 
Q4 relaxed vs. tense, driven 
Qj introverted vs. extraverted 
QJJ  adjusted, free of guilt feelings vs. anxious, prone to feel guilty 
Qui moody, directed by emotions vs. quick, alert, cheerful, objective 
Qjy subdued, tradition-bound vs. independent, radical 
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Figure 3. Mean sten scores of 54 high school administrators (data from the present study) and 
69 university administrators (data from the 16PF test Handbook, 1970) on 20 per
sonality factors in the 16PF Questionnaire. 
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advantages; sten values are readily interpreted in decimal terms and 

are somewhat more precise than stanine values. The Handbook for the 

16PF Questionnaire (Cattell, Eber and Tatsuoka 1970) explained the 

comparison in this manner: 

. . . the extreme intervals 1 and 10 (as used in the sten 
system) do not have to be so disproportionate in span as 
do the 1 and 9 intervals in stanines, in order to incorpor
ate the more far-flung cases (in other words, stanines 
strictly run out only to 2-1/4 sigmas, leaving nearly 2-1/2 
percent of the population straggling outside, whereas stens 
run out to 2-1/2 sigmas, and leave less than 1 percent to 
be 'swept under the mat') . . . (p. 62). 

All 16PF personality factor scores referred to in the present 

study are given in terms of sten values. The mean for every score may 

be compared to a population (college education level) mean of 5. 5. A 

deviation of one sten is equal to . 5 of a standard deviation; for instance, 

a score of 7. 5 on a trait factor would place that score one sigma above 

the population norm for that factor. A score of 7. 0 would place it . 75 

of a sigma above the population norm, with an equivalent percentile 

rank of 77. 

The researcher strongly suggests that the score results from 

the 16PF tests be interpreted know ledge ably, critically and with 

caution. The first point to be stressed is that only 16 primary factors 

have been measured (A-Q^) and that the remaining seven (extraversion, 

anxiety, cortertia, independence, neuroticism, leadership, creativity) 

are second-order or higher-level factors derived from selected primary 

component scores and so are dependent upon the primary factors. 
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We must carefully evaluate the reliability of any test which 

uses only ten to 13 items, and only two to five minutes in time, to 

determine a score on any single factor. This study used only Form A 

of the 16PF test--and as the publishers themselves state in their hand

book, . . indeed, one form will give no more than an even chance 

that the true sten score on a given factor is within 4^ 0. 7 sten of the 

obtained figure (p. 132)." In addition, we should note that psychological 

factors may be viable and subject to change over a period of months or 

years. 

Finally, in interpreting "significant differences" in group 

scores, it should be borne in mind that such scores are considered 

primarily in showing the relationship of one group to the other. The 

relation of both group scores to the population norms is seldom stated 

in the following text but often is important. For instance, the music 

teachers scored below the population norm for guilt-proneness, 

precisely at the norm for leadership, barely above the norm for anxiety 

and well above the norm for self-discipline and will-power. The 

significant differences between group mean scores reflect, not a devia

tion from population norms for these factors by music teachers, but an 

extraordinarily high degiee of leadership, self-assurance, self-

discipline and will-power in the administrators. The same reasoning 

applies to the factor of creativity, wherein the administrators scored 
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above the population norm, but nevertheless were greatly outscored by 

the music teachers. 

Personality Factors in Which Administrators 
and Music Teachers Were Somewhat Alike 

Administrators and music teachers scored very much alike, 

and close to population norms, on Factor E (dominance) and Factor Qjy 

(independence, radicalism). 

Music teachers and administrators were alike, but scored far 

above population norms, on Factor G (conscientiousness), Factor M 

(imaginativeness), Factor N (shrewdness and social polish), Factor Qj 

(conservatism) and Factor QJJJ  (moodiness, sympathetic nature, a 

tendency to feel rather than think). 

Personality Factors Where Group Means Showed Significant 
Differences at the . 05 Level of Significance 

Music teachers' scores exceeded those of administrators on 

Factor B (brightness), Factor I (sensitivity) and Factor F (seriousness). 

Administrators proved more venturesome and socially bold (Factor H) 

and more trusting (Factor L). 

Group Differences at the .01 Level of Significance 

On Factor Qj (extraversion) the administrators' score was 

higher than that of the music teachers. On Factor Q2 (self-sufficiency) 

the music teachers scored higher. 
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Group Differences at the .001 Level of Significance 

The administrators were outstanding on Factor A (warmth), 

Factor C (emotional stability, calmness), Factor O (self-assurance), 

Factor Q3 (self-control, will-power) and leadership, a second-order 

trait derived from 12 primary scores. The music teachers were 

unusually high in creativity and neuroticism (both second-order, 

derived traits), tension (Q4) and anxiety (Qjp a second-order trait). 

A Composite Personality Picture of Administrators 
Participating in the Study 

An instructive "personality picture" of administrators in this 

study may be drawn by comparing their mean scores on each of 23 

16PF personality trait factors to population means on the same factors. 

In the list below the 23 factors are ranked in descending order, from 

strongest to weakest, as determined by the administrators' mean score 

on each factor. Since the population norm at the college level is given 

as 5. 5 stens on every factor, the administrators' mean sten scores may 

be related to this average value. 

The outstanding personality factors of the administrators were 

self-discipline and will-power (7.6), conscientiousness (7.0), leadership 

(6.9), social boldness (6. 8), emotional stability (6. 7), warmth (6. 6), 

imaginativeness (6.6), social polish (6.3), and sensitivity (6. 1). 

Factors on which the administrators rated about average were 

creativity (5. 8), self-sufficiency (. 58), extraversion (5. 7), 
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independence and radicalism (5.6), intelligence (5.5), dominance (5.5) 

and neuroticism (5. 0). Low sten scores were recorded on tenseness 

(4.7), enthusiasm or carefreeness (4.7), tendency to experiment (4.6), 

objectiveness (4.5), suspiciousness (4. 1), anxiety (4.0) and apprehensive-

ness (4. 0). 

A Composite Personality of Music Teachers 
Participating in the Study 

The music teachers ranked highest on creativity (7. 1), sensitiv

ity (7. 0), conscientiousness (7. 0), self-sufficiency (6. 9), neuroticism 

(6.7), imaginativeness (6.4), tenseness (6.3), intelligence (6.2), self-

discipline and will-power (6. 2) and social boldness (6. 0). Factors in 

which music teachers scored near the 5. 5 population mean were anxiety 

(5.7), leadership (5.5), independence and radicalism (5.5), dominance 

(5.5), apprehensiveness (5.3), warmth (5.2) and emotional stability 

(5. 1). Weaker factors in music teachers' personalities were suspicious

ness (4.9), tendency to experiment (4.8), extraversion (4.7), objective

ness (4.6) and enthusiasm or carefreeness (3.9). 

Comparison of Opinions and Attitudes of High School 
Administrators and Music Teachers 

Significant Differences between Responses 
of the Two Groups 

When group responses were compared item by item using the 

chi-square statistic, differences were found to exist at or beyond the 

.05 level of significance for 32 of the 69 items. 
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Comments on the Data as Reported 

A copy of the opinionnaire (in this text, usually called the 

"survey"), together with attendant printed instructions to respondents, 

is found in Appendix C. A full numerical tabulation of responses, item 

by item, is provided in Appendix D, together with the chi-square 

statistic for paired responses to each item. For a tabular picture of 

opinionnaire result, the reader may refer to Table 2. 

Survey Results Reported in Seven Subject Areas 

To facilitate the association of the survey findings with the 

related literature as reviewed in Chapter II, the survey results are 

reported below in a category-outline form similar to that used in 

Chapter II. For precise data see Table 2, immediately following, and 

Appendix D. 

Area I: Twelve statements (1-11 and 62) related to pay and 

working conditions. Group answers to six of these differed signifi

cantly. 

Area II: Scheduling, auditions and rehearsals were the topics 

dealt with in statements 12-22 and 44 (total of 12). Responses differed 

significantly in six of these. 

Area III: In this grouping of 11 statements relating to philosophy 

and course content (23-32 and 69), the differences in group opinion were 

relatively less pronounced, only three of the differences reaching the . 05 

level of significance. 
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Table 2. Opinionnaire (Survey)Statements Identified by Subject Area, 
with Additional Reference to the Degree of Difference of 
Opinion between Groups, in Their Responses to Each Item. 

Survey Level of Significance of 
Item Difference in Group 

Number Topic of the Statement Response* 

Area I. Pay and Working Conditions: of 12 items, six (50 per 
cent) elicited significantly different responses between 
groups. 

1 Extra duties for music teachers . 001 

2 Low pay as the main factor in leaving 
music teaching N.S. 

3 Lack of talent in students as a frustration 
for music teachers N.S. 

4 "Moonlighting" as a symphony orchestra 
player N.S. 

5 "Moonlighting" as a night club player . 025 

6 Supervision of drum majors, marchers, 
twirlers N.S. 

7 Value of out-of-school professional music 
work N.S. 

8 The teacher's expenditure of energy in 
applied music classes . 001 

9 Length of work-week for the music teacher . 001 

10 Extra-pay factors of music teachers, 
head coaches .001 

11 Value of music supervisors N.S. 

12 Value of music teachers' performance in 
outside-of-school, advanced musical 
groups .005 
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Table 2. Opinionnaire (Survey) Statements Identified by Subject Area, 
with Additional Reference to the Degree of Difference of 
Opinion between Groups, in Their Responses to Each 
Item-- c ontinue d. 

Survey Level of Significance of 
Item Difference in Group 

Number Topic of the Statement Response* 

Area II. Scheduling, Auditions and Rehearsals: of 12 items, six 
(50 per cent) elicited significantly different responses 
between groups. 

12 Using class time to audition students . 025 

13 Number of class hours for music teachers 
and for academic subject teachers .001 

14 Exclusion of low-ability music students from 
performing-group classes .05 

15 Full academic (solid) credit for music 
courses N. S. 

16 Time taken from the school day for music 
contests and festivals N. S. 

17 Placement of music students in peer groups 
based on talent and ability . 025 

18 Ability of "most music teachers" to teach 
effectively in either vocal or instru
mental music . 025 

19 Two music teachers or one in a small 
high school N.S. 

20 Scheduling small ensembles during school 
hours N.S. 

21 Graduated class sizes for music groups N.S. 
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Table 2. Opinionnaire (Survey) Statements Identified by Subject Area, 
with Additional Reference to the Degree of Difference of 
Opinion between Groups, in Their Responses to Each 
Item - - c ontinue d. 

Survey Level of Significance of 
Item Difference in Group 

Number Topic of the Statement Response* 

Area II. Scheduling, Auditions and Rehearsals--continued. 

22 Limitation of advanced music classes to 
pre-auditioned students N. S. 

44 Scheduling problems as a serious detriment 
to the high school music program . 001 

Area III. Philosophy and Course Content: of 11 items, only 
three (27 per cent) elicited significantly different 
responses between groups. 

