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ABSTRACT

A STUDY OF TEACHER EFFECTIVENESS TRAINING UFPON SECONDARY SUHOOL
TEACHERS AND THEIR PUPILS

CO¥, WILLIAM HORWOOD, Ed.D.

CHATRMAN: ROBERT MAIDMENT, Ed.D.
THE COLLEGE OF WILLIAM AND MARY TN VIRGINIA, 1978

Problem. The purpose of the study was to determine the effecte of an
interpersonal skills training program (Teacher Effectiveness Tralning)
upon attitudes and self concept of secondary scheel teachers and upen
attirudes of their studenta.

Methnd, There were seventeen teachers and thirty-eight students in the
gxperimental]l groups. The contral groups consisted of fourceen teachers
and thircy-six studentsa. This field experiment urilized the "two groups,
no control® dealgn as described by Kerlinger {(1973). Adaptations of a
gemantlc differentisl were administered to meaeure attitudes. The
Tennessee Self Concept Scale was used to measure teacher sgelf concept.
Appropriate t tests were conducted on each wvariable to determlne signl-
ficance., Null was accepted or rejected at the .05 level of slgnificance.

Results, Findings ate as follows: {1} therewere no significant differ-
encena Iin the expected directicen inattitude scores for either the exper-
imental or control groups of teachere or of studente; (I} although the
experimental group of teachers scored higher on eight of aleven aelf-
concept varlables, the resulte were not statistically different;

{3) although onlyone of thirteen variables was significant when atti-

tude scores of teachers reporting regular zkills practice were compared
to those of other teachers, moat scores were higher for the experimental
group; (4) there were no significant differences in the expected diraction
of atudent attitude acores based on the degree of teacher skill practicae;
{5) palred attitude ecores on the post teets and delayed post rests
reflecced no signi{ficeant differences among atudents, but five of thirteen
stiitude scorps of experimental group teachars wetre signiflcantly higher
on the delayed weaaure; and {(6) although all but two self-concept wvari-
ables of experimental group teachers were higher on the delayed pest
measure, none was signiflcant,

Conclusions. DBased ot the Eipndings, it would appear that while change
in ateitude and self concept might not be jmmedistely apparent, such
change might cccur Iin time, particularly for teachera. It would be
inferred that for desired changes to take placa, subjects must first
internalize and use the skills learned. Althcough significance levels
were not cften reached, tremds In the expected direction for teachers
Indicate the need for further study. The lack of significance might
have been due to a small sample size or to a lack of precision In the
measuring inatruments. Further ascudies might focus on reinforcement,
incentiven, and trainer effectiveness as impertant wvariables in an
Interperasonal skills tralning program.
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Chapter 1
INTRODUCTION

Accountabllity is one of the most pressing public demands
placed vpon aducators by school boards, community lesdsrs, actate
boarda of education, and state legislators. Educatora are charged
with cutting through the many problems contributing to student
deficlencles ip mastering baslc skills and to atudent apathy toward
schoolipg. In some states, including Virginia, it has been legally
mandated that gll teachers "humanize" instruction. The baalc premiss
of such mandates {s that for teaching-lesrning proceeses to wark
effectively, it Lls neceasary for teachers to be effective {p the uame
of comunication skilla. Rether than focusing on content, "humanizing"
instructlon rests basically on the assumption that the quality of the
teacher-learner relationships 1a crucial if teachers are to be effec-
tive, Bince teachers often complain that student problems take up &
high percentage of time that could be "teaching-learolng" time, it is
spaumed that if certain aiilla or methoda could be utilized by teachera
to reduce the problem arems wlth students, there would be more time Lo
teach.

An interpersonal skills tralning pregram with particular empha-
Bls on communication skills to enhance the pupil-teacher relationehip
provides one poselbility for wschocle and school aystems to help thalr

teachers learn and lmprove their Interpersonal azkille, There ia

2z
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cons{derable support in the literature for these kinds of programs for
managera, administratore, supervisors, and teachers. Such a program
18 "Teacher Effectiveness Training (T.E.T.).," developed by Gordon and

his gsmaocliagtes.

BACKGROUND OF THE BTUDY

To provide lts teachers with the knowledge of communication
gkillas which might be used to improve pupil-tescher relationships,
thug providing more time for teachers teo teach in a more suitable
clgaarorm envirenment, the Newport Newg FPublic Schocl Diylsion chose
as its wvehicle the T.E.T. pregram. Teachers of grades six through
twelve were given the opportunity to volunteer to recelve the Instruc-
tion. Those who did sc recelved thirty-three hours of tralning by
members of the professional ataff in Newport Hews who became lIcanaed
trainers. In the 1976-1977 schecl year, roughly 500 of 1,500 teachera
and administrators completed the program. At the beginning of the
1977-1978 school year, teachers again had the opportunicy te volunteer
and they had a cholce of particlpatlng ln elther the fall ecyele in

1577 or the spring cycle 1in 1978.

PROGRAM EXPLAMATION

Courses were taught by certified T.E. T, instructors who

eeployed a variety of lnstructicnal techniquea, including

I
Thomse Gordon, T.E.T. [ Teacher Effectiveness Training |

(New York: Peter H, Wyden, 1974).



role-playing, group discumasion, lectures, analyeis of prerecorded
tapes, and the use of workbooks and required cuteide raading to enable
the participante to learn communjcation akills, problem-solving
techniques, couneseling skills, and methods for confliet resoluticon. An
important assumption was made that the professional staff members who
served gs instructors were effective In that role,.

Broadly stated goals of the program were:

1. Each particlpant will underatand a humanistlc philoso-
phy of education and will learn the skilla neceasary to Implement that
phiicsophy while changing hisfher self-perception as a teacher and the
perception of the role of the astudent ss a learner.

2. Each participant will be able to use the skill of
effective classrocom counaeling.

J. Each partlcipant will be able to send clear messages to
hisfher students as an aild In establlishing congruency.

4. Each participant will be eble to use "no-lose" akilla
of ecenflict resclucion,

5. Each participant will be able to use those communica-
tions skille which foater student inguiry, expleration, and academic
freedom.

6. Each participant will be able to use skills which will
help amellorste valoe conflicte.

Among the expected resultp were an improved climate which helps to
foster student self-esteem and self-confidence, Lmproved empathetic
two-way communicaticn, mutual respect betwesn atudents and teachers,

and harmonious resolution of ¢onflicts without the teacher heing



elther overly authoritarlen or permissive.

While acknowledging that it is esmaler for most teachers to
sccept new methods for modifying studenta or the classroom environment
than toc make efforts to make changes in themselves, Gorden stated thal
self-modification 15 the only method over which the teacher has sole
cnntrn].2 He also polnted out that modifying the self ie not ae
diffieult cor ae threatenlng az many teachers seem to think, and that
teachers make significant changea in themselves during the T.E,T.
courae.3 Teacher messages to students which judge, criticize, show
disagreement or blame tend to make atudents feel stupld, lnadequate,
inferior, unworthy, or bad. 5ince these evaluatlons and judgmente are
oiten made by thelr parents and teachers, the most significant adults
in thelr livea, to a large extent the self-concepts of scudents are
shaped accnrding]y.# Negative evaluative statements chlp away at
student self-esteem and may slso result in retallaclion whilch the aduolt
does neot understand. Other forme of negative evaluatien and criticism

which can aleo have devastating effect on the self-imagen of students

gre name-calling, stereotyping, and tidiculling,

STATEMENT OF THE PROBLEM

The specific directlon pf the study wss to explore rthe areas of

attitude change and self-concept change. When one talks abouc

Zgordon, T.E,T., p. 301,

3Ihld., p. 302,

“Ib1d., p. B3,



perceptusl changem, establishing congruency, using "no-lose” skills,
foetering open classroom climatea, and improving empathetic two-way
communication, certain actitude changas toward certailn "sourcea™ or
concepts are lmplied, Since the participants undergoing the T.E.T,
training are teachers, they hold the key to facilitating attitude
changes in themselves and in their studente. If teachers ara success-
ful, student mttitudes toward the teacher and other classroom sources
might alase be expected to change.

Self-concept or melf-esteem change has been explicitly listed
ag an expected outcome of T.E.T. far both the teachers and thelr atu-
denta. An assumption might be that success in this area would be
dependent te some extent on the mutual dependence and mutual reinforce-
ment lmplicit in g posltive studenc-teacher relationship.

Regarding the effectiveness of interperscnal skilla training,
two bagic questions nmight be asked :

1. will interpersonal skills training have an effect on
attitvdes of reachera and their students toward certain concepts
related to the clussrcom enviroonment they share; and

2. will interperaconal skille training bring about changen
in self«concept of toachers, which may have implicationa for their
studenta?

A related question which might be explored is, what would be the
"staying power'" over a period of time of changes which might Initially
be noted? These gueationa clearly indicate some possible hypetheses

which will be discussed later.



SIGNIFICANCE OF THE STUDY

Describing the "progressive! movement, in 1938 Dewey wrote,

.+ » It Baems more In accord with the democratic Ideal to
which our people is [ sic | committed than do the procedures of
the traditional school, since the latter have so much of the
autocratic ahout them. Another thing which haa contribuced to
its favorable raception 18 that its methods are humane in com-
pariaon with the harshness #o cften attending the policies of
the traditicnal school.3

In further clariflcacion of this view, Dewey posed a rhetorical
question:
. + » Can we £ind any reason that does not ultimataly come
down to the belief that democratic escoclal arrangements promote a
better fgquality of human experience, one which 1s more widely
accesglble and enjoyed, than do non-democratic and anti-demceratic
forms of saocial life?
In reviewing Dewey’s critfque of public education in the United
Stateda in the late !'890s, Handlipn wrote, ™, . . The establishment of
voluntary patterns of obedlence not only facilitated the teacher'’s task;
it alsc emphasized that which wae moat impartant in edugatlon--ita
moral putpuae."? Among other subgequent developments In the "progresslve"
movement was the trend toward greater "expression and cultivacion of

A
individoalitby."

Related to these concepts eapoused by Dewey, T.E.T. employs as

5Jnhn Dewey, Exparience and Education {(New York: Macmillan Ce,,
1938), p. 24.

6
Ibid., p. 25.

?ﬂncar Handlin, John Dewey's Challenge tc Education {(Westport,
Connecticet: Greepwood Fresa, 1959), p. 45.

alhid., p. 48,




one of ita central themee the deeirability of helping individuals
strive to become "aelf-actualized" ag described by Maslow and other
peychelogfsate, Relecting the definition of motivation based upon
concepts of equillbrium, homeocstaeis, or drive reduction, Maslow
offered that human motiwvation is related to an Inherent tendency to
growth and Ealf-perfectinn.g Maslow concelived of human motivation
as functioning along a hierarchy of needs. Since man's "inherent
tendency' 18 to growth and self-perfection, hie ultimate goal in
thisg needs-hierarchy theory 1a self-actumlizarion. According to the
thecry, each lower order need, Io turti, must be substantlally satis-
fied before the next need on the hierarchy becomes a motlvating
fa:tnt_ln A key point of the theory, related to this study, 18 that
the growth of personality is direcrional, always evolving, and under-
gZcing change.ll This seema tg suggest that to a degree, by helping
Individuala meet thelr primary needs, educators can assiat them In
their pursult of self-actualization.

Rogers' theory of peraonality centers around the development
of the concept of aelf, He wrote, . . . the most impressive fact

about the individual buman being seems te be hls directlenal tendency

nl2 Frick reported that convincing evidence of

coward wholeness,
Ecgers' thesis concerning the self-conaiatent strivings of the person-

ality has heen obtained in the observatlion of clients undergoing

gulllard B, Feick, Himanistic Paycholo (Columbum, Chio:

Charles E. Merrill Publishing Co., 1971}, p. 1

107414,, p. 145.
lihid,, p. 146.

12Curl R. Rogers, "Tha Actualizing Tendency In Ralation to
‘Motives' and to Conaclousness," Nebraska Svmpcaium on Motivation, XI,
ed. Marshall R, Jonea (Lincoln, Mebraska: Univeralty of Nebraska Press,
1963), 4.



9
pSychuthErapy.13 In the course of their therapy, many erratic changes
and shifcing characteriatice in the personality were noted a8 cllents
explored significant dimensions of the gelf and struggled to recon-
gtruct varicus aspectes aof their experience. Rogers, like Maslow, saw
the "self-actualizing” tendency of man as the sovereign motive,
encompasslng all other discrete motives or dr[vea.lh However, unlike
Maslow, Rogers did not see fit to emphasize apy sort of "hierarchy,"”
but inatead, stresded the need of the individual to maicotsin an
Internal order and consistency of the self and achieve a state of
congruence; or an accurate matching of experience and awareness.

Tranalating his theory of pereconality into oparational terms,
Rogers suggested a plan for bringiog about a self-diracted change Ln
att educational system.lﬁ This plan consists of implementing an organ-
ized "group experlence” for top administrators, followed by siwmilar
"group experiences,'" workshops or encounter groupas, for faculty members
who wish to become so0 Involved. This latter suggestion, wvoluntary
involvement, was incluyded as a means of allowing individuals to chooae
when and Lf they were willing to "risk" themgelves in a group setting
which would involve a certaln amount of revealing of feelings. Although
not every faculty member might see fit to become an sctive participant,

Rogera felt that 1t 1g guite sufficient that any participant will have

pears with whom he or she can share experiencea growing ocut of the

13Fr1nk, Humsniétic Psychology, p. 1534.
14

Ibid., p. 155.

Lrbid., p. 156,

16
Carl R. Rogers, Freedom to Learn (Columbus, Ohio: Charles E.
Herrill Publishing Co., 1969), p. 311.
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intensive workshop. Also, since many of the teachers’ superiors will
alac have had the axperience of such a workshop, the faculty member
will be going btack intc a school environment which will he essentially
tespanasive to any changes in his behavior, attitudes, purposes, and
relatiundhipa.l? Whatever changes which are seen as desirable by the
participant might be more likely to be implemented in practice because
they are sel f-chosen.

Among the perscnal outcomez for the teacher after undergoing
the "group experience," Rogers offered rthe following, which ™. . . seem
supported by experliencse™:

The teacher--
a. will be more able to listen to students, espe-
clally to the feellngs of students;
b. will be better able to accept the lnnovatlve,
challenging, "trouklescme,™ creative {deas which emerge in atudenta,
rather than reacting to those threats by insilsting on conformity;

c. will tend to pay as much attention to thla rela-

tionship with hig students as to the content material of the course;

d. will be more likely to work out interpersonal
frictions and problems with studente, rather than dealing with such
isguesa in & dieciplinary or punitive manner: and

e, will develop a more equalitarian atmosphere In the

cimasroom, conducive to spontanelity, to creative thinking, to

17
Rogers, Freedom te Learn, p. 312.
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independent and melf-directed wurk.ls
Rogers' plan for {mplementing selE-directed change in an educational
aystem aleo extended to sn lntensive "group experience” for a clase of
students. Whlle not expecting that more than & emall fraction of
clanses could be afforded thias rype of "group experience,” the effect
upon studenta in those classes was predicted, as follows:

The student--

a. will feel more fres to express both positive and
negative feelinga in claas toward other students, toward the teachers,
and toward content material;

b. will rend to work through those feelings toward a
realiatic relatlonahip, instead of burying them untll they are explosive;

c. will have more energy Lo devote to learning, because
he will have less fear of continual evaluastion and punighlment;

d, will discover he hes a responslbllicy for his owm
learning, &9 he becomes more cof a participant in the group learning
process;

e, will feel free to take off on exclring avenues of
learning, with more assurance that his teacher will understand;

f. will find that both his awe of authority and his
rebellion against authority diminieh, as he discovers teachera and
adminietrators to be fallible human belnge, relating in imperfect ways

te studenta; and

g. will find that the learning process snablea him *o

IERngerl, Freadom to Learn, p. 312,
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grapple directly and personally with the problem of the meaning of hia

1
life. ?

Rogera placed a heavy responeibility upon the teacher in facilitating
learning, as szen in these guidelines:

1. The fecilitator has much to do with metclng the
Iniclal mood or climate cf the group or class experlence.

2 The facllitator helps to ellcit and clarify rhe purpases
of the individuals in the class as well as the more general pur-
poses of the group.

3. He relies upan the desire of each student ro ilmplement
those purpoaes which have meaning for him, ag the motivational
force behind significant learning.

4. He endeavors to organize and make easlly availeblc the
wideat posmsible range of resources for learning.

5. He regards himaelf as & flexible source to be utilized by
the group.

6. In responding to expressions in the classrcom group, he
accepts heth the intellectval content and the emorionalized atcil-
tudes, endeavoring to glve each aspect the approximate degree of
emphasis which it has for the indlvidual or group.

7. As the acreptant classrcom climate hecomes eatablished,
the facilitator is ahle increasingly to become a participant
learner, a member of the group, expressaing his views as thoae of
one f{ndividual only.

8. He rtakes the fnitiative {n sharing himself with the graup--
his feelings as well as his thoughts--in ways which do not demand
or i{mpose but represent simply s personal sharing which studants
may take or leave.

9. Throughout the classrcom experlence, he remains alert to
the expressions indicative of deep or strong feelings.

13. 1In his functicning as a facilitator of learning, the o
leader endeavors to recognize and accept his own limitatione.

Many of Rogers' theories uvnderlie the T,E.T. program which was
examined in the ostudy descr!ibed in this report and provide gdditional
support te the value of traloning programs which streass interpersonal

communicaticna. <Considering the coat of implementing asuch programs Ino

1
gRugeru, Freedom tc learn, pp. 313-14,

20
1hid,, pp. 164-66,
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a achool syatem and the widespread implications 1f the outccmes
approach those which are deasaired, the significance of the study can be
readily seen, More apecifically, if it cen be shown that Interpersonal
ski1lls training for teachers has a sipnificant effect upon the self-
concept of those who take the course and wpon teacher attitudes about
atudents and the classrcom environment they share, as well as an effect
upon attitudes of students about their clagaroom enviromment, the worth

of the program can be ascertained.

DEFINITION OF TERMS

The following definitions and concepts were used:

A. Attltudes-~The concept of attitudas, a5 uvaed in the etudy
az a dependent variable, refers to those oplonione, judgments, or eval-
uationa one holda for a specifically named oblect or concapt.

Subjecta ware asked to reflect ot & measuring inestrument thelr atcol-
tudes toward certain concepts. Thus, "attitudes," as used In the
ptudy, were defined In terms of responges to o seemantle diffarentiasl.
Although many definltions of attitudes exist, pot all of them compat-
ible with others, perhaps Allport's definlticon could be considered

highly influeptial:

+ « An attltude 18 a mental and neursl scate of resdipess,
crganlized through experience, exerting a directive or dynamic
influenca upon the individual's respgTse to all objects and
aituatione with which it 1a ralated.

2y, Triandis, Artdtyds and Artlinde Chapge (New York: John
Wiley and Sona, Inc., 1971), p. 2, citing G. Allport, "Actitudea "™
Handbook of Soclal Psychology, ed. €. Murchiscn (Worcester,
Massachusetta:; Clark University Freas, 1915), pp. 798-844,
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Trlandia suggested that two themes are common
to moat definitlone of attltude:
I. an attitode is a predieposition te reapond; and
2. an attitude ia represented by conslstencies in the
regepongesd of jndividuala te sccial Eltuatiunﬂ.z
E. Interperscual Relations--A key cbjective of interpersonal
gskllls training Is to improve interpersonal relationships primarily
through improved communlcations, Through the mastering of skilla
which enhance the guality of irterpersomal relatlonghips, 1t 1z antic-
Ipated that the learnlng environment will be poeltively affected by
the teacher. Because man I8 a socfgl animgl, 1t hase been spid that
mogl of his happinese and ful fillment reets uwpon hie ability to relatae
effectively to other humann.za In addition, the foundations of all
civilizations rest upon man's ability to coocperate with other humans
and to coordinste his actions wlth theirs. In that we must work
effectively with other people in order to engage in our vocsations and
avocations competently, we might conclude that we are dependent upon
other people for much of cur personal happinese and fulfillment.
C. Self-Concept--5elf theory holds that the self concept is
the Erame of reference through which the individuml intersmcts with hia

world; it summarizes all that he is and may be a supramoderator of hins

2zTriand[a, Attitude and Attitude Change, pp. 6-7.

2
Sﬂavld W. Johnaon, Reaching Out (Englawood Cliffs, New Jersey:
Prentice-Hall, 1972), p. 1.
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Functioning. According to Coopersmith, "the zelf" is an abstraction
that an individual develops about the attributes, capacities, objecta,
and activicies which he possesases and pursues, This abetraction I8
represented by the symbol "“me," which is a person’'s ides of himeelf to

himself.25

Important to the study was the theory thac
self concept is e determipant of human hehavior. Perceptual paychel-
OgY now accepts the idea that the feelings and beliefs one holds about
oneself motivate one's cenduct: the antecedent for individual respon-

ses la the self cuncepL2

Other conslderacions of the gelf and self
concept were included later in the study. For purposes of the study,
the variable "self concept" was defined by the measures determined
through the "Tennesae¢ Self Concept Scale.”

D. Teacher Effectiveness Training (T.E.T.)--T.E.T. is the
name of the thirty-hour tralning course, designed In 1966 by Cordon
and associates, vhich offers a varlety of akille and methods Lo assist

teachers 1o {mproving thelr {interpereonal relaticnships.

2Ilgiﬁvl'i‘lli.!u:n H, Fitts and others, The Self Concept and Self-

Actualizaticn, Pede Wallace Canter Monograph Wo, 3 (Naghvillae,
Tennessee: Counseler Recordinge end Teata, 1972), pp. 2=3,

2
55. Coopersmith, The Antecedents of Self Esteem (San
Franciesco, California: Freemond, 1967), p. 20,
25
W. D. LaBeane and B, Greene, Educational Implicaticnas of
Self Concept Theory (Paclific Palisaden, Califorpla: Coodyear
Publishing Co., 1969), p. 2.
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HYPOTHESES

Drawing from the background of previcus research astudies,
and considering cthe particular need for a atudy of this type oo a
current program in progreds Iln Newport News Public Schools, several

hypothesea were formulated gz described.

Hypothaals 1

There will be a significant difference in attitude scores of
g group of volunteer teachers, after undergoing T.E.T., compared to
those of s group of volunteer teachers who have not yebk undergone the

training but plan to do 8o,

Hypothesia 2

There will be a significant difference In atcitude scores of a
randem sample of studepts In second er third perlod clasees of teachers
who have undergene T,E.T., compared to scores of a random sample of
students in second or third period classes whose teachers are pianning

to take T.E.T. hut have tlot yet done so,

Hypotheals 3

There will be a significant difference In self concept scores of
a group of volunteer teachers who have completed T.E,.T. compared to
those of a group of teachers who have volunteered, but have not gone
through the training.

In addition to the main effects described, s check was made an

the comparative effacts a3 noted by teachers who reported regular
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practice of the T.E.T. ekllla versus teachers who did not; alse, similar
compatisons on atudents were made based on their teachers' reperts as to
whether they regularly practiced skills amsscciated with T.E.T. To check
the effects over & pericd of time, follewing the post measure, ancther

delayed poat messure was carrled out approximately two months fellowing

completion of the course, which was administered to the experimental
groups only. In the case of students, separate analyaes on the effeccs
of independent variables sex and race on rthe dependent variable, scorea,

ware ronducted.