23 Music course content affected by social 
pressures .005 

24 Value of music courses in "sharpening and 
disciplining the intellect" .005 

25 Existence of a common philosophy of music 
education in U.S. public high schools N.S. 

26 Culturally-oriented music courses for 
non-performing students N.S. 

27 Necessity of intellectual discipline in 
music N.S. 

28 Music as a part of high school humanities 
courses N.S. 

29 Limitations of music program selections 
to those which appeal to the music teacher N.S. 
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Table 2. Opinionnaire (Survey) Statements Identified by Subject Area, 
with Additional Reference to the Degree of Difference of 
Opinion between Groups, in Their Responses to Each 
Item--continued. 

Survey Level of Significance of 
Item * Difference in Group 

Number Topic of the Statement Responses* 

Area III. Philosophy and Course Content--continued. 

30 Development of aesthetic sensitivity 
in music students N. S. 

31 Emotional maturity as an aim of choral 
music teaching N.S. 

32 Teacher's choice of music affected by 
popular recording styles N.S. 

69 Responsibility of schools to raise musical 
standards of the community .001 

Area IV. Performances, Concert Policy, Public Relations: 
of 12 items, five (42 per cent) elicited significantly 
different responses between groups. 

33 Quality versus quantity in concert programs N.S. 

34 Validity of music contest and festival 
ratings N.S. 

35 Value, to the teacher, of festivals and 
contests N.S. 

36 Charging admission for concerts by student 
groups N.S. 

37 Music teacher's performing ability reflected 
in that of his students N.S. 

38 Value of a "booster club" of parents and 
friends of music students N.S. 
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Table 2. Opinionnaire (Survey) Statements Identified by Subject Area, 
with Additional Reference to the Degree of Difference of 
Opinion between Groups, in Their Responses to Each 
Item- -continued. 

Survey Level of Significance of 
Item Difference in Group 

Number Topic of the Statement Responses* 

Area IV. Performance, Concert Policy, Public Relations--
continued. 

39 Importance of football half-time shows 
compared to that of formal band concerts 
in terms of public relations . 005 

40 Contribution of marching band activities to 
the musical growth of its members . 001 

41 Proper function of the school music 
program--education versus entertainment N.S. 

42 Concert program content as a reflection of 
prevailing community musical tastes . 001 

43 Musical performances stressing mass 
participation by students, with less 
stress on quality of performances . 005 

68 Administrators' over-valuation of the public 
relations aspect of music . 005 

Area V. Budget, Equipment, Physical Plant, Transportation: 
of six items, three (50 per cent) elicited significantly 
different responses between groups. 

45 Inadequate budget as a major problem in 
operating high school music programs . 025 

46 Unavailability of buses, auditorium, etc. N.S. 

47 Purchase of band uniforms and instruments, 
by the school N.S. 
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Table 2. Opinionnaire (Survey) Statements Identified by Subject Area, 
with Additional Reference to the Degree of Difference of 
Opinion between Groups, in Their Responses to Each 
Item--continued. 

Survey Level of Significance of 
Item Difference in Group 

Number Topic of the Statement Responses* 

Area V. Budget, Equipment, Physical Plant, Transporta
tion- - continue d. 

48 Extra-classroom fund-raising activities .01 

49 Music contest and festival entrance fees 
paid by the school N.S. 

50 Purchase by the school of choir and 
ensemble uniforms . 05 

Area VI. Relations between Music Teachers and Administrators: 
of ten items, seven (70 per cent) elicited significantly 
different responses between groups. 

53 Carelessness of music teachers in routine 
activities . 025 

55 Music teachers' inadequate control of 
student behavior N.S. 

57 Rare attendance at concerts by high school 
principals . 001 

58 Administrators' lack of appreciation and 
understanding of music teachers' work .001 

59 Music teachers "first choice in jobs" N.S. 

60 Personnel changes in music teaching staff 
compared to changes in academic teach
ing personnel .001 
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Table 2. Opinionnaire (Survey) Statements Identified by Subject Area, 
with Additional Reference to the Degree of Difference of 
Opinion between Groups, in Their Responses to Each 
Item--continued. 

Survey Level of Significance of 
Item Difference in Group 

Number Topic of the Statement Responses* 

Area VI. Relations between Music Teachers and 
Administrators--continued. 

61 Performing ability as a prerequisite to 
hiring a high school music teacher N.S. 

65 "Institutional boat-rocking" as a tendency 
of good teachers . 025 

66 Classroom neatness as an indication of 
efficiency . 05 

67 Extreme hair styles for high school teachers . 05 

Area VII. Stereotyped Concepts of the Personalities of 
"Music Teachers" and "School Administrators": 
of six items, only two (33 per cent) elicited 
significantly different responses between groups. 

51 A creative teacher's preference for change 
and originality N.S. 

52 Music teachers characterized as emotional, 
impractical, sensitive, individualistic, 
idealistic N.S. 

54 Administrators' low valuation of the area 
of aesthetics . 001 

56 Music teacher failure caused more often by 
personality deficiencies than by lack of 
talent or skills N.S. 



Table 2. Opinionnaire (Survey) Statements Identified by Subject Area, 
with Additional Reference to the Degree of Difference of 
Opinion between Groups, in Their Responses to Each 
Item-- c ontinued. 

Survey 
Item 

Number Topic of the Statement 

Level of Significance of 
Difference in Group 

Responses* 

Area VII. Stereotyped Concepts of the Personalities of "Music 
Teachers" and "School Administrators"--continued. 

63 Personality and character of a music 
teacher more important than his 
ability as a performing musician 
or conductor . 025 

64 Teachers of creative arts (including 
music) significantly different from 
other faculty members, in personality, 
interests and value judgments N.S. 

*N.S. = Not Significant. 
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Area IV: In the fourth area (performances, concert policy, 

public relations), five statements out of 12 elicited significantly 

different reactions. The statements included in this area were 33-43 

and 68. 

Area V: Only six statements (45-50) referred to problems in 

the fifth area--budget, equipment, physical plant and transportation. 

Answers to three of these proved to be significantly different between 

groups. 

Area VI: The sixth area of controversy--that of direct, 

person-to-person relations between music teachers and administrators--

was represented by statements 53, 55, 57-61 and 65-67. Seven of the 

ten statements drew forth responses which proved to be significantly 

different between the two groups. 

Area VII: In the six statements (numbers 51, 52, 54, 56, 63 

and 64) ascribing a "typical personality" to administrators or music 

teachers, significant differences between group responses were recorded 

on only two items. 

Differences between Group Responses at 
Various Levels of Significance 

Four statements called forth group responses significant at the 

. 05 level. They were No. 14 (exclusion of low-ability music students 

from performing groups), No. 50 (school purchase of choir and 

ensemble uniforms), No. 66 (equating classroom neatness with 
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efficiency), and No. 67 (extreme hair styles for high school teachers). 

Administrators favored No. 66; music teachers favored No. 14, No. 50 

and No. 67 (see Appendix D for categorical breakdown of responses). 

Differences between group responses at the .025 level of 

significance were observed in eight statements: No. 5 (occasional night 

club work for a music teacher); No. 12 (auditioning students during 

scheduled class-time); No. 17 (placing students in peer groups on the 

basis of talent); No. 18 (claiming that most music teachers can teach 

effectively in both vocal and instrumental music); No. 45 (inadequate 

budget as a major problem in high school music); No. 53 (stereotyping 

the music teacher as "careless"); No. 63 (a music teacher's personality 

rated as a much more important consideration than his ability as a 

performer or conductor); and No. 65 (a "good, vital teacher" tending 

to rock the institutional boat). Music teachers agreed with all of these 

statements except No. 18. Administrators signified the same opinions 

as the teachers, but generally were less positive or extreme in their 

attitudes. Surprisingly, the administrators proved more tolerant of 

night-club work, and the music teachers were more critical of their own 

carelessness. 

One statement drew responses different at the .01 level of 

significance, No. 48. Neither group approved extra-class fund-raising 

activities, but music teachers were much more set against the idea. 
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The group responses to six statements showed differences 

significant at the . 005 level. On four of these statements the groups 

concurred in opinion, differing only in the degree of their conviction. 

Music teachers felt more strongly that the music curriculum was 

affected by social pressures (No. 23) and that music rehearsals "sharpen 

and discipline the intellect" (No. 24); administrators believed more 

definitely that participation in musical activities by large numbers of 

students was more important than the quality of performance (No. 43), 

and they were less enthusiastic than the teachers concerning the participa

tion of the latter in advanced musical groups. 

On statement No. 39 there was some polarization of opinion, 

with 51 per cent of administrators disagreeing with the premise that 

football half-time shows were more important to public relations than 

formal band concerts. Sixty-seven per cent of music teachers endorsed 

this statement. 

Survey item No. 68 likewise concerned the public relations 

aspect of school music, asserting that it was "over-valued" by most 

administrators. Only 29 per cent of administrators agreed with this 

statement, but 61 per cent of music teachers felt that it was true. 

Thirteen statements elicited a degree of difference in group 

responses which was significant at the . 001 level. 

A definite disparity of views was evident in the consideration 

of class-scheduling (No. 13), course content (No. 40), concert 
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programming (No. 42), and the work-week of the music teacher (No. 9), 

including his extra-class duties (No. 1). Music teachers wanted to 

raise the musical standards of the community; administrators were not 

concerned about this (No. 69). Most music teachers felt (although 39 per 

cent did not) that the area of aesthetics held a low place in the adminis

trator's scale of values (No. 54). Fifty per cent of music teachers 

stated that the typical high school principal rarely attends concerts of 

any kind (No. 57). Almost to a man, the administrators refuted these 

two allegations. 

Five statements (of the 13 in the .001-level group) caused reac

tions which were statistically read as group differences significant far 

beyond the . 001 level: 

1. Eighteen per cent of administrators strongly disagreed with 

the statement that the expenditure of energy required to teach a class in 

applied music is much greater than that used in teaching a class in an 

academic subject (No. 8). Music teachers (56 per cent) strongly asserted 

that this was so. 

2. In reaction to the statement that the extra-pay factor for 

either vocal or instrumental music should equal or exceed the extra-

pay factor for a head coach in a single major sport (No. 10), seventy-four 

per cent of music teachers strongly agreed; only 18 per cent of adminis

trators did so. 
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3. The claim that scheduling problems are a serious detriment 

to the development of a high school music program (No. 44) was over

whelmingly endorsed by the music teachers (100 per cent), while only 

62 per cent of the 55 administrators agreed and 21 disagreed with the 

statement. 

4. Most (71 per cent) of the administrators felt that they were 

equipped to appreciate the value of a good music teacher's work and 

that they understood the principles and problems involved (No. 58). 

Eighteen of 54 music teachers registered strongly on the other side of 

this argument and most (78 per cent) felt that the average administrator 

was not so equipped and able. 

5. Thirty-one per cent of administrators believed that a change 

in music teachers was no more upsetting to the students or to the program 

than a change of academic subject teachers (No. 60). Ninety-six per 

cent of music teachers were convinced that, due to the charismatic 

nature of director-performer relationships, this was not the case. 

Group Tendencies to Make Extreme 
or Moderate Responses 

Additional perspective on the survey data was gained by sum

ming the number of strong responses (1 or 6) recorded by each group. 

Computations showed that the music teachers responded 1,315 times 

in the "strongly agree" (No. 1) or "strongly disagree" (No. 6) categories, 

while only 673 responses of 1 or 6 were recorded by the administrators. 
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Expressed percentage-wise, 17.6 per cent of all music teacher 

responses were "strong," while "strong" responses comprised only 

8.8 per cent of the administrators' responses. (By using percentage 

figures, allowance is made for the fact that in the survey participating 

administrators outnumbered music teachers, 55 to 54.) 

The discovery of this surprising ratio (two to one) suggested 

the computation of still another figure: the total number of moderate 

responses (3 or 4) tabulated for each group on the 69 items. The sum 

of the "agree with reservations" (No. 3) and "tend to disagree" (No. 4) 

responses by the administrators was 1,606, while the total number of 

3 or 4 responses from the music teachers was only l,213--a percentage 

ratio of 21.2 to 16. 3 (numerical ratio of about 4 to 3), by which the 

administrators exceeded the music teachers in the total number of their 

moderate (3 or 4) responses. 

These numerical relationships (2/1 and 4/3) appeared to have 

a bearing upon the personality aspects of this study. They are discussed 

in Chapter V in connection with the principal findings of the study. 

Summary 

In Chapter IV, data compiled in the course of the present 

research were presented and analyzed. 

Differences significant at or beyond the . 05 level were found 

between the group means of administrators and music teachers on 16 
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of 23 personality factors measured by the 16PF test. In nine of the 16 

factors, the level of significance reached .001. Group means were 

compared to population means and to means of other groups taking the 

same test as reported in the research literature. Composite personal

ity pictures were drawn of each group. 

Chi-square analysis of the group responses to opinionnaire 

statements revealed a difference, between paired group responses, 

which was significant at or beyond the . 05 level in 32 of the 69 state

ments. To facilitate analysis the statements were first selectively 

grouped into seven subject-areas, then regrouped and reconsidered on 

the basis of the degree of difference between groups on the various items. 

The greatest differences of opinion were seen in Area VI, involving 

personal relations between administrators and music teachers. Of five 

single statements drawing forth the most divergent opinions between 

groups, two came from Area VI (Personal Relations), two from Area I 

(Pay and Working Conditions) and one from Area II (Scheduling, Audi

tions and Rehearsals). It was noted that the administrators tended to 

make conservative, middle-of-the-road responses while the music 

teachers' responses were more extreme. 



CHAPTER V 

SUMMARY, CONCLUSIONS, EVALUATIVE DISCUSSION, 

RECOMMENDATIONS 

In this chapter the findings of the study are summarized and 

related to the hypotheses under investigation. The present research is 

discussed and compared to the published works of other researchers. 

Selected pertinent articles in professional journals and books are 

related to the study. Suggestions are made regarding the potential 

application of such unique evidence or insight as may be afforded by 

the study. Finally, recommendations are offered for possible future 

research. 

Summary 

The stated purpose of the present research was to compare 

two groups: selected high school administrators and high school music 

teachers in southern Arizona. The two main thrusts of the investigation 

were (1) a statistical analysis of group mean scores on a personality 

factor test, and (2) a like analysis of the opinions, attitudes and beliefs 

of the two groups in regard to apparent controversies between them. 

Thirty-four southern Arizona high schools were included in the 

study. In these schools 67 music teachers and an approximately equal 

143 
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number of administrators satisfied definitional requirements. Fifty-

five music teachers and 55 administrators (82 per cent of those eligible) 

cooperated in the study. 

Conclusions 

Findings of the Present Study Supporting Hypothesis No. 1 

Hypothesis No. 1 stated that "There is a significant difference 

in selected personality traits between high school administrators and 

high school teachers of performing music groups." 

The Cattell Sixteen Personality Factor Questionnaire was used 

to measure 23 personality factors in the selected administrators and 

music teachers. Statistical analysis showed differences between group 

means, significant at the . 05 level of confidence, in 16 of the 23 factors 

tested. In the case of nine of these 16 factors, the significance level of 

the difference between group means was beyond .001. From this 

evidence, it is concluded that strong support is given to Hypothesis 

No. 1, and that the results of the present research indicate the presence 

of significant differences in personality factors between high school 

administrators and music teachers. 

Findings of the Present Study Supporting Hypothesis No. 2 

Hypothesis No. 2 stated that "There is a significant difference 

between high school administrators and high school teachers of 
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performing music groups in their respective attitudes, opinions and 

practices in areas of music education which previous studies have 

identified as being controversial. " 

In a 69-item survey of the opinions, attitudes and beliefs of the 

selected music teachers and administrators, the difference between 

group responses was significant at the . 05 level of confidence in 32 out 

of 69 opinionnaire items. On the basis of this evidence, it is concluded 

that the survey findings give strong support to Hypothesis No. 2, and 

that significant differences of opinion have been shown to exist between 

southern Arizona high school administrators and music teachers in 

regard to controversial issues in music education. 

Discussion 

Implications of the Present Findings in the 
Area of Personality 

A decided difference in personality pattern between the two 

groups was indicated by the results of the 16PF test. 

The salient personality factors characterizing the group of 

administrators were self-discipline (self-control) and will power, con

scientiousness, leadership, social boldness, emotional stability, 

warmth, imaginativeness, social polish and sensitivity. They appeared 

to be relaxed, self-assured and confident, trusting, well-adjusted and 

free of anxiety, apprehensiveness or feelings of guilt. They were 

conservative; they valued laws, order and the opinions of others. They 
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lacked objectivity and tended to react on the basis of feeling rather 

than thought. 

The music teachers were characterized as being outstanding 

in the areas of creativity, social polish, sensitivity, conscientiousness, 

self-sufficiency (independence), neuroticism, imaginativeness, tense

ness (feeling "driven"), intelligence, self-discipline (self-control) and 

will power and social boldness. They are conservative, trusting and 

introverted. They lacked objectivity and were serious-minded rather 

than gay and carefree. 

The personality picture of these administrators, as reflected in 

their group mean scores on the various factors, is perhaps not too 

different from the general impression of "public school administrator 

personality" in the popular mind. The reverse appears to be true in the 

case of these music teachers whose leanings toward conservatism, 

introversion, soberness, seriousness, conscientiousness and lack of 

carefreeness contrast dramatically with the stereotype of the heedless, 

happy-go-lucky, extravert musician. 

It is perhaps noteworthy that both groups, instead of being 

outstanding in the factor of dominance, scored exactly at the population 

mean. Where, then, is the "typical" tyrannical musical director and 

principal? Those strong personality factor scores which might fit 

properly into such a stereotyped "extremist" personality profile were 

certainly lacking in these group mean scores. 
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Several apparent contrasts between the two groups should be 

considered especially important because these differences, if present 

to a marked degree between an individual principal and music teacher, 

might make for difficult relations between them: (1) The administra

tors appeared to be outstandingly warm and easygoing, while the music 

teachers were more cool, reserved and detached; (2) The administra

tors were relaxed and emotionally stable, while the music teachers tended 

to be tense and easily upset; (3) The music teachers were much more 

inclined toward independence than were the administrators. The music 

teachers appeared disinclined to follow and preferred their own decisions. 

They appeared to be self-sufficient, in contrast to the more group-

oriented administrators. 

Factors which were strong in both groups and which might tend 

to be disruptive of smooth relations between them were a lack of 

objectivity, a tendency to feel rather than to think, and strength of will. 

Personality characteristics outstanding in both groups, but 

potentially conducive to successful relations between them, were 

conscientiousness, self-discipline and self-control, conservatism, 

seriousness and trustfulness. 

Personality Findings of the Present Study Compared 
to Selected Data from Related Literature 

The 16PF Questionnaire group mean scores of the music 

teacher respondents in the present study offered a vivid contrast, factor 
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by factor, to equivalent scores recorded by a general group of 177 male 

senior high school teachers (see Figure 2, page 120). The mean scores 

of these teachers of various high school subjects were close to population 

means on all factors, while the mean scores of the music teachers often 

were seen to depart widely from population norms. This evidence of 

divergent personality profiles between teacher groups was in agreement 

with findings of Duffy and Crissy (1940), Strong (1943), MacLean et al 

(1955), Getzels and Jackson (Gage, ed. 1963), Sprinthall and Beaton 

(1966) and others, all of whom found distinctive personality and interest 

patterns within groups of teachers working in the same subject area. 

The indication of differences between administrators' personal

ities and music teachers' personalities, as found in the present study, 

reinforced parallel conclusions reported in earlier research. Conclu

sions by Strong (1943), Tippetts (I960), Henschel (1964) and others 

affirmed the presence of decided differences between school administra

tors and teachers in their (group) personalities and interests. School 

administrators as measured in the above mentioned studies appeared to 

be most strikingly different from those groups of teachers who worked 

in music or another of the creative or performing arts. In terms of 

hierarchies of values operative within groups, repeated investigations 

using the Study of Values test found the school administrators holding 

theoretical values in highest esteem (indicating that they were predomin

antly empirical, rational and critical and had a strong sense of 
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organization and systematization) and relegating aesthetic values to the 

lowest rank (indicating a lack of interest in the subjective, non-intellect

ual experiences provided by beauty as developed in form and harmony--

in short, suggesting that they took little pleasure in art forms). On the 

other hand, the music teachers and other "arts" teachers ranked 

aesthetics first in their scale of values, placing economic values last. 

By this low est-possible ranking of economic values, they indicated that 

they did not value things on the basis of their usefulness or material 

contribution to life. 

In the general area of personality, the literature revealed 

extensive criticism of administrators, voiced by music teachers. 

Frequently cited were the administrators' lack of interest in and sympathy 

toward the music teachers' problems, lack of musical appreciation 

(general aesthetic insensitivity), preoccupation with the public relations 

aspect of music and departmental favoritism. 

To the administrators (as reported in the literature), music 

teachers often seemed to be deficient in these general "personality" 

or behavioral areas: Unorthodoxy and lack of cooperation, permissive

ness with students, lack of classroom order and discipline, emotional 

instability or neuroticism, self-centeredness and insularity from the 

rest of the faculty and from the general school program. 

In terms of overall balance, it appears that most administrative 

criticisms of music teachers have centered around the personalities of 



150 

the teachers, while criticisms of the personalities of administrators 

have been relatively few--music teachers typically directing their 

criticisms largely toward the administrators' handling of such matters 

as salary, scheduling and budget allocations. 

Personalities of Music Teachers and Administrators. The 

"personality portrait" of music teachers in the present study, as 

afforded by 16PF group mean scores on the various personality factors, 

presents a picture of a worried, tense, conscience-ridden person who 

holds strong beliefs, who values beauty above all things, and who is 

not entirely comfortable, socially, in the possession of these 

attributes. A certain sense of anxiety and frustration, evident in the 

16PF scores of the music teachers, may have resulted in the observed 

group tendency toward extreme responses, evident in the tabulation of 

survey data. 