LIMITATIONS OF THE STUDY

Campbell and Stanley wrote that there are a number of factors
which could Jeopardize internal and external validity of various
experimental deaigns.Z? By lpternal validity, they were making refer-
ence to the basie minimum without which any experiment is uninterpre-
tahle: dld in fact the experimental treatments make s difference in
thia specific experimental Instance? Externsl validity reflected on
the queation of generalizability: to what populations, settinga,
treatment variablas and messurement variables can this effect he
generalized?

On the question of Internal wvalidiry, twe limitationa should
be mentioned, both related to the delayed post measure:

1. The delayed post measure was sdministerad to the

2
?D. Canphell and J. Stanley, Experimental and Quaesi-

Experimencal Dasigne For Research (Chicago: Rand McNally College
Pubhlishing Co., 1963%, pp. 5-6.
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experimental groups only, teachers and studenta, since by the time of
administration the control groups had begun their course Ln T,.E,T.
Therefore, followlng the delayed post weasure, Lt was not possible to
cempare results with the control group; only the scores of the experi-
mental groups could be examined,

?. The same measuring instrumente were used for the past
messures snd for the delaved post measures, so some of the differences
in sacores might be attributable to thias testlng effect. However, the
scores of the first testa were not disclesed to the subjects, nor was
the method of scoring made known,

There were geveral pointe related to external wvalldicy which
should be considered. Firac of all, the population consisted of the
total group of public senior high school teachers in Newpert Hews who
volunteaered to take T.E.T. In the fall of 1977 or in the spring of
1976. Those who volunteered to take the course In the fall were
labeled the experimental group, while those who velunteered for the
epring were labeled the control group. Therefore, since all who
became subjects in the atudy were from the population of volunteers
tg take T.E.T., neither group could be considerad a randon sample of
the total public menior high teaching population in Newport News.

Second, without randemlzatlon of selectlon of subjects or
Tandomized aspigonment of sublects to groups from the total volunteer
population, no concrete assumpiions can be made abour the equivalence
of the experimental #nd control groups on these or other variables.
However, since all of the teacher participants in the gtudy were

volunteers from the general population of senlor high teachere In
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Newport News and all might be assumed to have had relatively similar
educational backgrounds In terms of prefessicnal preparation, occupa-
tional intereats, and intelligence levels, these factors might offaet
the problemns associated with lack of randomization. In addition, the
students of the participating teachers were randomly selected to assure
a representative sampling of studente. The effects of grade level were
minimized by selecting only those teachers who had asslgnments in
grades ten through twelve, or senlor high school.

Third, aince this study centered on a real program, as compared
to a contrived experimental atudy under laboratory conditions, there
wag ganother wvarlable which c¢ould hanper the generalizability of the
findings. Sihce the program wad universslly adopted, it was widely
emphanized and promoted by the achowl board, superintendent, and
principals. Teachers were strongly encouraged te take the course and
many reeponded by doing so. The veactive effects of these experi-
mental conditiens, for both the experlmental and control groupe, both
of whom were expoaed to a general environment supportive of T,.E,.T. and
to ather teachera on the etaffa who had already completed the program,
applied the skills, and talked about the results, might be sufficient
to ¢loud the results to some degrea.

Conaidering what has heen mentioned, generalizability can coly
be extended to similar groups of teacher volunteers and their studants
whe have had T.E,T. under similar conditions as thoae present in the
Newport Newa Schoel System., Teachere whe L[ndividually take T.E.T.
wlthout the enceuragenent and support ¢f thelr local school divislon

may nokt experience similar resultas,
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ORGANIZATION OF THE REMAINDER OF THE STUDY

Chapter 2 of the etudy centeina & review of the literature.
Octher areas of emphasis in Chapter 2 are a review of studles and
theories on interpersonal relaticnships, the self concept, and atci-
tudea. 1In Chapter 3, the methodology employed In the study {s
examined, Included are procedural details including an overview of
the research Instrumente utilized and cowments on validity and
reliability checks. The fourth chapter covers the reporting of the
findings, including an analyais of the date with appropriate inter-
pretation. Chapter S5 provides a descriptive swmmary and conclusions
plue a atatement of the implications and recommendatione for further

cegearch.



Chapter 2

REVIEW OF THE I.ITERATURE

Approprlate cheory and research on attltudes and self concept
undergird thia review, Divergent opinions snd conclusicne throughout
the literature, however, cloud the izsue. 1In this chapter, an attempt
will be made to review theories and studles related to mttitudes and
thke self concept. 1In additlon, some attenticn wlll be glven to the
literature on Interpersonal relations. A review of related reseaxch
studlee will conclude the literature review of this chaptar.

LITERATURE ON ATTITUDES AND
ATTITUDE CHAMNGE

There are a number of attitude rtheories and models of atcftude
change, and there are a number of opposing views: wat, the subject
continues to attract the interest of researchers. Suedfeld reports
one dichotomy in the llterature, between

. theories that propose that attltude change occurs hecause
of a need for cognitive snd emotlional ¢oneiatency, on one hand, and
thearies based on other ps;c:hulngln:al concepts, wostly learnlng and
perception, on the other.

Conaiatency theories are more widely usad, have promotéd the greater

amount of research, and are waually conaldered as motivational theories

28
Peter Suedfeld, "Medela of Actitude Change: Theories that

Pase in the Wight," Attitude Change, ed. Peter Suedfeld {New York:
Aldina, Atherton, 197TTT_§THFTH__E_

21
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of attitude change.

Aa cited by Suedfeld, Heilder's balance theory ". . . analyzes
systems conBlsting of two or three persons, or two persons and an
object, with any two of these entities related to each other by either
pogaltive or negatlve sentiments, or not related at nll."29 The sentl-
ment relations are conaidered to be balanced If they provide a good
Gaatalt, or 1f s liked perscn agress and a disliked person disagreee
with one's own sentiments toward a third enticty.

Osgood and Tannenbaum's congrulty thecry 1s {ntegrally involwed
with a measurement technlque known g6 the semantic differentinl, wvhich
is belng umed in this study_jﬂ The theory proposes that atcitudes tend
to fall toward the extremes of the "good-bad" dimenslon. A second
proposition states that when two objecte that are rated differently
become related, they are subzequently glven tatlnge which tend tg he
more nentral or more alike, The princlple ef congruity Is demonstrated
through this second propoalition,

Featinger'as theory of cognitive dlseonance has been termed the
rest lively of all attitude theories slnce it has generarad che
largest number of experiments, attracted the most adherents, and aroused

3
the greatest ceontroveray, This theory focuses on the consequences of

Incompatibllity between two related cognicions, which may be thoughts,

EESUEdeId, Attitude Change, p. 7.

Euﬂ. Osgood and P, Tannenbaum, "The Princlple of Ceongruity in
the Prediction of Attitude Change,"” Fasychological Review, LX11

(January, 1955), pp. 42-55,

3ISuedfeld, Attitude Change, pp. 16-17.
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beliefs, memorles, attitudes, or knowledge. Incompatlbility, or
dissonance, 1s arcused when two cognitlone of g person come into con-
Elict with each other. For example, if one kngws smoklng Ils bad for
his heslth and he smokes anyway, dissonance is arcused. When faced
with dissonance, an individual tends to change his behavior, his
belief, or hiz attitude to reduce the dissonance. Thus, in the
exgmple, the Lndividual might choose between alternsatives such as:

1. discarding the advice of the asurgeon general as
belng Inaccurate,

2. using a Filter which he feels will screen out the
harmful effects of smoke, or

3. give up smoking.

Characterlstice of Attitudes
and Atctitude Change

Before delving tco extensively inte the realm of attitude
change, 1t might be helpful to conaider how attitudes are formed. 4
Television Research Committee was mssembed In Great Britain Ln the
19608 primarily to investigate the extent to which research technigues
of the social sciences could be used Lo exsmine the influence of tele-
vision on the formation or altering of attitudes and toral conceptes of
young penple.32 Among the key questions the Television Research
Comnittee sought to answer were: what are attitudes? HNow are they

constltuted? How are they related to other similar concepts such as

32.I'. D. Halloran, Attitude Formmtlon and Change {Lelcester,
Massachusetts: Lelceatetr Univeraity Preas, 1967}, p. 7.
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values and opinicns? How are they formed? What are the various fac-
tors and processes invclved in the formation? How do they relate to
overt behaviori? Hew are attitudes arcused, maintained, relonforced
and changed? These guestions are also applicable to this study and
are deserving of some response.

What are attitudes? An area of general agresment amcng
reaearchere is that attitudes are learned, and this In itself has
implicationa for other responses on questions concerning attitudea,
Hartley wrote that attitudes are mlao inferred Erom behavior, are
relatively stable, are represented in personal imagery, bhave
motivational, cognitive and mffective facets, and integrate with the
perdonalizty of the 1nd1v1dunl.33 However, Hartley warned of the
trap he calle the "jangle" fallacy. He argued that other psychologi-
cal funetlone, such a5 memories, thoughts, se!f concepts, personal
gzals and sc ferth also have these properties. Sherif and Sherif
wrote that the concept of atticudes has severat characteristics
which differentiate it from cother concepts referring to an individual's
internal stetes. Those characteristics were

1. "articudes are not innate, . . ." but rather comea

under the category of soclal drives, needa, soclal orientations or

33Eugena Hartley, "Attitude Research and the Jangle Fallacy, "
Atejtude, Ego-Tnvolvement, and Chaoge, ed, C. Sherif and M. Sherif
(Hew York: John Wiley and Sone, 1967}, p. 93.

3nH. Sherif end £, Sherif, "Attitude ap the Individual’a Owm
Cacegories: The Socisl Judgment-Involvement Approach to Attitude and

Actitude Change," Attitude, Ego-Invelvement, end Chenge, ed. C. Sherif
and M, Sher{f (New York: John Wiley and Scns, 1967), pp. 112-13,
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the like. It is aasumed they are learned.

2. MAttlitudes are not temporary states but are more or
less anduring, once formed. ., ., ." Attitudes do change, but not with
every barely noticeable variation in the atimulus conditicns.

1. "Atcicudes always imply a relatlonship between the
peraon and objects. . . ." Paychologically, they are not self-generated
but are learned in relatien to identifiable referents which could be
persocns, cbjects, institutions, or soclal isguesa.

4. "The relabtionship between perscn and object 15 nat
neutral, but has motivatlonal-affective propertles. . . ." These
properties derive from the context of highly eignificant soccial Inter-
action,

[ 5. ! The subject-cbiect relatiomnship 16 accomplished
through the formation of categories both differentiating between
the objects and between tha person'e positive or negative rela-
tion to cbjects in the wvarlous categorles. .

The referent of an pttitude constitutes a eet that may range, at least
theoretlcally, from one to a large number of objecta: Iin reality a
positive or negative stand toward one ocbject often implies differen-
tial attachment to othera in the same domain.