It is noteworthy that neither administrators nor music teachers 

considered the typical music teacher to be different, in his personality 

and interests, from teachers in other subject areas. The 16PF findings 

of the present study, coupled with strong evidence from earlier research, 

affirms the existence of distinctive personality and interest patterns in 

music teachers, as well as in other groups of teachers working in a 

single subject area. 

The 16PF group mean scores of the administrators in this study 

showed them to be calm, stable, conservative, group-oriented and 
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respectful of the opinions of others. Does this description help to 

account for their tendency to make moderate, middle-of-the-road 

responses to the survey statements ? 

Other research has strongly characterized the school admin

istrator as a person whose real drive and talent lies in a predilection for 

organization and orderly systematization and in the leadership ability 

required to effect these essential components of a stable society. Do 

high school administrators see themselves in such an objective light? 

Or do they, like most of the music teachers in this study, see themselves 

as being "just like everybody else"? The 16PF test, in the present 

study, characterized both groups as being deficient in objectivity. 

Such personality-oriented research efforts as this study may prove 

helpful to individuals in both groups by giving them needed perspective 

on themselves and others. 

Extensive research has indicated that many occupational groups 

exhibit typical personality and interest patterns. If such patterns exist 

and can be identified, it should be possible to anticipate personality 

patterns and know in what respects an individual from a certain group 

may be expected to be unique. 

The results of personality-oriented research might well be 

made a part of the professional training of prospective music teachers 

and school administrators. 
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In the field of school administration, a practical application of 

such knowledge is suggested by Tippetts (I960): "The similarities, for 

example among those in creative arts, if substantiated by further 

research, should be considered by administrators in the organization 

of departments or divisions for related subject matter areas (pp. 111-

112). " 

Relation of This Study to Other Research in the Area of 

School Administrator and Music Teacher Personality. The findings of 

this study seem to be in harmony with conclusions reached by other 

researchers in their investigations of personality in music teacher and 

administrator groups. 

The unique aspects of the present study, apparently not 

duplicated by earlier research, are (1) the limitation of the groups, 

respectively, to high school administrators and high school music 

teachers, (2) the simultaneous evaluation of both groups with the 16PF 

test, and (3) the association of these "theoretical"findings with the 

concurrent results of a survey designed to reflect the opinions, 

attitudes and actual practices of the respondents in the field of music 

education. 

Implications of the Present Findings in the 
Area of Professional Controversy 

Areas of Conflict. The 69 controversial statements compris

ing the opinionnaire were divided into seven subject areas. The areas 
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of greatest differences of opinion between the two groups are considered, 

by the researcher, to be the areas of greatest existent or potential 

conflict between them. 

Seventy per cent of those survey statements which dealt with 

personal relations between the two groups elicited group responses which 

were significantly different. Differences between group responses were 

significant in 50 per cent of the items concerning pay and working con

ditions, scheduling, auditions and rehearsals and budget, equipment, 

physical plant and transportation. Forty-two per cent of the statements 

about performances, concert policy and public relations occasioned 

significantly different group replies. Few differences were recorded 

in group opinions on statements stereotyping music teachers and admin

istrators, and almost no opinion difference was evident in the areas of 

course content and philosophy of music education. 

Specific Statements on Which the Sharpest Division of Opinion 

Was Evident. The 13 "most controversial" statements (group differences 

significant at the . 001 level) were concerned primarily with the realities 

of the high school music teaching situation and the administrative view 

of the music program. 

Administrators did not believe that the music teacher's work 

output, in hours and energy, was especially high; therefore they saw 

little justification for exceptional consideration in scheduling arrange

ments or the allowance of extra-pay factors. On this point, it should be 
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noted that pertinent research on the energy expenditure (Clark 1954, 

Steg 1955, Colbert 1961) and the work-load (Rafferty and Weigand 1932, 

Corson 1948, Ekman 1963, Schneider and Cady 1965) of the high school 

music teacher appears to verify claims of extraordinary demands on a 

music teacher's time and energy. 

Interviews of administrators by Gaines (1968 and 1972) and 

Fowler (1970) showed great concern with music teachers' tendency to 

overemphasize performance and neglect students who had only average 

talent (or less) and no performance ability. Opinionnaire results in 

this study showed that in southern Arizona, too, administrators criti

cized the neglect of the average student. They wanted more emphasis 

on understanding and appreciation of music and participation by larger 

numbers. They were not interested in raising community musical 

standards and, in general, seemed to stress quantity over quality in 

music. Their recorded opinions appeared to support the conclusions of 

Twain Tippetts (I960) and others that aesthetics held little importance 

in the eyes of most school administrators. Sixty-one per cent of music 

teachers (according to opinionnaire answers) agreed with Tippetts and 

78 per cent felt that most administrators were not equipped to appreciate 

the value of a good music teacher's work or to understand the principles 

and problems involved. The administrators strongly disagreed on both 

points. This dichotomy of views accented once more the need for 
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communication between the two groups, as called for by Calder (1962), 

Farwell (1964) and Bodanske (1969). 

Lack of Objectivity in the Respondents. A penetrating insight 

into the persistent problems between these groups was afforded by their 

evident lack of perspective in regard to their own personalities. For 

instance: Even though many studies (Strong 1943, Snapp 1953, Sprint-

hall and Beaton 1966, Cattell, Eber and Tatsuoka 1970, and others, 

including the present research) have authoritatively labeled the music 

teacher as an individual personality type, unique in outlook, emotional 

makeup and interests, only 50 per cent of the music teachers in this 

study voiced any kind of agreement with the statement that "Teachers 

of creative art--music, drama, art and creative writing--are signifi

cantly different from the rest of the high school faculty in terms of 

personality, interests and value judgments!" It is equally startling to 

find that only 29 per cent of the administrators believed that music 

teachers were "significantly different!" 

Relationships based on misconceptions of character are bound 

to be thorny, at best. Is this apparent lack of objective perception 

the hidden cause of much disillusionment--a primary reason why 

principals have difficulty in choosing and keeping their fine arts 

teachers? Is it the underlying source of the music teacher's feeling 

(Calder 1962, Kelly 1963) that he is not understood and valued? 
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Purposes of Music Education. Evident in the opinionnaire 

responses was a lack of consistency in the respondents' concepts of the 

goals of music education. This uncertainty or diversity of opinions, 

observed between groups and also within each group, had been noted 

also in the studies of Fenton (1957), Johnson (1961) and Bodanske (1969). 

The absence of a common purpose in music education was evident in 

the nationwide interviews conducted by Gaines (1968, 1972). 

Relation of This Study to Other Research in the Area of High 

School Administrator-Music Teacher Controversies. As noted above, 

the opinionnaire results of the study, in general, agree with and 

reinforce the findings of previous research. 

Singular aspects of the survey procedures used in the present 

study, and apparently not duplicated in earlier research, are (1) The 

use of a multiple-choice format, thereby affording data which showed 

degrees of feeling or belief, (2) a strong emphasis on actual, everyday 

practices in music education, and (3) a direct comparison of opinion

naire results with concurrent personality tests of the respondents. 

Value and Use of This Study. The value of this research is 

commensurate to the practical value of its findings. It is hoped that 

high school administrators will recognize the differences--in personality 

make-up, in values, in points of view--between them and their music 

teachers. It might be well for high school music teachers to see 

themselves as they are pictured in this study: Often insular, one-sided, 
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extreme. If such a broadening of outlook should occur and such honest 

music teachers should sit down to talk out their problems with 

administrators who realized that they are not qualified arbiters of the 

arts and must make a real effort to understand and sympathize with the 

school music program--then the problems spotlighted in this study may 

well be on the way to solution. 

If increased understanding and frank communication are its 

products, then the purpose of this research will have been fulfilled. 

Recommendations for Needed Future Research 

Personality in Music Teachers and Administrators 

Among the final recommendations given by Schneider and 

Cady (1965) in their all-encompassing review of research in music educa

tion, we find the suggestion that "Further analyses of the music teacher 

personality should be conducted using a wide variety of instruments and 

a large population so that limits and tolerances can be established for 

the purpose of guidance, selection and retention at the undergraduate 

level (p. 323)." 

If we believe Henry Cady when he says that "Replication among 

researchers is an honorable endeavor (Cady 1967, p. 150),"then a 

duplication of the present research, carried out in another part of the 

country, might be considered worthwhile. Several variations would be 

possible; if, for instance, the factor of personal anonymity were 
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discarded, comparisons could be made within a single school, or 

between rural and urban schools. Personality inventories other than 

the 16PF test could be used with comparable results. 

Research in Actual High School Situations 

Very little is known about the attitudes held by non-music 

teachers in regard to music activities. What are their views of music's 

function in the high school curriculum? Do they favor the integration 

of musical components into their own courses? Would they approve a 

departmental re-grouping of staff members, such as a Creative Arts 

Department, a Performing Arts Department, or a Humanities Depart

ment? 

Effect of Anonymity on Survey Form Replies 

An investigation might determine the differences between 

opinionnaire responses made by anonymous respondents and answers 

given by those who were required to identify themselves. The differ

ence in quality of response might prove to be startling! The present 

researcher, for instance, was deeply impressed (in fact, came close 

to being shocked!) by the outspoken frankness evident in returns from 

anonymous respondents to the opinionnaire "pilot run" of this study. 

Creativity and the Performing Arts 

Results of the 16PF test in the present research showed 

creativity as a dominant aspect of the music teacher's personality. 
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Writing on the personal characteristics of creativity, J. W. Getzels 

said, 

The portrait of the creative person in any tested 
field is not so much one of antipathy or even indiffer
ence to people but rather of greater interest in thought 
and beauty and of rejection of the pursuit of material 
goods and mere gregariousness or conventional soci
ability as barriers to self-expression, intimacy, and 
individuality (Ebel 1969, p. 271)-

Can "creativity" scores predict success in the arts? 

Personality Factors and Interests as Predictors of Success 
in College and Compatibility in Intended Professions 

The remarkable uniformity and consistency of results obtained 

in measuring personality factors, values and attitudes of teachers in 

all areas of the creative and performing arts, lend weight to the 

conviction that a selected group of evaluative tests in these areas might 

prove to be a valuable predictor of success in the creative arts field. 
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The Edwards Personal Preference Schedule (EPPS) was 

designed to provide measures of 15 normal personality variables. 

Reference is made to many of these variables in the text of the 

present study. Several of the variables are self-descriptive in 

nomenclature and need^no clarification of meaning; those terms (names 

of variables) which are not likely to be familiar to the reader are 

listed below the definitions being paraphrased from the manual of the 

EPPS. 

Manifest Needs Associated with Selected EPPS Variables 

1. Deference: To get suggestions from others, follow 

instructions, conform to custom. 

2. Order: To have things neat and organized, to make plans 

and follow them. 

3. Affiliation: To make and keep many friends, to share 

and do things with friends. 

4. Intraception: To analyze one's self and others, to under

stand motivations and behavior. 
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5. Succorance: To have others provide help and encourage

ment, to receive warmth, sympathy and affection from others. 

6. Abasement: To feel guilty, accept blame, yield to others. 

7. Nurturance: To help, sympathize with and be generous to 

others, to show a great deal of affection toward others. 

8. Endurance: To keep at a job until it is finished, without 

distraction or interruption. 

9. Heterosexuality: To enjoy social and physical relations 

with the opposite sex, to be in love with someone of the opposite sex. 



APPENDIX B 

FORMAL WRITTEN COMMUNICATIONS BETWEEN 

RESEARCHER AND RESPONDENTS IN THE PRESENT STUDY 

163 



164 

Letter Sent to Administrators and Music Teachers in High 
Schools Located in Northern and Central Arizona, Requesting 

Their Participation in the Pilot Study-

Amphitheater High School 
125 East Prince Road 
Tucson, Arizona 85705 
November 1, 1971 

Dear High School Music Teachers and Administrators: 

I am writing to request your help in the initial phase of my Ed. D. 
dissertation study. The time involvement would be brief--about a half 
hour--but your opinions and advice would be of great value in establish
ing the validity of the questionnaire being developed for use in the 
study. 

In essence, the dissertation plan is to investigate the nature and the 
degree of basic personality trait differences between high school music 
teachers and their administrators. The personality characteristics of 
the two groups will be measured by scores on the Cattell Sixteen 
Personality Factor Questionnaire. Significant differences will be 
compared to group answers on certain controversial issues in music 
education. 

Previous studies have documented a striking difference in the value-
systems of creative arts teachers and school administrators. Surveys 
have pinpointed areas of strong controversy in policy and practice. The 
extremely high turnover in fine arts teacher personnel suggest that 
many of these differences have not been resolved. It is my hope that 
through this study the two groups may gain considerable insight into 
the attitudes, characteristics and problems existent in each respective 
area. 

Accompanying this letter is a list of questions being considered for use 
in the "Survey of Attitudes and Opinions on Controversial Issues" 
section of the dissertation. Would you be so kind as to read them, judge 
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High School Music Teachers and Administrators 
November 1, 1971 

their relevancy to the purpose, and write in any comments or sugges
tions for new questions, or better phrasing of those presented? 

Thanks fo much for your help. The completed comment sheet may be 
returned to me in the enclosed envelope. When the study is completed, 
I shall be happy to send you an abstract of the findings. 

Sincerely yours, 

/S/ WILLIAM FUNK 

William Funk 
Vocal Music Teacher 
Amphitheater High School 
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941 West Schafer Drive 
Tucson, Arizona 85705 
March 15, 1972 

I am writing to request your help in completing my Ed. D. dissertation 
study, now in progress in the College of Education, University of 
Arizona. 

I plan to measure and compare the personality traits of two groups: 
High school administrators and high school music teachers. Both 
groups will take the Cattell Personality Factor test. Any significant 
differences in the respective group scores will be noted. The music 
teachers and the administrators' personality profiles will be related 
to their respective attitudes toward controversial issues in music 
education. 

All high schools in Southern Arizona will be included in the study. The 
testing instruments are Cattell's Sixteen Personality Factor Question
naire and a survey form constructed by myself. The survey asks for 
opinions on sixty-nine statements. These statements express definite 
stands in regard to controversial attitudes and practices in music 
education. Previous well-documented studies have identified these 
issues as definite points of friction between high school music 
teachers and their administrators. The questions on the survey form 
have been reviewed and improved by twenty-four principals and music 
teachers in northern Arizona high schools in a "pilot run" preparatory 
to this study. 

Recent investigations show a striking difference between the value-
systems of creative arts teachers and school administrators. The 
extremely high turnover in music teaching personnel suggests that many 
differences in policy and practice have not been resolved. It is my hope 
that through this study the two groups may gain considerable insight 
into the attitudes, characteristics and problems existent in each 
respective area. 
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Page 2 
March 15, 1972 

I believe that this study will not be a dust-gatherer. Communications 
from music teachers, administrators and researchers indicate that it 
is needed, and that its approach does not duplicate earlier research. 

I would be deeply grateful for your personal participation, and for your 
encouragement of help by your colleagues. The time involvement is 
about an hour. The Cattell test is most interesting; it can be self-
administered in short blocks of time. All scoring and interpretation 
will be done professionally, at the Institute for Personality and 
Ability Testing, which publishes the test. Absolute anonymity is 
assured; no individual or school will be named in relation to scores. 
Even I, as the researcher, will not see the individual scores on the 
Cattell test; they will be returned to me in sealed envelopes, marked 
only "Administrator" or "Music Teacher. " When enough forms have 
been returned to ensure a valid sampling, the forms will be sent to the 
IPAT for group analyses. 

I am enclosing a post-card, addressed to me, on which you can indicate 
your willingness (and that of others in your school) to help. To qualify 
as a participant in this study, a music teacher must be "A high school 
teacher of vocal or instrumental music, whose work includes rehearsal 
preparation and presentation of student groups in public performances 
such as concerts, music festivals and contests, parades, sports event 
shows, musical shows and various entertainment functions." (This 
definition excludes those teachers whose work is limited to general 
music classes, music appreciation or music theory.) An administrator, 
in order to participate, must be "A high school principal, assistant 
principal or superintendent, serving in a line capacity, who has all or 
some of the following responsibilities: the hiring and firing (subject to 
action by the school board), evaluation, supervision, budgeting and 
classroom scheduling of the Music Teacher. " 

Thanks so much! Please fill out the post card right away and mail it to 
me. The Cattell test and the Survey form should reach you within a 
month. 

Yours sincerely, 

/S/ WILLIAM FUNK 

William Funk, Vocal Music Teacher 
Amphitheater High School 
Tucson, Arizona 
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Text of Message on Returnable Postal Card Accompanying the 
Letter Sent to Prospective Respondents (April-May, 1972) 

CHECK ONE: Yes, I will participate in the study. 
No, I do not care to participate. 

PLEASE FILL OUT INFORMATION BELOW: 
Name of High School 
Your name, and 
Official Position 

Total number of administrators participating 

Total number of music teachers participating 

Thank you! Forms will be sent to you, for distribution to 
the 'total number participating1 as shown above. If you 
have any questions, please write or telephone me collect 
in Tucson, 888-0794. 



169 

Follow-Up Letter Sent to Potential Respondents Who Had Been ( 

Contacted Previously. These Letters Were Mailed in April 
and May, 1972. 

Dear (Potential Respondent), 

I am writing again to request your participation in my dissertation 
study, a description of which I sent to you a couple of weeks ago. As 
you may remember, it is an investigation of the personality and 
music-education concepts of the high school administrator, compared 
to those of the high school music teacher. In each case group scores 
only will be tabulated, with complete anonymity for individuals and 
schools. 

A complete coverage of the sampling area is essential to a valid 
study. Would you help me in this ? 

I would greatly appreciate an early reply, using the enclosed postal 
card. The materials are ready to mail and should reach you within 
a week of my receiving an affirmative answer. 

Thank you very much! 

William Funk 
Vocal Music Teacher 
Amphitheater High School 
Tucson, Arizona 
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SURVEY OF ATTITUDES, BELIEFS AND OPINIONS 
CONCERNING AREAS OF CONTROVERSY IN THE PRACTICE 

AND THEORY OF MUSIC EDUCATION 

Are you a: MUSIC TEACHER 

ADMINISTRATOR 

(check one) 

Following is a series of seventy statements. Each statement expresses 
a definite stand on a controversial question in the area of music educa
tion. Your response to each statement should be indicated by writing 
a single number (1, 2, 3, 4, 5 or 6) in the space provided at the right 
of the statement. If you strongly agree with a statement, write a "1" 
in the space at the right of it; if you agree, write a "2"; if you agree but 
have some reservations, write a "3"; if you tend to disagree, write a 
"4"; if you disagree, write a "5"; if you strongly disagree, write a "6.11 

Please answer every statement with that single numeral which best 
expresses your reaction to it. 

YOUR REACTION 
STATEMENTS INDICATED BY 

NUMBER 

1. The music teacher should be assigned the same extra 
duties--such as homerooms and supervision of non-
musical activities--that are assigned to other teachers. 

2. Insufficient pay for the hours and effort put in is the 
main reason for high school music teachers leaving 
the field. 
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Page Two 

3. Lack of innate musical talent (aptitude) in the students 
with whom they must work is a serious frustration 
for most high school music teachers. 

4. Professional work as a symphony orchestra player 
is a commendable "moonlighting" job for a high 
school music teacher. 

5. Occasional work as a night-club entertainer or band 
member may reflect negatively on the school's 
reputation and therefore is professionally question
able for a teacher. 

6. The high school band director should be ultimately 
responsible for the training and supervision of 
drum majors, marchers and twirlers. 

7. Participating as a professional musician in non-school-
related musical productions (during the school year 
but not during class or school program hours) increases 
the total effectiveness of the music teacher in his high 
school work. 

8. The expenditure of energy required to teach a class in 
applied music is much greater than that used in teach
ing a class in an academic subject. 

9. Due to a multiplicity of extra duties, the actual work
week of a music teacher is longer than the work
week of an academic subject teacher. 

10. The extra-pay factor for either vocal or instrumental 
music should equal or exceed the extra-pay factor 
for a head coach in a single major sport such as 
football or baseball. 

11. A capable music supervisor in a school district 
expedites and strengthens the work of both principals 
and music teachers. 

12. The music teacher should use some of his class-time 
in the school day to audition students for advanced 
classes. 
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Page Three 

13. The scheduled class-hours (including those scheduled 
for ensemble groups) should be fewer in number for the 
music teacher than for the academic subject teacher. 

14. If the music teacher concludes (after trial in class 
and careful individual evaluation) that a student does 
not possess enough musical talent to work in a certain 
performing group, that student should be excluded from 
that performing-group class. 

15. All music courses should carry full academic (solid) 
credit toward high school graduation. 

16. Time taken out of the school day is justified for 
students and teachers participating in music 
festivals, clinics and contests. 

17. In order to fully develop latent musical talent, 
music students should be evaluated and placed in 
peer groups on the basis of talent and ability. 

18. Most high school music teachers are qualified in 
talent, training and experience to teach effectively 
in either vocal or instrumental music. 

19. In a small high school (fewer than 500 students) it 
is better administrative policy to hire two music 
teachers--one a vocal specialist, the other an 
instrumental specialist--and have each carry some 
academic classes than to hire a single music teacher 
for the whole school. 

20. Small ensembles should be scheduled during regular 
school hours rather than during the lunch period or 
before or after school. 

21. In a large high school classes in music should be 
varied in size, ranging from a few students in an 
advanced or ensemble class to larger performing 
or training groups running as high as 60 or 80 or 
more in a class. 
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Page Four 

22. Membership in advanced classes for musical performing 
groups should be limited to pre-auditioned students of the 
music teacher's choice--the auditions being open to all 
eligible students. 

23. The content of a high school music curriculum is 
affected considerably by voiced or implied pressure 
from civic organizations, parents and others not 
directly affiliated with the school. 