How are attituden formed? Allport, as cited by Ostrun,
suggested that individual experiences wlth the gttitude object combine

through the process of integration to EForm a unifled lttitUdE,35 He

Further explalned that an attltuvde which is Inltially groas and diffuse

5
Thomas Cgtrum, "The Emergence of Attitude Theory: 1930-1950,"

Poychological Foundations of Attitudes, ed. A, Greenwald, T, Brock, and

T. Oscrum {New York: Academic Preas, 1968), p. 9.
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will become more differentlated with experience. A single traumatic
experience, howewer, can bring sbout a rapid snd forceful permanent
attitude. In spddicion, mccording to Allporet, initiation of attitudes
expressed by friends, parents or sdmired others cam be a source of
"ready made" attitudes for the individual,

Triandis took the position that there are three componenta to
attitudesa: the cognitive, the affective, and the behavioral, and that
attltudes are formed and developed in order to underatand the aurrcunding
warld, to protect one's seif-esteem, to adjust In thie complex world, and
Lo express one'a fundamental values.36 Thus, one learns to evaluate
different concepta and how to behave correctly In relation to varlous
oblecta found In the environment. Attltudes of mignificant others often
become guides as one develops one's own attitudes. Triandis, llke
Allport, suggested that attitudes sre also learned through direct expos-
ure to the attitude object, butk he felt that only a small propertion of
attitudes are developed through this direct experience.a?

Halloran, as a result of his work with the Televislon Reaearch
Committee, concluded that attitudes develop a® humans deveiop, In
interaction,; in relactionships with other people, particularly with signifi-
cant others in the socialization prnceaﬂ.jﬂ The early vears in the

socialization process are seen a8 critical in the formation of attitudes,

36
Hartry Triandia, Attitude and Attitude Change {New York: John
Wiley and Sons, 1971), pp. 101-02,

3

71b14.

a
3 Halloran, Atcitude Formaticn and Chenge, p. 47,
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although the influence may be indirect and complex.

How are attitudes arpused, maintained, reinforced and changed?
On this question, there have been numerous, often interrelated respon-
mes as theoriste and researchers have scught to explaip such a wital
areg ad attitude change. Hovland, Janis, and Kelley, a5 cited by
Ingko, did much work on the reinforcement theory of artitude change
while working with the Yale Communicaticen Research Frogram.39 This
theory essentially offered that attitude change resulis from learning
produced through refpforcement, and one of the main ways to glve rise
to attltude change by persuasive communication 1s through a related
opinlon change. Changes in attitude are thought to occcur following a
change of oplnion. Therve are three important variablea whieh have an
fnpect on an indlvidusl deciding whether to change an opinion: his
willingness to attend to the new comuunication, hls comprehension of
ic, and finally his acceptance of 1t.

Zimbarde and Ebbesen suggested that other impertant variables
in the attirude change preocessa are: the communicator or source; the
comuunication or mesgpge; the audience, reciplenta, or target popula-
tion; and the responze dlmanBIGHS.ﬂn The sgurce, ar communicator, to
be pffective, would seemingly need to exhibit credibility, expertige,
pnd trustworthiness. Sherlf and Sherif shared in the belief that

attempts at attitude change, either in interpersonal, grovp, or mass

jgﬂhentar Insko, Theories of Attitude Change (Mew York:

Appleten-Century-Crofts, 1967), pp. 12-13.

#uP. Zimbardo and E. Ebbesen, Influencing Attitudes and

{Reading, Maspachusetts: Addison Weasley Publishing

Lhanging Behavigr
Co., 1969}, p. 17.



28

communication situatlones, invelve some form of cummunlcntiun.ﬁl In
predicting & persan’s reaction to a communication, according to Sherif
and Sherif, the basic information needed is where he places rthe posi-
tion of the comnunicat{on and the communicator relative to himself and
hig own atand.

On the sublect of the affective component of attitudes,
Triandie wrote that this component ia characterized by the presence of
poaltive or negative emotion, and that physiclogically, it involves
mainly & state of prousal, becomlng posiclve or negative when It is
cogtnltively "i.nI:Erpurlel;-z-u:l."‘!"L2 Trlandis referred to the personallty as
a very compiex field in which pereonality variablas typically interact
with other variables when gttituden change.ﬁj In other worde, people
react to certaln klnds of messages, which reach them through certaln
media, and which are produced by certain sources of messagea, differ-
ently from cther people.

Staats wrote that the human attitvude or motivation sayetem may
be referred to a8 the attitude-reinforcer-diseriminative (A-R-DY
uyatem.&ﬁ He felt that long= and short-term shifts in individuwal and

group motivational stimeli, or attltudes, could he ohserved in greater

41

%27riandia, Attitude and Atcitude Change, p. 113,

Nbia., p. 129,

&aﬁr:hur S5tapacs, "Sccial Sehavioriam and Human Motivacicn:
Principtes of the Attitude-Reinforcer-Discriminative Syatem,"

Psychological Foundations of Attitudes, ed. A. Greenwald, T. Brock, and
T. Qateum (New York: Academic Press, 1968), p. 36,

Sherif and Sherif, Attitude, Ego-Involvement and Change, p. 129,
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detgll by the employment of s learning analyels and that s arimulua

that has come to elicit an attitudinal or emotloenal response will alao
function as a reinforcing stimulus. Lott apd Lottt uwsed a learning
system analyels ss lt applles to Interpersonel attraction.&s They
argued that the primary proposition relevant to the learning of

liking is that if g pergon ig rewgrded Iin the presence of another, a
positive gttitude toward that other will be formed, based upon these

asgumptions:

- - - 1. Persons may be conceptualized ap discrlminable
gtimull to which reaponges may be learned,

2. A person who experiences reinforcement or reward for
some behavior will react ta the reward, L.e., will perform
aome cheervable or covert goml response,

). This reaponse to g teward will becone condivioned, like
any other response, to all discrimlnable atimull present at the
time of reinforcement.

%, A person ., ., ., who Lls present at the time that
Individual X, for example, is rewarded thus beccmes able in a
later asltuation to evoke the geoal response, or what L8 more
likely, its fractinna& and gnticipatory compenent, the antlel-
patory goal reeponse. 6
For example, when a child receives a word of praise, cthe goal
responge will most likely include & smile of pléasure, Posltlve
affect is assumed to accompany such observable respotnses as a smile, &
laugh, an exclamation, and ec forth. This primary hypothesis Buggested

hae teen tested and substantiated In a number of experiments. In cone

such study, Lott and Lott hed silxteen same-gex groups of three children

hjh. Lott and B, Lott, "A Learning Theory Approach to

Interpersonal Attizudes,"” Paychological Foundations cof Attitudes, ed.
A. Greenwald, T. Brock, and T, Datrum {New York: Academic Press,
1968}, pp. 67-69,

ﬁﬁthld.
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play a noncompetitive board game, "Rocket Ship," during which some
children were reawarded for success wvhile others were not.hT Fach play
group congisted of children from the same third-or fifth-grade class-
room who had not choeen each other on either of two sociometric bests
administered by their teacher. The game was played In two sesaions by
each group. Shortly befors the close of the schoel day, the classroom
teacher administered the dependent measure in the form of a seclo-
metric test. It was found that chose children whe had been rewardad
during the game made significantly more cholcee of play-group members
who had been pregsent when they obtained rewnrd than children whao had
fiot been rewarded during the game,

How are attitudes and attitude changes measured? The
experiment involving the nopcompetitive board game, "Rocket Ship,"
glves one example of how attitudes related to Interpersconel liking

can be meaaured,

Meagsurement of Attitudes

In his treatment of the subject, Dawes made s distinecion
between representational measuremant and index measurement.
Hepresentational meaaurement Lpvolves the escablishiment of a two-
way correspondence betwean:

1. some property of things being measured, and

417
Lott and Lott, Psychological Foundations of Atritudes,
Fp. E?-ﬁgl

&8
Robyn M., Dawes, Fundamentsls of Attitude Megeurement (New

York: John Wiley and Sons, 1972), p. 11.
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2. some property of the measurement acale.
For example, in a aituation whereby the researcher wanta to get a
measurement on how certein sublects would judge the relative serious-
ness of certain crimes, the propetrty of things being measured is the
probabllicy with which one is judged to be more serlous than another;
the property of the measurement scale is distance from cne judged
crime to another in terms of standard deviations. The correspondence
ie said to be two-way in that:

1. the property of the things being measured determines
their value or pesitlon on the messurement scale, and

2, these values eor positions may, inm turn, be used te
make inferencea gbout the property of the things belng messured,

Index measutrement, on the contrary, is one-way correspondence,
That im, index messurement occurs whenever & property of the thing
being indexed determines a corvesponding Iindex, but not vice-versa.
Whereas both representatlonal measurement and index measurament are
evaluated In terme of pradictability, the maln difference 1s that
representat {onal measurement is evaluated in terme of how well it can
predict a certain speclfic property of the thing being measured, while
index measurement {s pvaluated in terms of a moch more vague standard
of general uaeFulneaa.

Zimbardo and Ebbesen supgested that of several different paper
and pencil tasts which have been developed to measure attltudes, feour
have been failrly highly refined and have been used most extensively,
Those four are: Thurstone's method of equal-appearing intervalas,

Likert's method of summated ratings, Guttman's scalogram, and Osgood's
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semantic differencinl, which 1s described in detail elsewhere in this
ﬂtun.‘l')r.'ﬁ'g Thurstone, in 1929, developed what has been called the first
major technique af attitude measurement and used it in his study of
attltudes toward religion. His innovative techninue intrcduced the
metric to an srea of reaearch where it had never baen used befera, By
obtaining statements of opinlon about g particular ifssue atid ordering
them according to a dimension of expressed favorableness-unfavorableness
toward the issue, he attempted to derive a subject's atcitude on that
particular lssue. Figure 1 is an example of a shortened version of a
Thurstone scale, which nocrmally contnine about twenty Independent
atgtements of oplnion about a particular issuE.5

A4 drawback of the Thurstone scale is that its construction is
lgborious and time conauming. Likert developed g technique which could
produce an equally rellable attitude scale with relatlve ease. The
Likert acale consiste of a series of oplnicn statemants about some
issue, and the subjlect 18 asked te indicate the extent of his agreement
or disagreement with each ltem by rating each item on a five-peint

responge scale (strongly agree, agree, undeclded, disagree, strongly

disagree). The sum of his individual ratings Is what determines a

paraon's sttitude score. Figure 2 [s an example of a aingle Likert

scale Itﬂm.SI

4931mhnrdn and Ekbeson, Influencing Attitudes and Changing
Behavior, p. 123.

Prbia., p. 124.

Nip1d., p. 125.
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Trait: Atrtitude toward Opan Housling

Scale value Sratement

Leasc favorable 1.5 A. A person should refuse to rent Lo
anvone he doesn't like,

3.0 b. Federal lawe enforcing open housing
gshould apply only teo pueblic housing,
not to private neighborhoods,

4.5 C. Local govermments should publicly
urge pecple to angapge in falr
housling practicen,

6.0 . Only In extreme cages of discrimina-
ticn 1n housing should there he some

sort of legal intervention.
Moet favorable 1.3 E. A person must rent to the first
eligible applicant, regardless of

race, cread or color.

Figure 1. Thuretone Scale Example, Shortened Version,
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"Pagple ghould be allowed te mowve into any neighborhood chey

choose."

Rating

Value
1 a) Strongly agree
pJ b) Agree
K| c) Undeclded
& d) Disagree
5 )] SBtrongly disagree

Flgure 2., Likert Scale Example, Shortened Veraien

A third ecaling technique, Guttman's scalogram, is based on
the asaumption that a single, vnidimenticnal trait can be meapured
by & set af atatements which are ordered along a contlnoum of
"difficulry of acceptance,” or atatementa which range from chose whlch
are easy for most people to accept to those which few perscns would
endorse. Scale itemes are coneldered to be cumulative, in that accep-
tance of one Ltem implies acceptance of mll other items before 1it.
Figure 3 is an example of such a Bcnle.iz

One of the most widely used rating acale techniques today 1s

the semantic differentin1.53 Because It 18 diacussed more throughly

327 imbardo and Ebbeson, Influencing Attitudes and Changing
Eehavior, p., 126,
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Dawes, Fundamentals of Attitude Measurement, p. 96.
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Tralt; Attitude toward Open Houslng

Acceptabllity fratement

Least difffcult to accept A. Generally speaking, people
should be able to live any-
where they want.