24. Music rehearsals sharpen and discipline the intellect 
through the continual requirement of a high and 
sustained level of concentration and a quick response. 

25. A common philosophy of music education is evident in 
public high schools throughout the United States. 

26. Every high school should offer a culturally-oriented 
course in music appreciation geared to the non-
performing student. 

27. Mere association and acquaintance with music is not 
enough; a disciplinary and intellectual approach is 
essential to effective music teaching. 

28. Music should be an integral part of any high school 
humanities course. 

29. The music teacher should never attempt to teach to 
his students a musical selection which does not have 
value and appeal to him personally. 

30. The development of the individual student's aesthetic 
sensitivity should be a major objective in any high 
school music program. 

31. Helping to bring students to emotional maturity, 
through empathy with others and a resultant self-
understanding, is a major aim of the high school 
choral music teacher. 

32. The choice of music for use in the high school is 
heavily influenced by the current styles and 
selections used by popular recording artists. 
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33. In a concert it is better to present a few numbers, 
thoroughly rehearsed and performed exceptionally 
well, rather than a broader selection of music 
rehearsed and performed with less attention to 
detail and quality of performance. 

34. Music festival and contest ratings constitute a valid 
measurement of a music teacher's effectiveness. 

35. Participating teacher-directors grow professionally 
from the experience gained in festivals and contests. 

36. Admission fees should be charged for some public 
concerts to help defray the expenses of student 
musical groups. 

37. The personal performance level of a high school 
music teacher is almost always mirrored in the 
performance level evidenced by his students. 

38. A "booster club" made up of the parents and friends 
of high school music students can be valuable to the 
school and should be encouraged. 

39. In terms of good public relations for the school the 
football half-time shows put on by the band are more 
important than the formal band concerts. 

40. The activities of the marching band contribute little 
to the musical growth of band members in terms of 
intrinsic music values. 

41. The school music program should function primarily 
as an educational activity and only secondarily as 
a source of community entertainment. 

42. Concert program content should reflect the prevail
ing musical taste of the community. 

43. Participation in musical performances by large 
numbers of students is a more important considera
tion than the quality of the musical performances. 
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Page Six 

44. Scheduling problems (e.g., conflicts, not enough periods 
in the day, too many required subjects, etc.) are a 
serious detriment to the development of an effective 
high school music program. 

45. Inadequate budget is a major problem in the operation 
of almost all high school music programs. 

46. In your high school, physical facilities--from buses 
to auditoriums--are frequently unavailable to the 
music teacher at the times when they are needed. 

47. Band uniforms and instruments should be purchased 
by the school, just as athletic team uniforms and 
equipment are purchased. 

48. Extra-classroom fund-raising activities--candy 
sales, car washes and the like, conducted by students 
but supervised by the music teacher--should not be 
necessary to finance a high school music program. 

49. All music contest and festival entrance fees should 
be paid by the school, out of budgeted or general 
funds, instead of being charged to the music students. 

50. Choir and ensemble uniforms (including dresses or 
suits for girls, coats and ties for boys) should be 
purchased by the school. 

51. The creative teacher places a high value on change; 
he would rather be original than traditional. 

52. Most music teachers exhibit a general pattern of 
being emotional, impractical, sensitive, 
individualistic and idealistic. 

53. In your experience music teachers have tended to 
be careless in the areas of punctuality, lesson 
planning, classroom neatness, and order in routine 
activities. 

54. The area of aesthetics holds a low place in the 
school administrator's scale of values. 
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Page Seven 

55. Inadequate control of student behavior (lack of 
discipline in and out of the classroom) is a common 
deficiency of music teachers. 

56. Many more failures of music teachers occur because 
of personality deficiencies, than occur because of 
lack of musical talent or skills. 

57. The typical high school principal rarely attends 
concerts of any kind. 

58. The average school administrator is not equipped to 
appreciate the value of a good music teacher's 
creative work, nor does he understand the principles 
and problems involved. 

59. Most high school music teachers are not working in 
their area of "First Choice in Jobs"; they would 
rather make an equally good living in some other field 
of music, or teach music at a different level. 

60. Because of the charismatic nature of director-
performer relationships, personnel turnover in high 
school music teachers is more upsetting to the 
students (and therefore to the music-instruction 
program) than a like turnover in academic teaching 
personnel. 

61. An administrator should regard the possession of 
top-level ability in musical performance as a pre
requisite to hiring a high school music teacher. 

62. Performing in an advanced musical group, non-
school-connected, is an effective way to further the 
music teacher's education, whether or not he is 
paid for such participation. 

63. The personality and character of a music teacher 
is much more important than his ability as a per
forming musician or conductor. 
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Page Eight 

64. Teachers of creative arts--music, drama, art, and 
creative writing--are significantly different from the 
rest of th high school faculty in terms of personality, 
interests ...nd value judgments. 

65. A good, vital teacher will often tend to "rock the 
boat" in relation to the institutions of which he is a 
part (for example, in teaching methods, scheduling, 
administration and supervision, and curriculum 
construction). 

66. A neat-appearing classroom is an indication of a music 
teacher's efficiency, and thus of his teaching effective
ness. 

67. The wearing of shoulder-length hair, a beard, long 
mustaches or excessively long or mutton-chop 
sideburns is inappropriate and unprofessional for 
any high school teacher. 

68. Most school administrators over-value the public-
relations aspect of school music. 

69. Public schools have a responsibility to raise the 
musical standards of the community. 



179 

Instructions Supplied to Respondents (Survey Form) 

A PRELIMINARY NOTE TO THE PARTICIPANTS IN THIS STUDY: 
DIRECTIONS FOR FILLING OUT THE "SURVEY" SECTION 

The purpose of this "Opinion Poll" or "Survey" section is to ascertain 
the nature of your attitudes, beliefs and opinions in relation to 
controversial areas of music education. Each of the seventy state
ments expresses a positive position or attitude toward a problem 
situation. You are asked to read each statement and then decide whether 
you (1) Strongly agree; (2) Agree; (3) Agree, with reservations; 
(4) Tend to disagree; (5) Disagree; or (6) Strongly disagree. After 
considering a statement, please write in the space at the right of that 
statement the single number (1, 2, 3, 4, 5, or 6) which most nearly 
coincides with your reaction to the statement. For example, if you 
should agree with the expressed view you would write a "2" following 
the statement. If you should have reservations but generally agree 
you would write a "3"; if you should strongly disagree with that view 
you would write a "6. " 

Please take as much time as you wish, in answering. If you decide 
to re-read the statements and upon reconsideration wish to change an 
answer, feel free to do so. Either a pencil or a pen may be used. 
Please answer every statement, with that single number which comes 
closest to expressing your reaction to the statement. 

When you have completed the Survey section, make sure that you have 
indicated by a check mark on Page One, whether this form was filled 
out by an administrator or by a music teacher. Then mail the Survey 
form back to me, along with the Cattell 16PF answer sheet and test 
booklet. I have enclosed a large stamped envelope for this mailing. 
I would appreciate your mailing also (any time in the week or two 
following your completion and mailing of the two forms) the enclosed 
post card, which is my only means of knowing which of the participants 
have completed and returned the forms. 
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I hope that you find the questions and statements interesting and 
stimulating to discussion! I would be most grateful for an early return, 
since this would enable me to sleep at night! 

Sincerely yours, 

/S/ BILL FUNK 

William Funk 
Vocal Music Teacher 
Amphitheater High School 
Tucson, Arizona 
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Instructions Supplied to Respondents (Survey Form) 

ADDITIONAL NOTE TO PARTICIPANTS 

HERE IS AN ADDITIONAL "ANSWER KEY" which you may find con
venient for reference, placing it at the side of the Survey form sheets 
as you respond to the printed statements. 

"1" = Strongly Agree 

"2" = Agree 

"3" = Agree, with Reservations or Exceptions 

11411 _ Ten(i to Disagree 

"5" = Disagree 

"6" = Strongly Disagree 
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Instructions Supplied to Respondents (16PF Questionnaire) 

A PRELIMINARY NOTE TO THE PARTICIPANTS IN THIS STUDY: 

DIRECTIONS FOR FILLING OUT THE 16 PF QUESTIONNAIRE 

The directions for filling out the 16 PF form are clearly outlined on the 
first page of the green booklet. Here are some exceptions and extra 
cautions: Be sure to use the separate answer sheet (reddish-colored), 
not the answer sheet (green) which is part of the booklet. Fill out the 
red form using a soft lead pencil. Write in the date (e. g. 4/22/72), 
M or F for sex, and your age (the Cattell people use these last factors 
for weighting). As "Identification" write either "ADMINISTRATOR" or 
"MUSIC TEACHER. " Do not fill out the "name" section or any other 
information for which blanks are provided at the right. Turn the sheet 
sideways and work from left to right, in descending rows. 

Some of the answers may require a few seconds' reflection, but the 
clearest picture of your personality will be provided by your initial 
response. 

When you have completed the 16 PF form, go on to the directions for 
the Survey section, which takes only fifteen minutes. Both the 16 PF 
Questionnaire and the Survey may be completed at one sitting, or in 
several separate time-blocks, without altering the results. 

Thank you so much for your help! I will send you a resume of the 
results some time this summer. 

Yours very truly, 

/S/ BILL FUNK 

William Funk 
Vocal Music Teacher 
Amphitheater High School 
Tucson, Arizona 



Text of Message on Returnable Postal Card 
Accompanying the Survey Form 

I HAVE COMPLETED AND MAILED BACK BOTH FORMS. 