B. BReal estate agencles ghould
not discriminate against
minorlity groups.,

C. The city should actlvely gup-
port the fdez of open housing.

E. There should be a local review
board which would pass on cases
of extrene discrimination in
housfng.

Moatr Jdifficunlt to accept E. There should be federsl laws to
enforce open housing.

Figure 1. Guttman's Scalogram Example

in Chapter 3, suffice it to say at this point cthat it can be used in a
variety of situstions, Lt can be used to assess intralndividual changes

in gttitude, and it can provide conslderable Informarion about a con-

cepkt .

LITERATIIRE OM THE SELF CONCEPT AND
SELF CONCEFT CHANGE
In grasplng the historical develoepment of the self and in defin-
ing the wesning of the self concept, one 1a encouraged to conalder a
rmmber of individuails whe have made contributicns to the understanding
of the self. A review of the literature on the self reveals that the

word Lteelf has been used In a variety of ways. Gale suggested
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that two general connotations have emerged: ™. . . the self as a
subject or agent, and the self as the fndividual who g known to
!‘L'hluiuali‘.i"ﬂl As Gale polnts cutb, the term self concept has been
commonly uased in the literature to deneote the second meaning.

On the subject of the historical development of the concept
of self in psychology, Jamee, in 1890, included the tople as impor-
tant in his paychological thinking.55 During the next thirty vears,
there {5 little evidence that the introspectionist {functionalist)
and tha behavioriast psychologles attended to constructs concerning the
eif: the functionwlists because they seemed unshle to deal with auch
a construct; and the behaviorists becauze they could not find accep-
tahle such & "mentallstic" construet.

Meanwhile, as Freudians and neo-Freudians developed psyche-
dynamic postulates, a self-referent was neceasarily implied tc make
them underatandahle.5IEI Probably because Freud himself, in his early

theerizing, atrongly emphasized the role of the "id" without explicitly

formalizing a self construct and because his theory was lavgely ignored
or denied by many psychologists in the Unlted States, the paychodynamic
theorles did not Ilmmediately cause constructs cencerning the self to
rige ro the forefront of psychology in the United States.

In more recent years, there has been a genernl proliferation

54
Raymond Gale, Developmental Behavior (London: MacMillan Co.,
1969y, p. 26.

3rhia.

rp1d,
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of aelf theorles which can be traced back to a number of infiuences.
In his later wrltings, Freud assigned greater importance to ego
development and functioning. The neosFreudlfans stressed the lmpor-
tance of the self-plcture and the ego-ideal, and psychologistas in the
United States working Ln clinlczl settings found that behavieristic
approaches were teo limited to eccount for some of the phenowena they
were cheerving. At the same time, the functionalists, with their
introspective methods to elicic the subjects' own view of their
behavier, and the Gestalt peychelogists, who used their phenomeno-
logical or obpervable methods, made their contributions to the develop-
ment of the concept of self in general payuhulugy.iﬂ Also being
explored at this time was the posaibility of an "operational
behavioriem" which Invelved complex cognitive and motivational inter-
vening variablese. Thus, as the concept of self has daveloped,
increased significance has been assigned to both a phenomenal or
consclous and a nonphenomenal or unconscious self concept with cogni-
tlve and motivational attrihutes.Sg

Among those who have made paychoanalytie contributiong to self

theories are Freud, with his construct of the ego; Adler, who felt

that a peraen's interactions with his enviromment foster attitudes and

and values which develop his "life style"; and Jung, who stressed the

5

?Gule. Developmental Behavior, p, 26,
Fivia., p. 27

3%

Ibid.
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uniqueness of human motives and the striving rtoward indfvidusticn.
Neopsychoanalytical contributions to self theories were made
by individuals such as Sullivan, who contributed a theory of inter-
personal relatlonships which held that the self concept developed from
the reflected appraisals of significant "others™ In the child's life;
Horney, whe stressed the culteral decterminants of behavier and whe
emphasized that maladaptive behaviors arise largely from disturbances
in human relationshipe; and Fromm, who alsc was concerned with the
gocial influences upon behavior and who was one of the first teo use
the cerm "self-reallzeatlon" in a therapeutic contexL and . . . viewlng
growth as an unfeclding procese of man's paychological powers."ﬁi
There are those who see the developlng human as involved in a
process of constant striving toward self-actualization and who, in
this precess, percelves and conceptuallizen, Past experiences enable
him toc make these perceptlione and conceptuallzatlons as he evaluates
all of hig experiences continually, The person's percepticn of self is
dependent upon hils perception of the reflected attitudes and judgments

of those who make up his world, and his self concept is really the

Individual's anticipation of his acceptance or rejection Ln a given

62
gituation. Ao used in the phenomenclegical sense, the "self" may

Include smong lts definictions, ". . . a system of ideas, attitudes,

appraisals, concepte, value ludgments, and commitments pertalning to

Eﬂhale, Developmental Behavior, pp. 27-29.
61

Ibid., pp. 30.
62

1bid., p. 31,
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one's own parsnn."ﬁ3 Among those who viewed the self {n phenomeno-
loglcal terms are Combs, who referred teo the "phenomenal" self ms the
individual's ". . . own unigque organization of ways of regarding
self. . . ."; Xeglley, who perceived the gelf gs unique to each indi-
vidual and built almost entlrely through continuous social Interchange;
Maslow, who included as his ultimate level on a "neede hierarchy" the
concept of "self-actuallzation" snhd whe maintained that psychological
health is not pessihle unctil a persen's "ioner core” is accepted,
loved, and respected by cthers and himself; and Rogers, who collected
much evidence from his clinical therapy and who suggested that humans
work toward a scate of congruent psychologlcsl self, although this
state may never be fully realized in that one is invelved in fluid
change, sensitive to the envircenment, to other individuale, and te
personal feelings and renctinns.ﬁa

While maintaining that what the self "really" is 1s an insol-
uble problem, Rosenberg offered that the self s simply . . . an
attitude or & ¢luster of attitudes toward an object." Further, just
ag Individuals have attitudes toward countless numbers of objects,
they also have attitudes toward t'hamselves.ﬁ5 Accepting such a premise

could lead one to surmlse that sll the dimensleonse used o characterize

or categorize attitudes toward objects are completely appropriate for

Ejﬂule, Nevelopmental Behgvior, p. 31.

&4

[hidi ¥ ppl 33-391-

&
5Hnrtls REcaenberg, "Psychcloglcal Selectivity in Self-Esteem

Formstion," Attitude, Ego-Involvement, and Change, ed. C. Sherif and
M. Sherlf (New York: John Wiley and Sons, 1967), p. 27.
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gtudy of attitudes gbout self. Rosenberg concluded, however, that
self-attitudes do have certain distinctive qualities, among them the
fact that the self ls reflexive in that the person helding che atti-
tude and the oblect toward which the attitude 1s held ie the same; and
that everyone & motivated to hold the same attitude toward the object,
a Favorable one.

Atnonig a oumber of conclusions reached by Cooperamith in a
series af studies intended to clarify the antecedents and consequences
of pelf-esteem was that high parental self-esteem was closely related
to high self-essteem of the n':l:aj.lith':"'.'I|I This finding would tend to indi-
cate that unconclous ldencification coupled with conscious medeling may
well underlie the self evaluations of many persons, Wlthout toe much
dlfficulty one might make similar assumptions about the effects of self-
esteem of signiflcant "othera," auch as teachers, upon g child's self-
e8Lkeam,

On the other hand, Cooperamith concluded that the parental,
aelf and soclal expectations of individuals with low self-zeteem
are ", . . macked by lack of failth, expectaticons of fallure, and the
anticipation of rejectiun.“‘EIB By relating to their children in such a
way a3 to suggest that there ls rejectlon, that they cannot learn, are

not important, and have no power or privileges, parents unknowingly

1.3
Rosenberg, Attltude, Ege-Involvement, apnd Change, pp. 27-28,

67
Scanley Cooperszmith, The Antecedents of Self-Esteem {San
Francisco, California:W. H. Freeman and Co., 1967), p. 241.

81b1d., p. 251,
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lead their children te believe that they deserve no better and are
incapable of improving themaelves in this regard. A person with low
sclf-esteem {8 unlikely to feel that hia personal sctions can have a
Eavorable outcome, and these anticipations of failure are apt to have
debllitating a¢ffect upon hia motivation.

Another interasting observstion by Coopersmith is that children
stho are high in melf-eateem wre apt to display characteristics of
indapendence, cutspockenness, exploractory behaviors, and assertion of
their righes; L.e., characteristics which are likely tc cauvse consilder-
abie travall and disturbance te thelir parents, teachers, and other
perdona in authoricty. Children who are low In self-esteem are more
likely to exhibit characterietice of obedience, conformlity, helpful-
neas, and passivicy; or characteristics which make them appear to he

overtly submipsaive and accepting.ﬁg

Intersctionist notions about the self concept are explained in
terms of one's intsraccion with rhose about him. The general notions
of the Interactionlsts' theory are: . ., . The individual's conception
of himself emerges from soccial interacticn and, Iin turn, guides or
influences the behavior of that individual."?u Kinch, in offering =

formalized thecry of aelf concept based on these notfons referred to

these hasic pestulates:

69
Coopersmith, The Antecedents of Self-Esteem, p. 253.

10
John Kinch, YA Formalired Theory of the Self-Concept,"

Symbolic Interaction, ed. J. Manis and B, Meltzer {Boaton,

Manmachusetcs: Allyn end Bacon, 1972), p. 246,
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Postulate 1. An individugl's self concept {5) ls based on
his perception of the way others ate reaponding to him (P).

Postulate 2. An Individual's selif concept functions to
direct hia behavicr (B}.

Poatulate 3. An individusl's perception of the responses

of others toward him reflacts the actual responses (&) of others

toward hlm.?l

Through the use of his three baslc postulates, Kinch demconstrated how
oneg could deduce from them three more, As an example, by using
Postolates 1 and 2, Lt can be concluded that the way an Individual
parceives the response of others toward him will Lufluence his behav-
ior, slnce Poatulate ] states that his percaption determinee hie self
concept and Postulate 2 holds that his self concept guldea his bghavior.
Symbolically, this might be represented am followa:
if P—» 5§ (FPostulate 1)

and 5—* B (Postulate 2}

then P —* B (Postolate &)
Therefore, such additional postulates or derlved propositiona might be

stated as followa:

[ Postulate 4, ] The way the individual perceives the reapon-
sea of others toward him will i{nfluence his behavior. . . .
[ P—— 1 ]

[ Poatulate 5. ] The actual responses of others to the {ndi-
vidual will determine hia self concept. . . . [ A —2 5 ]

[ Postulate 6. | The actual raaponses of others toward the

7t
Kinch, Symbolic Intceraction, p. 246.
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individual will affeer the behavior of the individual. . . .
[ A—»B ]

The aymbolic representation thua far would be: A—F P ——# 5 ~—9B.
Kinch, howaver, suggested that there ia another postulate which should
be atated, leading to the possibility of a number of other derived
proposicions which are interrelated,
[ Poatulate 7. 1 The behavicr that the indlvidwal manifests

Influences the nc53a1 responees of others toward that

individual, . . .
Futting the four bamic varlables of all his postulates together

(A, P, B, 85}, we are desling with a theory represented in these

aymbolic terms:
——
‘—l--

= — T
[T — ]

A can be Aeen, sach variable can affect directly every other variable

vhich is Ipcluded in this theory.