Your Name 
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TABULATION OF RESPONSES TO 69 SURVEY ITEMS, 

INCLUDING STATISTICAL DATA ON COMPARED GROUP 

RESPONSES TO EACH SURVEY ITEM 
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Survey State-
ments No. Groups 

Music Teachers 
Administrators 

Music Teachers 
Administrators 

Music Teachers 
Administrators 

Music Teachers 
Admini s tr ator s 

Music Teachers 
Administrators 

Music Teachers 
Adminis tr ator s 

Music Teachers 
Admin is tr ato r s 

Chi-Square 
Total of Responses in Each Category Values and 

Response No. Degrees of 
1 2 3 4 5 6 Totals Freedom 

2 5 11 6 11 19 54 33.62* 
19 9 17 4 4 2 55 (5 df) 

5 10 14 13 9 3 54 9. 10 
0 7 11 17 12 8 55 (5 df) 

4 11 16 14 7 2 54 2.72 
2 8 15 15 12 3 55 (5 df) 

25 17 9 1 1 1 54 2.51 
12 24 12 2 5 0 55 (3 df) 

0 1 7 16 23 8 54 9.53* 
0 4 2 7 16 25 55 (3 df) 

6 16 16 6 5 5 54 1.31 
4 18 15 5 8 5 55 (5 df) 

15 16 17 4 0 2 54 .28 
7 22 19 5 1 1 55 (3 df) 

oo 



Chi-Square 
Total of Responses in Each Category Values and 

Survey State
ments No. Groups 1 

Resp9nse No. 
2 3 4 5 6 Totals 

Degrees o 
Freedom 

8 Music Teachers 30 12 9 2 1 0 54 52.35 * 
Administrators 4 6 7 15 13 10 55 (5 df) 

9 Music Teachers 31 15 5 3 0 0 54 30.23 * 
Administrators 8 16 10 9 6 6 55 (5 df) 

10 Music Teachers 40 9 3 1 1 0 54 40.28 * 
Administrator s 10 11 13 8 9 4 55 (5 df) 

11 Music Teachers 29 19 4 1 1 0 54 1. 83 
Administrators 15 29 8 2 1 0 55 (3 df) 

12 Music Teachers 11 18 8 11 4 2 54 14. 88 * 
Administrators 3 19 23 7 3 0 55 (5 df) 

13 Music Teachers 13 7 12 13 5 4 54 26.62 * 
Administrators 0 3 9 13 20 10 55 (5 df) 

14 Music Teachers 21 17 10 3 1 2 54 12.16 * ' 
Administrators 7 19 19 7 2 1 55 (5 df) 

00 
o 



Survey State-
merits No. Groups 

15 Music Teachers 
Administrators 

16 Music Teachers 
Admini s tr ato r s 

17 Music Teachers 
Administrators 

18 Music Teachers 
Administrators 

19 Music Teachers 
Administrators 

20 Music Teachers 
Administrators 

21 Music Teachers 
Admini s tr ator s 

Chi-Square 
Total of Responses in Each Category Values and 

Response No. Degrees of 
1 2 3 4 5 6 Totals Freedom 

41 
32 

7 
13 

4 
3 

2 
3 

0 
2 

0 
2 

54 
55 

4.43 
(3 df) 

35 
17 

28 
10 

0 
5 

12 5 
19 16 

15 
22 

4 
2 

7 
13 

1 
2 

2 
6 

7 14 
14 19 

1 
1 

1 
3 

14 
1 1  

0 
0 

1 
1 

14 
4 

54 
55 

54 
55 

53 
55 

7. 54 
(3 df) 

14. 63 * 
(5 df) . 

14.63 * 
(5 df) 

8 12 21 
5 21 15 

5 
5 

6 
7 

2 
2 

54 
55 

4. 22 
(5 df) 

24 18 11 
11 30 10 

1 
3 

0 
1 

0 
0 

54 
55 

1. 84 
(1 df) 

23 25 
18 32 

4 
3 

0 
2 

0 
0 

2 
0 

54 
55 

1. 21 
(1 df) 



Chi-Square 
Total of Responses in Each Category Values and 

Survey State- Response No. Degrees of 
ments No. Groups 1 2 3 4 5 6 Totals Freedom 

22 Music Teachers 38 13 3 0 0 0 54 1.01 
Administrators 16 30 8100 55 (1 df) 

23 Music Teachers 7 14 23 5 3 2 54 18.30 * 
Administrators 3 13 9 16 11 3 55 (5 df) 

24 Music Teachers 32 16 4 1 0 0 53 17.81 * 
Administrators 7 23 17 5 1 2 55 (3 df) 

25 Music Teachers 3 4 11 16 14 6 54 8.00 
Administrators 0 9 15 18 11 2 55 (5 df) 

26 Music Teachers 22 17 10 3 2 0 54 3. 07 
Administrators 7 24 17 4 3 0 55 (3 df) 

27 Music Teachers 23 16 8 6 1 0 54 2.07 
Administrators 10 22 1013 0 0 55 (1 df) 

28 Music Teachers 38 13 3 0 0 0 54 1.01 
Administrators 18 26 101 0 0 55 (1 df) 



Chi-Square 
Total of Responses in Each Category Values and 

Survey State- Response No. Degrees of 
ments No. Groups 1 2 3 4 5 6 Totals Freedom 

29 

30 

31 

32 

33 

34 

35 

Music Teachers 
Administrat ors 

Music Teachers 
Administrators 

Music Teachers 
Adminis trator s 

Music Teachers 
Admini s tr ato r s 

Music Teachers 
Administrators 

Music Teachers 
Administrat ors 

Music Teachers 
Administ rators 

6 
1 

7 
6 

34 12 
16 25 

19 21 
8 24 

6 
1 

24 15 
16 23 

2 
1 

15 
9 

6 
11 

7 
17 

13 21 
16 21 

9 
12 

4 13 
4 17 

8 19 17 
3 27 20 

7 
15 

1 
3 

4 
3 

9 
1 1  

4 
4 

16 
20 

5 
4 

12 
14 

0 
0 

3 
2 

5 
4 

1 
0 

8 
10 

4 
0 

7 
10 

1 
0 

0 
1 

0 
2 

1 
0 

11 
3 

1 
1 

54 
55 

54 
55 

54 
55 

54 
55 

54 
55 

54 
55 

54 
55 

8. 64 
(5 df) 

. 2 1  
(1 df) 

5. 17 
(3 df) 

. 73 
(3 df) 

.44 
(1 df) 

6. 16 
(5 df) 

3. 06 
(3 df) 

OQ 
vO 



Chi-Square 
Total of Responses in Each Category Values and 

Survey State- Response No. Degrees of 
ments No. Groups 1 2 3 4 5 6 Totalis Freedom 

36 Music Teachers 12 17 11 5 5 4 54 6.47 
Administrators 4 21 13 10 4 3 55 (5 df) 

37 Music Teachers 3 12 15 11 7 6 54 5. 59 
Administrators 1 14 15 16 8 1 55 (5 df) 

38 Music Teachers 10 13 19 5 5 2 54 9.41 
Adminis trators 2 16 19 9 3 6 55 (5 df) 

39 Music Teachers 6 14 16 9 2 7 54 16. 77 * 
Administrators 2 18 7 14 12 2 55 (5 df) 

40 Music Teachers 10 16 13 7 2 6 54 24.58 * 
Administrators 0 7 16 16 12 4 55 (5 df) 

41 Music Teachers 26 21 4 2 0 1 54 .21 
Administrators 16 29 8 2 0 0 55 (1 df) 

42 Music Teachers 3 2 13 16 13 6 E3 23.11 * 
Administrators 1 11 24 16 3 0 55 (5 df) 

sO 
o 



Survey State
ments No. Groups 

Total of Responses in Each Category 
Response No. 

L 2 3 4 5 6 Totals 

Chi-Square 
Values and 
Degrees of 
Freedom 

43 Music Teachers 
Administrators 

1 
0 

3 
3 

13 
24 

17 
17 

10 
11 

10 
0 

54 
55 

18. 74 * 
(5 df) 

44 Music Teachers 
Admini s tr ato r s 

36 15 3 
5 14 15 

0 
14 

0 
6 

54 
55 

43. 53 * 
(3 df) 

45 Music Teachers 
Administrators 

21 
3 

14 
18 

10 4 
14 14 

4 
6 

1 
0 

54 
55 

9. 84 * 
(3 df) 

46 Music Teachers 
Administrators 

9 
2 

10 
6 

8 
6 

9 
14 

13 
18 

5 
9 

54 
55 

8. 68 
(5 df) 

47 Music Teachers 
Administrat ors 

38 
29 

8 
20 

7 
4 

0 
1 

0 
1 

1 
0 

54 
55 

.34 
(1 df) 

48 Music Teachers 
Administrators 

36 
19 

8 
23 

3 
8 

3 
3 

2 
1 

2 
1 

54 
55 

15.51 * 
(5 df) 

49 Music Teachers 
Administrators 

43 
19 

7 
26 

3 
7 

0 
3 

0 
0 

54 
55 

1. 04 
(1 df) 



Survey State
ments No. Groups 

Total of Responses in Each Category 
Response No. 

12 3 4 5 6 Total s 

Chi-Square 
Values and 
Degrees of 
Freedom 

50 Music Teachers 
Administrators 

35 9 8 
15 16 16 

1 
6 

1 
0 

0 
2 

54 
55 

8.91 * 
(3 df) 

51 Music Teachers 
Administrators 

11 20 16 
3 20 21 

6 
9 

0 
1 

54 
55 

2. 73 
(3 df) 

52 Music Teachers 
Administrators 

5 
2 

12 14 14 
8 6 21 

7 
13 

2 
5 

54 
55 

9. 74 
(5 df) 

53 Music Teachers 
Administrators 

2 
4 

7 
9 

18 
4 

9 
18 

13 
16 

5 
4 

54 
55 

13.28 * 
(5 df) 

54 Music Teachers 
Administrators 

11 
0 

9 
2 

13 
7 

14 
16 

4 
21 

3 
9 

54 
55 

31.46 * 
(5 df) 

55 Music Teachers 
Administrators 

5 
2 

5 
6 

9 
6 

16 
17 

14 
19 

5 
5 

54 
55 

2. 71 
(5 df) 

56 Music Teachers 
Administrators 

8 21 15 
10 22 11 

4 
4 

54 
55 

1. 14 
(5 df) 

sO 
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Survey State
ments No. Groups 

57 Music Teachers 
Administrators 

58 Music Teachers 
Administrators 

59 Music Teachers 
Administrators 

60 Music Teachers 
Administrators 

61 Music Teachers 
Adminis trator s 

62 Music Teachers 
Administrators 

63 Music Teachers 
Administrators 

Chi-Square 
Total of Responses in Each Category Values and 

Response No. Degrees of 
1 2 3 4 5 6 Totals Freedom 

9 11 7 18 7 2 54 33.60* 
0 3 4 9 24 15 55 (5 df) 

18 8 16 10 1 1 54 39.76 * 
0 1 15 17 16 6 55 (5 df) 

2 6 10 24 9 3 54 10.59 
2 0 6 25 19 3 55 (5 df) 

22 25 5 2 0 0 54 40.39 * 
3 13 22 15 1 1 55 (3 df) 

5 8 19 12 8 2 54 5.37 
2 10 23 15 4 1 55 (5 df) 

24 23 3 2 1 1 54 18.56 * 
5 26 20 4 0 0 55 (3 df) 

2 10 21 12 8 1 54 11.22 * 
5 19 22 8 1 0 55 (3 df) 

vO 
W 



Survey State
ments No. Groups 

Total of Responses in Each Category 
Response No. 

L 2 3 4 5 6 Totals 

Chi-Square 
Values and 
Degrees of 
Freedom 

64 Music Teachers 
Administrators 

4 
1 

1 1  1 1  
4 11 

16 
22 

8 
12 

4 
5 

54 
55 

6.92 
(5 df) 

65 Music Teachers 
Administrators 

7 22 15 
4 13 11 

8 
15 

2 
10 

0 
2 

54 
55 

13.21 * 
(5 df) 

66 Music Teachers 
Administrators 

0 
1 

3 
3 

8 15 
14 22 

15 
14 

13 
1 

54 
55 

8 .60  *  
(3 df) 

67 Music Teachers 
Administrators 

9 
5 

6 
5 

11 
20 

6 
14 

10 
8 

12 
3 

54 
55 

12.67 * 
(5 df) 

68 Music Teachers 
Administrators 

4 
0 

17 
5 

12 10 
11 23 

8 
14 

3 
2 

54 
55 

17.55 * 
(5 df) 

69 Music Teachers 
Administrators 

28 
7 

16 
19 

8 
17 

1 
8 

1 
2 

0 
2 

54 
55 

23.40 * 
(5 df) 

* = Significant at or beyond the . 05 level. 



APPENDIX E 

BIPOLAR DESCRIPTIONS OF 23 SOURCE TRAITS (FACTORS) 

AND DERIVED CRITERIA AS MEASURED BY THE 

CATTELL 16PF QUESTIONNAIRE 
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Primary Source Traits . 

Factor A 

The individual scoring low on Factor A tends to be cautious in 

emotional expression, uncompromising and critical in outlook. He can 

be distrustful and prone to sulk. He is socially aloof, preferring to work 

alone. He is exact and precise; he dislikes criticism. Occupationally, 

the lowest scorers on this factor are artists, electricians and research 

scientists.* 

The highest Factor A scores are made by social workers and 

business executives. These persons enjoy dealing with people; they 

appreciate social recognition and are "joiners. " They "go along with" 

expediency. They are easy-going and have accessible emotions. 

Factor B 

The low-scoring (B-) individual is unable to handle abstract 

problems. He is poor in organization and in judgment. Compared to a 

B+ man, his morale is somewhat lower and he is more likely to quit. 

The B+ man is quicker, has more insight and is more likely to 

persevere. 

*A11 references in Appendix E which relate factor scores to 
occupations are based on data from the Handbook for the 16PF Question
naire (Cattell, Eber and Tatsuoka 1970). The bipolar descriptions, also, 
are selective paraphrasings of the definitions found in the Handbook. 
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Factor C 

Low scores on Factor C indicate uncontrolled, disorganized, 

generally high emotionality. The C- person is often dissatisfied, 

frustrated, easily upset. He feels unable to cope with life and may want 

to give up. 

The C+ person is emotionally stable and has a high ego 

strength. He makes a good executive and can adjust to difficulties 

thrust upon him. He tends to be calm, unruffled, balanced in interests 

and emotions. 

Factor E 

Low scores (E-) show a tendency to be submissive, easily led, 

dependent and afraid of authority. Low E individuals are conventional, 

conforming, conservative; they make better undergraduate grades 

compared to the grades earned by high E persons. 

E+ scores indicate assertiveness, a desire to dominate and 

succeed. An E+ person may be headstrong, aggressive, rebellious. 

He is independent-minded and may take a leader's role in groups. 

Factor F 

Factor F is an important component in extraversion. The high 

F person is carefree, cheerful, talkative, expressive. The low F man 

is more serious and sober, concerned, reflective. He carries a greater 

"load of care.11 He is slower, more cautious. F scores decrease 
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rapidly between ages 17 and 35; they decrease slowly thereafter. 

Occupationally, sales managers and airline hostesses score high; 

artists and university administrators score low. 

Factor G 

Factor G measures the superego--that is, the conscience, and 

the degree of acceptance of society's moral values. A high G score 

implies a desire to succeed, to do well, to be ordered and disciplined, 

to be dominated by a sense of duty. A low G score is associated with 

self-indulgence, fickleness, undependability, a disregard of respon

sibility to others. The G- individual is not concerned with "right and 

wrong. " 

Factor H 

Persons scoring low on Factor H are sensitive to threats--

social, sexual, physical. They cannot easily endure the wear-and-tear 

of grueling emotional situations. They tend to be shy, withdrawn, 

restrained and retiring in the face of the opposite sex. 

H+ individuals are socially bold, adventurous, sexually overt 

or aggressive. They are friendly, impulsive, carefree; they do not see 

"danger signals." They are relatively thick-skinned and tough. 
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Factor I 

A low score on this factor represents a practical, self-reliant, 

"no-nonsense" way of thinking which rejects illusion and fantasy. The I-

person is unsentimental, hard (perhaps cynical) and expects little. 

The 1+ person dislikes the rough and the crude. He is sensitive, 

dependent, kindly and indulgent to himself and to others. He is imagina

tive, artistic, perhaps affected. He tends to be clinging and insecure, 

needing much attention and sympathy. He is aesthetically inclined. He 

likes travel and new experiences. 

Factor L 

The person who scores high on Factor L exhibits considerable 

inner tension. He is critical; he has high standards and requires that 

others live up to them. He is likely to be jealous, dogmatic, tyrannical, 

irritable and suspicious. 

The L- person is easy going, tolerant, unsuspecting of 

hostility. He may lack ambition and avoid striving. He is trusting 

and accepts people and conditions as they are. 

Factor M 

This is a subtle factor. The M+ person has an intense 

subjectivity and inner mental life, the preoccupation with which is 

likely to dissociate him from reality. He may be unconventional, 
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fanciful, easily seduced from practical considerations. High M scores 

are seen in successful artists, researchers, editors. 

The M- man is strong on practicality, realism, mechanical 

sense, alertness. He is concerned with immediate needs. He is 

dependable and prosaic. 

Factor N 

A high N rating represents considerable social polish, shrewd

ness, astute worldliness. The N+ person possesses insight into him

self and others; he may "play the angles, " "cut corners, " and manipulate 

others. In a group he leads in analytical, goal-oriented discussions. 

The N- person is naive and unpretentious. He is emotionally 

genuine, completely direct and forthright, often outspoken and perhaps 

unsubtle. 

Factor O 

A high score on Factor O evidences an unusually high degree 

of feelings of guilt and anxiety. High O does not prevent a person from 

committing misdeeds (Factor G, the superego, is more affective here), 

but the high O person cannot forget the misdeeds or forgive himself. He 

is worried, apprehensive, moody (often depressed), easily fatigued by 

emotionality. High O is seen in certain religious groups, artists, 

farmers and editorial workers. 
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Factor O is conspicuously low in professional athletes, 

electricians, mechanics, nurses and sales managers. These people 

are successful in face-to-face relations; they are self-assured, 

confident, cheerful. They function well in sudden emergencies. They 

are vigorous, expedient and insensitive to people's approval or 

disapproval. 

Factor Qj 

High Qj scorers like innovations, are receptive to change. 

They do not respect traditions. They are liberal, analytical; they will 

experiment with new solutions to old problems. As students, they would 

rather read independently than study in a classroom. 

Low Qi persons are inclined to moralize; they are conserva

tive and are not well-informed. They do not question tradition and are 

tolerant of traditional familiar difficulties. Occupation ally, low scorers 

include policemen, nurses and several semiskilled or unskilled labor 

groups. Qj is high in executives, university professors and (especially) 

scientific researchers. 

Factor Q£ 

Low scores on Q2 are made by persons who "follow the group" 

in ideas, fashions, conventions and behavior. They are "joiners" and 

sound followers. 
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High Q2 persons prefer to make their own decisions. They are 

resourceful and self-sufficient. Farmers, writers, scientists, scholars 

and criminals score high on Q2. 

Factor Q3 

The Q3+ person has crystallized for himself a clear, consistent, 

admired pattern of socially approved behavior, to which he attempts to 

conform. He has ideals, is conscientious and controlled; he may be 

rigid and compulsive. 

Q3- persons are lax and undisciplined. They follow the urges of 

the moment and are careless of social rules. 

Q3 is high in airline pilots, university administrators, 

electricians and psychiatric technicians, all of whom must possess 

objectivity, balance and decisiveness. 

Factor 

A high score on Q4 implies the presence of a frustrated drive, 

an energy which has found no outlet. This "ergic tension" reveals 

itself in irrational worry, anxiety, irritability and inner turmoil. 

The low person is relaxed, tranquil, composed, unfrustrated. 

He may be torpid; he is not "driven. " 
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Second-Stratum Source Traits 

Factor Qj 

A high score indicates extraversion, or lack of social inhibition. 

The chief primaries involved in a high Qj score are A+, E+, F+, H+ 

Q2--

Low scores indicate introversion or inhibition in groups of 

people. Creative persons, artists, physicists, Catholic priests, farmers, 

neurotics and schizophrenics score low on Qp athletes, cadet airmen, 

sales managers, delinquents and psychopaths score high. 

Factor QJJ 

A Qji+ score gives evidence of an unusually high sense of 

anxiety. The main primary factors contributing to a high QJJ are C-, 

H-, L+, 0+, O3- and Q4+. Anxiety may be high in normal persons and 

low in psychotics, but it is usually very high in neurotics. 

A low QJJ score reflects adjustment. Occupationally, Q-Q is 

very low in airline hostesses and pilots; it is quite low in scientists and 

university administrators and rather low in musicians and nurses. 

Qll is very high in artists (especially in female artists) and in 

farmers. It is high in editorial workers, employment counselors, 

department store managers, engineers and Catholic priests. 
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Factor Qj j j  

Low scores on Qjjj depend on feeling, rather than thought, for 

guidance in decision-making. They operate on a "mood level. " They 

are sensitive and emotional. 

The Qjjj+ score is based on primary scores of A-, I- and M-; 

in the case of women, E+ and L+ also contribute to a high Dxn» 

High Qjn people tend to be alert, objective, cheerful and ready 

to handle problems at a cognitive (rather than emotional) level. In the 

jargon of the day, they "keep their cool. " 

Occupationally, high scorers on Qjjj include airline pilots, 

chemists, physicists, Olympic athletes, male junior high school teachers 

and electricians. Low scores on Qjjj made by employment counselors, 

farmers, department store managers, Catholic monks, school superin

tendents, business executives and social workers. Low Qjjj is associated 

with neuroticism but not with psychoticism. 

Factor Qjy 

High Qjy (the chief primaries involved being E+, L+, M+, Qj + 

and Q2+) shows not only a perceptual independence, but also a general 

temperamental independence in the broadest sense. Low Qjy scorers 

tend to be subdued and to have great respect for "the law. " 
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Successful careers for high Qjy persons include that of the 

artist or writer (especially high), the psychologist and the research 

scientist. University professors and administrators, musicians, junior 

and senior high school teachers are Qjy+ persons. 

Low Qjy persons include unskilled workers, farmers, 

Catholic priests and supermarket managers. 

Derived Criterion Scores 

The criterion scores might better be described as being 

"states" rather than "traits." They are based upon scores made on 

selected traits among the 16 primaries, each primary score being 

weighted according to the significance of its contribution to the "state" 

represented by the criterion score. Three derived criterion scores 

have been measured in the present study: neuroticism, leadership and 

creativity. They are listed below, with their contributory primary 

scores ranked in descending order of weight value--the most affective 

primaries appearing first. 

Neuroticism 

F-38, Q4+35, C-26, 0+26, 1+22, E-17, G-10, H+10, Qj-9, 

B-7. 

Leadership 

F+24, G+24, H+24, 0-24, Q3+24, B + 12, C+12, 1-12, M-12, 

Q4-12, E+5, N+5. 
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Creativity 

A-33, B+33, F-33, 1+33, Q2+33, E+17, H+16, M+16, N-16, 

Qj+16. 
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