1n a later study conducted by Hinch on factors related to pelf-

concept change, four hypotheses were tested:

{ Hypothesia !-=Frequency | The more frequently the Llndivid-
ual percelves others as responding toward him In a particular way,
the more likely he ls to align his self-copcept with the percelved
responges,

{ Hypothemis Z--Importance ]| The more Important the individ-
val perceives the contact between himself and the others to be,
the more likely it {s thet the individugl's petceptione of the
reaponaes of the others will be used in defining his self image,

[ Hypothesis 3--Temporal Proximity ] The ilndividual'a concept
of himself is s funcelon of (a} the earllesr avaluaticna he
recelves on & particular attribute and (b) the moat Immedlate
evaluations.

72
Kinch, Symbolic Interaction, pp. 247-48,
T3 1btd., p. 248.



| Hypotheais 4--Conalstency | The more the individual

percelves s conslstent pattern Ln the responses of otheras, tyz

mare likely he is to let this affect his self-concept. . . .
In hia reaearch, Kinch employed a series of experiments, each using
the claseical design with pre- and poat-tests an both the experimental
and control groups. The dependent variable focused on changes in one
aspect of an individual's aelf concept, or leadership and the indepen-
dent varlsbles consisted of the four warlables in the hypotheses
tested, which were sequentially wvarled in cthe experlmental aftuations.
By comparing before-afrter changes In self concept ratings on leader-
ehlp, evidenca was reported by Kinch for three of the four hypotheses.
No evidence was reported for Hypotheesis 3.

In a compatrison of thoee In the experimental group with those
in the control group, significant differences were found {.05 level)
in the expected direction for Hypothesis 1. On Hypothesis 2, the
results wera Ln the expected directlon, but the difference between the
twe groups compared was small and not slgnificartly different. Findings
for Mypothosis 4 were In the opposite direction from that which was
expected. Those asubjects who were given ahout the same ratinga by all
the raters changed less than theses subiects wha were given more

dispersed retings.

4
John Kinch, “Experiments on Factors Related to Self-Concept
Change," Symbolic Interaction, ed. J, Manle and B. Meltzer {Boston,
Mapeachusetcs: Allyn and Bacen, 1972), pp. 263-64.
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duc i ons o
Self Theorv

Pecauge of the nature of the study, 1t {8 important to consider
the educational {mplications of eelf-concept theory, including the
queation, why is self concept sc important? LaBenne and Greene con-
¢luded cthar the self concept is devaloped and nurtured through accumu-
lated mocial contacts, in uvnatructured and structured aituations, with
glgnlficant "others"™ auch as Family, peers, and teachers during the
gErowing-up prncenﬂ.?ﬁ Thay further suggested that it iz important for
teachere to realize that self concepts are not unalterably fixed, buc
are modifled by 11fe expariences. In a study Involving emotlonally
handicapped children, LaBenne found a significant relationship between
the teacher's self concept and that of the pupils in the claseroom,
This finding is of prime lmport to the current study.

In a serlea of studies reported by Furkey, several key conclu-
sfions were mede regarding the self concept and academic achievement:

1. There 1s a persistent and significant relationship
between self concept and academic achlevement at each grade level, and
change in one area seems to be related to change in the other.

2. There L8 no clear-cut evidence on which comes firat: a

pesitive self concept or academic succese; or a negatlve self cencept

?BH. LaBenne and B. Greenae, Educational Implications of Self-

Concept Theory (Paclfic Palisades, California: Goodyear Publishing Co.,
1989}, pp. 17-20,

77
W. D. LaBenne, "Pupil-Teacher Interactien in a Senior

Ungraded S5chool for Emctlonally Handicapped Boys" (unpublished PhD
Gissertation, University of Michigean, 1965). | Reproducticn. ]
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or scademic fallure. There is sufficient evidence to give reason to
asgune there 18 a strong reciprocal relationship and that enhancing
the #elf concept is of lmportance In influencing Improvement iIn
academlic perfﬂrmance.?

In congldering the impact of the achool enviroament on the
student, Purkey offered that, tradltionally, the child ia expected to
adapt to the schoel, rather than the school adjusting to the child.
To ensure that this is the case, the achool {8 prepared to dele out
rewards and punishments, succeases and failures, on a maselive scale.
Furthet, schools are geared to grading students, grouplng them, pro-
moting or failing them, evaluating, encouraging competition, provid-
ing detentlon centers, and holding the threat of suapenzion or
expulsion over their heads in order to . , , mold the child to mest
the achool'a axpectatiuns."?g Purkey suggested that punishment,
failure and deprecation characterintically tead to highly charged
negative attitudae toward learning.

Purkey, in his review of numerous atudies by researchers such

a8 Berger, Fey, Luft, Trent, Omwake, Jersild, and Combs, alse reported

Findinge which concluded that a reacher's attitudes about himself pre
of lmportance if the ceacher is to attempt to build positive and real-

lstic self concepts In his ntudenta.ﬂﬂ Davideon and Lang found that

7
ﬂHilliam Furkey, S2lf Concept and Sehool Achievemant
{EnglewcodCliffe, New Jersay: Prentice-Hall, 1970), p. 27.

bid., p. 40.

8
ﬂlbid,, p. 46,
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studenta' perceptiona of their teachers' feelings toward them are
poaitivaly correlated to their self perceptions,

Much of the literature on the self concept as it relates to
the educational setting makes reference to the self-fulfilling pro-
phecy which holde, in essence, that a child will live up to, or down
to, the expectations of significant "others." Rosenthal and Jaccbseon
tested the hypothesis that students, more eften than not, do what is
expacted of them., In an elementary schoel of 650 students, the two
researchera told the teachers that certain students could be expected
to evidence significant increases Iin mental abllity durlng the year.
Teachers were then glven the names of this group of "high potential™
Students, who in fact had been randomly selected by the researchers.
When intelligence tests and other measures were adminlsterad several
monthe later, these identifiled as "high potentlal” tended to scaore

significantly higher rhan these students not ao 1ldentified., The "high

potentials" were also described by their teachers as happiler, more

rurious, more interesting, and as havipg a greater chance of future
success then the cther students. Rosgenthal and Jacobson concluded that
the teacher, through bodily gestures, facial expressions, verbal
expresslons and touch, had a subtle Influence on the child'a learning.
They believed this may, Lo part, be due to modifications Iin the

child's self concept brought about by the teacher's expectations and

8l
H. Davideon and G. Lang, '"Children's Ferceptions of Their

Teachera' Feelfnga toward Them," Jourpal of Experimental Education,

XXIX (December, 1960), pp. 109-16.
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accompanying behavior.

Purkey suggested six factvrs which he feels are particularly
important in creating a classroom atmosphere which is conducive to
developlng favorable self images In students., This atmosphere, which
he feals teachers are responsible to create, Lncludes these factors:
(1) challenge; (2) freedom; (3) reagect; (4) warmth; (5) control; and
(6} success.

Quandt applied knowledge gained by resesrchers on the self
cencepr to reading and suggested that there 1s a posltive correlation
between the twu.ﬂﬁ He sleo reported that in his research he found
sighificant differences in self-concept scores between high and low
achieving readers., Similsr to the findings on the gelf concept and
achievement, Quandt refers to & apiraling process where poor saelf
cencept interferes with learning to read and the resulting reading
dipabllity leads to gn even poorer aelf concept.

A series of papers, delivered at Tufts Unlvereity attended to
speclial problems In the relationship of educatlen to self concept In
black children and yeouth., In her paper, Grambs wrote of the geperal
tone of soclety which then had the majoricy insisting that blacks and

whites were different: that blacks were Lnferlor te whiteas: that

a2
R. Rosenthal and L. Jacobeon, Pgﬁgﬁliun in the Clasgraomn:

Jeacher Expectatjon and Pupila Inteliectusl Developmant {(Hew Yotk:
Holt, Rinehart, and Winaton, 1968).

EaPurkny, Self Concept and School Achlevement, p., 50,

841 van Quandt, Self-Concept and Reading (Newark, Delaware:
International Reading Associarion, 1972), p. 7.
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blacks were lazy, stupid, ignerant, and incepable of uuc:esﬁ*ﬂﬁ The
obvious implication is that the self-esteem of a black child is
damaged by the overvhelming feeling in the world he lives In that
uhite ie right; btack Ls bad." At least until the recent past,
there ig evidence that in many black famillee, the parents did much

to reinferce thies feeling of inferioricy among thefr children.

Ol her crucial esoclal forces which Lnfluence the development of the
self concept of blacks are poverty, with many more blacks than whites
on the lower economic rungs; joblessness, with its impect on parental
self concept; and broken homes. All contribute to a lack of stability,
warmth, and attention which are part of the necessary saviromment for

haalthy personality develﬂpment.aB

Kwaraceus argued that In a large city, children enterlng public
achools in heavily populated neighborhoeds are immediately absorbed
into a masaive pducational sayetem which accepts students on its own
terms.Eg Often these terms place demande on students to renounce

differences of a personal, cultural, and pocigl nature, and to submit

to a process of conformity and standardization. 1In atriving to

86
Jean Grambs, "The Self-Concept: Basis for Reeducatlon of

Negro Youth," Hegro Self-Concept [ Report of a conference gponsored by
the Lincoln Filene Center for Cltizenship and Public AFfairs | (New
York: MeGraw-Hill Book Co., 1965), p. 13.

87 v1d., p. 15,
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William Kvaraceus, "Negro Youth sand Social Adaptation: The
Role of the School as Dur Agent of Change," Negro Self-Concept [ Report
of a conference sponsared by the Lincoln Filene Center for Citizenship
and Public Affaira | (New York: McGraw-Hill Book Co., 19653, p. 93.
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achieve its goals, the educaticnal instlitution may cause ecme loss of
privacy, perscnal identity, and individuality among 1ta studeota and
tpy produce an artificiality in the clasarcom which does nct exist in
everyday life cutaide of the school. Such demanda were seen hy
Kvaraceus a5 being most destructive to the egos of che culturally
deptived.gﬂ Those students unwilllng to submit to the demands, join
the list of dropouta, fsilures, truants, discipline preblems, and
otherwinse disturbed youngseters.

LaBenne and Greene offered some suggestlons for conelderation
by teachers whe might be incliped to "humanize™ instruction, thus off-
setting some of the traditional demands which take their toll on stu-
dente. On the subject of discipline, they took the position that
discipline uaed in school has a direct influence on the devalopment of
attitudes and that the purpoee of diascipline exerted on the student
externally should be to gulde him In his growth from ", ., . thoughtless
dependence to thoughtful independence."gl Thus, it 1ls suggested that
clasaroom discipline should come through facilitative behavior on the
part of teachers as they ssslst students in the acquisition of aself
digeipline and purpesive behavier.

Boy and Pine wraote of teaching as being a personal expresaion
of the pelf, and affective tesching 18 ". . . more than just doing

aomething with students; 1t is being 8 fully Eunctioning person, the

0
s Kvaraceus, "Negro Youth and Social Adaptation: The Rele of
the School as Cur Agent of Change," p. 93.

giLlBenna and Greene, Educational Implications of Self-Concept
Theory, pp. 93-95.
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most adequate persom.”

3l

These writers made the assumpticon that the

teacher's role i= transcended by hlz existence g 8 human and the

teacher vho can be the mest

"whole' perscn will make the most slgnlfi-

cant contribution te students who are striving for self actunliza-

tiun.93 It was aupgeated that ae a result of his lavolvement with a

skilled, competent, and psychologically whole teacher:

1. the student

2., the student
him By the teacher:

3. the student
intereat and enthuslasm for

4, the etudant
growth, because the teacher

2. the etudent

6., the student
threat or coercion;

7. the student

assumes responsibilicty;

[s accepted because of the reapect shown

1s motivated as a result of the teacher's
his worlk;

is actively Involved In the process of

hes fecused upon the student and his needs;
interacts on a human level;

exlasta in a pafe atmosphere, free from

is understecod by the teacher whe ie con-

cerned with the student’s Erame of reference:

4. the student

%, rthe sztudent
10. the student

11. the stodent

92

ig melf disciplined;

verbalizes with eanme;
achieves insight;

is sware of approprinte attituden:

A. Boy and G, Pine, Expanding the Self {(Dubuque, ILowa:

Witliam C, Brown Co., 1971}, p. 2.

P ibid.
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12. the student is valuing:

13. the student reegponds to genuloeness; and

14, the student evaluates the interaction with the
teacher.

Fitts concurred with other resegrchers in his bellef thet the

"good" teacher facilitates the growth of students toward self actusli-
zation and further hypothesized that the behavier of teachera is
. . . related to, ip associated with, snd is gn expressien of their
delf cuncapt."GS Referring to the relationghip between Belf concept
and performance in student teachers, teachers, =chool counselors and
teacher aides, Fitts found that theae groups tend to have quite normal
splf concepts in both central tendency and wariance as meagsured by the
Tennessee Self Concept Ecale.ga Further, he found there is a clear
relatlonship between eelf concept and performance when superviacr

ratings are the performance criteria. In general, it was concluded

that teachers' self concepts show a stronger relationship to thelir

interpersonal behavior than to other types of behavior. Also of

special interest was hia conclusion that while attempts to enhance the
saelf concepts of teachers are sometimes successful, it is also evident
that successful Job performance Improves the self concepts of student

teachers and teacher aides.g? Competenco and confidence wonld

gaﬁuy and Pine, Expanding the Self, pp. 13-15,

25 '
William Fitts, The Self Concept and Performance, Research
Moncgraph No. 5 on Studies on the Self Concept and Rehabflitation
(Nashville, Tennessee: Counseler Recordings and Testa, 1972), p. &4&.

rbtd., v, 61,

g?lhid.
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prohably be warlebles which affect the self concept.

INTERPERSCHAL RELATIONS

Ae hae been suggested in much of the literature reviewed thus
far, atcitudes one holds toward certgin oblects and others, as well as
self arcitwles or self concept, are not inpate; but rather, they are
learned. They are also influenced to a great degree by eignificant
"others" by way of Interpersonal relatlonships which exist throughout
one’'s life experiences. Kwvaraceus suggested that the most direct and
effective way to strengthen the school as an ego-supporting lnstiltu-
tion 15 ko improve the Interpersonal relatfonships between teacher and
studenta.98 Because the teacher 13 in 4 position of becoming for many
students the most gignificant "other" outslde the heme, through goed
interpersonal relationships with astudenta, the teacher can de much te

promote the educarional growth of his students,

Just as attitudes appear to be learned as one galne new experi-
ences, Llnterpersonal relationships catl he enhanced through the learning
and practicing of effective incerpersonal skills. Johneon wrate that

these basic skills canm be generally classlfied into four areas:

. o (1) knowing and trusting each other, {2) accurately and
unambiguously underatanding each other, (3) influencing and helping
each other, and {4) &gngtruutively regolving problems and conflicts
in the relatfionship.

The first area, knowing and trusting, ilnvolves self-disclosure,

8
? Kvaraceus, Negro Self-Concept, p. 110,

29
David Johnson, Reaching Dut (Englewood CliFfs, New Jersey:
Prentice-Hall, 1972), p. 3.
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sel f-awarenesa, self-pcceptance, and trust. To get to know each orher
jmplies the need to disclose to each other how cne 1s rescting to and

feeling sbout what is taklng place, which, in turn, implles a self-

104
awareness.

The second ares of akill development requlres communicating
accurately and unsmbilgucusly one's feelings toward another in a manner
vhich suggeste warmth and liking. The third area of akill development
necesaltates responding, communicating acceptance and support, con-
fronting, uslng reinforcement and modeling as means of helping and
influencing another person's behavior, The fourth area implies the
learning of techniques which facilitate problem solving and conflict

10
resaluticn. l

Rogers called the interperacnsl relationship the core of
guidance, meaning chat in a wide variety of profeselongl work axperi-
enced involving relaticnships wich people such as psychotheraplscs,
teachers, religlous workers, guidance counselors, scciasl workers, and
clinical psychologlsts, it is the quality of the interperscnal encoun-
ter with the client which is the most significant element in determin-
ing effactiveneus.lﬂz On the basis of hie professional experience as

a counselor end paychotharapist, he reached that conclugion, and since

then he has made use of that asgsumption in his Interactions with classes

lﬂﬂJuhnaun, Reaching Jut, p. 3.

10011 44., p. 4.

2
Car]l Rogers and B, Stevens, Person to Person: The Froblem of
Bainggﬂ;:nn {Lafayetre, California: The Real People Press, 1967),
ppt = r
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and seminars, in the training of teachers, in the administration of
ataff groups, and in the clinical supervision of professionals as they
worked with their clients or patients,

Through the years, Rogers gradually developed some theoretical
formulations, or scme hypotheses, concerning the basls of effective-
ness in relatienships. 1In reflecting on how individuals with shsrp
differences in personality, orientation, and procedure cam &ll be
effective In a helping relationship and can each be successful In
facilitating constructive change or development, he concluded that it
iz because they bring certain accitudinel itgredients to the helping
relationship. Rogers hypothesized that these ingredients make for
effectiveness in perscnal encounters, and while Beveral are dependent
upon the “counselor," he acknowledged that one condltion must exist in
the clienc. In summary, Rogers hypothesized that the counselar wust
exhibic congruence, empathy, positive regard, and unconditionality of
regard, while the client must be able to perceive that which is being
communicated by the ﬂounselur.lﬂ3 Consldering e2ech hypotheals sepa-
rately, they can be explored further.

in congruence, Rogers stated that perscnal greowth is Facili-
tated when the counselor "is" what he "1s." When 1o the relationship
with the cllent, he ls genuine a#nd without "front" or facade, and
openly "belng™ the feelings and attitudes which at that moment are

flowing within him, he has achieved congruency. Te realize this state

3
Rogers and Stevens, Ferson to Person: The Problem of Belog
Human, pp. 59«96,
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of congruence, the counselor must accept himself and understand and not
be afraid to "be" the complexity of hls feelings. Regers suggested
that congruence could be the most crucial of all the condltiens
descrlbed in his hypothepes, but poaslbly rhe most dlfficult to
achieve.

A second essential coendition in the velationship la empathy,
in that the coungelor must be able to cxperlence an accurate empathe-
tic undergtanding of his client's private world, and is able Lo commun-
icate to him some significant fragmencs of that uwnderstanding., Rogers
coutioned that empathetle understandlng ie very different from the type
of understanding often offered; an evaluative understanding which
implies, "1 understand what {s wrong with you." Empathetic under-
ptanding I& based on acceptance of the other persen as he ies, as he
foela, go he walues, and on communlecating to him that his feelings and
nmeaningas are worth underetgnding, Active 1istening is a skill which
enhances the development of empathetlc understanding.

In the third condition, positive regard, Rogers hypothesized
that growth and chenge are mere likely te oceur the more a counselor
is experiencing & warm, posltive, acceptant attltude toward what "is"
the client. He prizes the client in much the same way that a parent

would a child, and does so ragardless of his particular hehevior at thatr

moment. It invelves an cpen willingness onm the part of the counselor to
allow the client to "be" whatever feelings are real within him at the
moment, hostllity or cenderness, This feeling respects the other

perscn as a separate Individuasl, and does not possess him; it is the

kind of liking which has strength, and which is not demanding.



57

The fourth hypothesie, Rogers advanced tentatively, and that
1 "upconditionslity of regard.” By this, he meant thatr the relarion-
ahip will be more effective the more the popitive regard is uncondi-
tional. In other words, the regard for rthe cilent muat be in a cotal
rather than in a conditional way. 1t meanse an ongolng, poeitive feel-
ing without resarvations and without evaluatien; not making }udgments.
It mesna, "I like wou, regardless™ rather than "I would like you if you
would behave as I want you to."

The hypotheals which gives the condition which Rogers saild
must exist ipn the client iz termed the client's perception. Unless
the attitudeg brought into the relationship by the counselor can be
commmnirated, gt lesst to some depree, to the clienc, and perceived
by him, they cannot be effective since they do not exiat in the client's
perceptual world. Rogera stated cthat when the client perceivea, to a
tinimal degree, the genninenass of the counseler and the acceptance and
empathy which the counselor experiences for him, then personality
development and behavior change are predicted. Thua, it i lmpertant
that the counselor is sensitive to the way the client is receiving hie
communicatlcna,

Regarding his hypothesea, Rogers acknowledged that they might
not be the Einal word and that 1t {s entirely possible that there are
ather conditione which he did not include which are elso essential.
However, he remains firmly ceonvinced that persongl human qualities, or

aomething the counselor experlences, not something he knows, are
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uniformly found to be assoclated with pereonal growth and change.l

In recent years, many echool aystems hsve recognized the lmper-
tance of special training for teachers and students in order tc have
them learn more about interpersonal skills in their daily relation-
ships. The school divislon in which thls study wae conducted is cne
guch example. 1In 1974, the Maryland General Assembly passed a resclu-
tion which creaced a task force teo identify programs for youth who
cannot function in the contemporary school sekting, or disruptive youth,
Among the recomnendations of the task force was that increased emphasis
be placed on human relations and fnterpersonal skills training for both
atudents apnd appropriate adults, including teachers.lﬂ5 Additfonslly,
it was recommended that for rraining teacher specialists to work with
problam astudents, a tralning model be used to assist teachers to

1
develop crisis-intervention skllls. ae

RELATED RESEARCH STUDIES

At this point, it might be helpful te conslder the impact of
interpersonal skllls tralning efforts on the subjects involved, by
examining the conclusions of several stuvdies. 4 review of regearch

efforts made over the past few years reveals a range of effecrs from

Rogers and Stevens, Pergon to Peraon: The Froblem of Being
Human, pp. B9-96.

105Haryland Task Force, DPlaruptive Youth | Adapted by National
dsaoclatlen foar Secondary-School Principals (NASSP) from a Maryland
Taak Force Report on educatfional programs for disruptive youth ]
(Rescon, Virgilnla: HASSP, 1977}, p. 13. [ Booklat, ]

106

Ibid., pp. 19-20,
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none to elgnlflcant. An exgmination of some of these efforts, with
eppropriate critiques, follows.

Cleveland mpttempted to measure the impact of Teacher
Effect {veness Tralning on teschers of social studies with specific
emphasls on whether the training encouraged among particlpants a
greater sensitivity In outlock and greater efforte to develop morxe
humaniscic clasarunms.ln? Using a pre-, post-, and post-post test
deaign, several tests were adminiatered, and snecdotal informacion was
gathered through audic-taped observatiens of classes, taped Lnterviews
with the treatment group, biographical information on each teacher, and
researchar observations and perceptions. Cleveland concluded that his
results would have to be considered invalid because of contsmination by
uncontrolled variahlee., Ho directr algnificent difference between the
treatment and control groups was discernible through the statiatical

data.

A weghness of Cleveland's study may have been the small n
{slx teachers in the experimental group and six in the control group),
along with a nonrandomized selection of a single class of cach teacher
to be teated. The time of day and the homogeneity or heterogeneity of
the claas could alaso have had an «fFect on the results. In addicion,
the reliance on non-objective measvrements Including blographical data

aud resesrcher perceptions might have been a spource of contamination,

?Bet‘nﬂtd Cleveland, "Measuring the Impact of Gordon's Teacher
Effectivenean Training on Teachers of Socfml Studies,” Digsertation
Abstractp Internetional, 34:2432-2433A, 1974, [ Ohio State
Univeraicy.
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Balley attempted to determine the effects of T.E.T, on the
attitudes of pre-student teachers in language arts as measured by
scores on sevoral rellable scales,lﬂa Bailey used twenty-nilne pre-
student teachers with language arts majors or mincra, enroclled in a
secondary educatlon course, ae her populatien. From thies populatien,
ghe randomly sgelected twenty-four as particlpants and afcer pro-teating
them, divided them into three groupe of elght subjecta each, Onpe group
recelved Teacher Effectiveneas Tralning, a secend group received
Multicultural! Curriculum Training, and the third group remalned in the
regular pecotdary education classes. Following forty hours of treat-
ment, the three groups were adminlstered post tests at the end of che
fall semester. During the sixth week of the student teaching expericnce
in the spring semester, the three groups were administered "4
Questionnaire of Student Teacher Behavior Ln the Claseroom.'" On the
barls of atatistical findings, following an analysis using the Kruskwal-
Wallig oneway analysls of variance by ranks, these conclusions were wade:

1. for thig gtudy, Teacher Effectiveness Training produced no
glgnificant differences Iin attitudes between the groups as measured by
the tests employed, and

2. Teacher Effecciveness Tralning produced no significantc
differences between the groups in student teacher scores on "4
Questionnaire of Student Teacher Behavior in the Classroom."

Bafley's sample of teachers, brokenm Ilntoa three groupg of eight

IGBHﬂllie Rafley, "Teacher Effectivencss Training with Pre-
Student Teachers in Language Arts,” Dissertaticn Abstracts International,
33:5592-93A, 1973, [ University of Hew Mexico. ]
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each, may not have been significantly large to determine affects, A
possible negating effect on varlance which might otherwlise have been
detected could be attributed to propinquicy. In that all of the sub-
jects were undergraduates with the same career interests, 1t might be
likely to assume that they shared in common experlences cutslde of the
¢ lasarpom, If discussions ineluded the current happenings in class,
it is possible that shared knowledge might have become shared pracclce
and beliefe as well, thus contaminating the results. This effect of
propinguity might be reduced somewhat 1f the subjects did not have as
much informal contack.

A problem with the post-post messure may have been that as
student teachers undergoiog their practice teaching, the sublects had
many more initial fears and other obetacles to overcome than experi-
enced classroom teachers. Thus, antilcipsting change during cne’s
initial contact with studencs as their teacher might not have baen too

regllstic,

Gteck conducted a study to determine the effects of Ln-service

109

education (T.E.T.) on teachers' beliefs, attitudes and values. Him

n consisted of 109 teachers with sinty-four In the experimental group

and ferry-five in the contrel group, Reeults of his scudy indicated
that T.E.T. had no significant effect on the experimental group's
beliefs, attitudes ar values, but there was a measurable Iimpact on the

toral sample, both experimental and contrel. Steck speculated that

109
Keith Steck, "& Study to Determine the Effects of In-Service
Education on Teachers' Beliefs, Atri:udes, and Values™ (diasertation
abetract, University of Utah, 1975). [ Reproduction. |
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this latter effect may have beett caused by the teachers' feelipg some
subtle pressure from the guperintendent and principals Lo be more
Flexible, open, and less authoritarizp In working with thelr atudents,
The fact that teachers in both groups gsaw each other daily and undoubl-
edly discugsed T,.E.T. may alsc have had pome effect,

Other studieg have Indicated mixed results attributed ro T,E,T.
while Bryngelson's study was not limited to T.E.T. alone, the resolts
suggested lmplications For its value.llﬂ The study, motivated by the
rasearcher's deaire to enhance Leacher-atudent relationships, was
designed to investigatc the effects of an experimental censultation
program based on constructs From the techniques of: Transactional
dnalysls; Teacher Effectiveness Training; and ¥alueg Clarificatbion.

Six teachers were given a onc-sgemegter consultation program which
utilized constructs Erom these techniques, and thie program consistbed
of two phases. In phase one, the teachers received eight hours of
group instruction on the techniques. Phase two conafsted af sach
teacher receiving twelve one-to-one consulctacions.

A4 ptudent gelf-esteem Iinventory measured elghty-three experi-
mental group students amd forty-seven control group studenmts, while
student achievement was medsured by comparing atandardized achisvement
tests of the students, Findinge Indicated teachers and students per-
ceived increapes in teacher empathy and human interaction ekills. However,

However, the data did not indicate student changes in self-epteem or

Iannmea Bryngelson, "Staff Development: Increaging Teacher Human

Interaction Skills Through Congultation Strategles,' Disgertation Abstracts
lnternational, 37:4294-95A, 1977. { University of Northern Colerado. |
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in school achievement as a result of the consultation program Eor
their teachers. Once agaln, 2 criticipm might be noted because of the
amall n of six teachers, as well as the measurement technique employed
by the researcher to determine the effectiveoness of the copsultatiom
program for the teachers themgelycs which included researcher ratings
and perceptions.

Another researcher, Flake, examiped the effects of T.E,T. as
degcribed by eighc aspeclfic characterlstics of open-informal educa-
tion Iincluded In the Walberg and Thomas matrix.lll llia sample was
composed of volunteers drawn from a population of 385 teachers hired
inta the Mesa, Arizona School District during the 1971-1972 and
1972-1973 school yeara. The volunteers were asslgned to groups through
the vuse of a table of randem numbers, and the experimental design wasa
the completely randomized design with treatment and control groups,
each at two levels of teaching cxperience. Bageline data were estab-
iished through the wae of a "Teacher (uestionnalre' and tchrough the
completion of an "Obhservabion Rating Scale" In the classroom of each
participating teachey by a trailped obgerver. At the end of the eight
wegks of Eraining, pogt data were gimllarly gathered.

Major findinge were;

1. teachers exposed to T.E.T. exhibited higher mean
scored than those not so exposed;

2 taachera exposed to T.E.T, showed silgnifircant improvement

111Ace Flake, "The Effects of Teacher Effectiveness Tralning as
Deacribed by Eight Specific Characteristics of Open-Informal Educaticon,"
DHacertation Abstract Internatiopal, 36:1447-144BA, 1975 [ Arizona State
Univeraity, |
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with regard to the characteristics of "provieloning for lesrning' and
"{netruction or extension of lesrning™;

1, secondary teachers exposed to T.E.T. show significant
improvement with regard to the characteriatics of "humaneneas, rTespect,
openness =nd warmth™; and

&. ¢lementary teachers exposed te T.E.T. show signiflcant
improvement with regard to the characteristic of "self-perception,™
Conversely, teachers exposed to T.E.T. did not exhibit significant
differsncea from the contrel group on other characteristice measured.

Another study, conducted by Dillard, concerned an investigacion

of the effects of T.E.T. on the types of verbal responses and attitude
112

change o¢f pre-service teachers. Velng an n of twenty-five graduate

studentd in education, datz collected through pre- end post-written

responses to slmulated problem eltuatlons, and twelve flve-minute audio

tapes of a problem=centered discussion with a student, provided the

researcher with the data for his conclueions. Dillard indicated that
a8 a teeult of T.E.T., pre-service teachers reaponded to problem
messages from the child with fewer cormunication roadlocks, defined as=
nonfacllitative responses, and used more facllitative responses to
problem megsages. He concluded that teechers could be trained in

relatively short periods of time to function at slgnificantly higher

levels on dimensions which have been shown In earlier research to he

lzJerry Dillard, "An Inveetigaticn of the Effects of Teacher
Effectiveness Trainlng on the Types of Verbal Responses and Attitude
Change of Pre-Service Teachers™ {dlspertation abstract, George Paabody
College for Teachers, 1974). [ Reproduction. |



65
related to constructive gains in helping relationships and in teaching.

In studylng the effects of an interpersonal skill training pre-
gram on affective Interpersonal behaviors of student teachers, Fine
vged an n of Eifty-three student teachers.113 Her results indicated
that T.E.T. improved student teachers':

l. core condition skills of congruence, empathy, and
regpect which are necegpary to establish rapport betweon teachers
and students;

2. effective Initlating skllis;

3. facilitating communications skills; and

4. ability to ewmploy democrakic problem-solving
procedures.

The results also tepded to support previoug research findings cthat
"ynderatending' skills can be taught in a relatively shorc training
pecicd.

Duncan wged slrty subjects; thirty elementary and thirty secon-
dary teachers, in a study of the humanjizing effects of an in-service
T.E.T. prngram.lla Hlia subjects were randomiy asaslgned tocelther the
treatment or T.E.T. group, or the control or no-trafining group. They

ware pra- atd post-tested uaing the "Classroom Observation Scale" and

llavirginia Fine, "The Effects of an Interpersonal Skill
Training Frogram on Affective Interpersonal Behaviers of Student
Teachers" (dispertation abstract, miversity of Hawaii, 1975).
[ Reproduction, ]

11&R1chard Duncan, "A Study of the Humanlzing Effects of an
Ingervice Teacher Effectivencss Tralning Program on Elemantary and
Secondary Teachers" (diggertaticn abstract, Western Colorado
University, 1975). | Reproduction, ]
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MTagcher Questionnaire." Whereas the pretesat showed that the tralning
factor for the treatment and the control groops was comparable prlor
to the "Treatment,” there was a significant difference between the pre-
test scores of the elementary group entering the study compared to the
secondary group, The elementary group was slgnlficantly above that of
the secondary teachers,

Following the treatment, an analyais of the galn scores showed
a significant gsin in humsnistic quaiities as defined in the study for

the entire group of teachers. Furcther analveia of the galn scores

revealed that the secondary teachers reacted significantly different

than did the elementary teachera., The seccndary group gains were sig-

nificently different at or shove the 001 level, while the elemantary
group had gains which were not significantly different when considared
separate from the group as a whole,

Although not denling directly with effecte of T.E.T., there
have been numercus other atudies related to attitude chapge, self
cencept chenge, and classrcom climate change a8 a reault of "empathy"
training, human relaticns training, "humanlstic™ training, or some
other similar program. Fraser examined the effects of empathy training
on prospective teachers' empathetic abilities, self concepts, and atti-

115
tudes toward pupils, He found statiscically signlficant incresses
in the level of empathetic ability for the experimental groups, and a

aignificant reduction ln discrepancy scores between real self concept

115
James Fraser, "The Effects of Empathy Training on Prespackive

Teachera®™ Empethecic Abllitles, Self-Cancepts and Attitudes Toward

Pupila,' Dissertation Absrracts Interpstional, 35:776%94, 1975.
—————————-—L———.—.—_._._D.._...__’ r

[ Mniversity of Michigan, |
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and ideal melf concept for one experimental group. He alsc found no
slgnificant changae in attitudes toward puplls for any of the groups,

Clausell did a quasi-experimental study on the effect of a
"humanlstic" teacher training program on teacher attitudes, pupil
affectlve leatning, and classrcom cllmate.llﬁ Her flndinge indicated
that:

1. "humanistlically" tralned teachers scored slgnificancly

higher eon the "Minnesota Teacher Attitude Inventory'" than did the

traditionelly trained teachers;

2. "humanistically" tralined teachers maintained a statls-
tically significant higher degree of openness in the classroom climate

than did rradicionally trained teachers; and
3. pupils taught by "humanistlcally" treined teachers
scored higher on the "Facez Inventory" on pupll affective learning

thgon did pupils tpught by traditionally trained teachers.
SUMMARY

Civen this background through the literature of theoretical
conaiderations of attitudes, Belf concept, and Interpersonal relatfons;
and adding a review of aeveral studies which relate to the possibility

of changes which can be brought sabouk in these areas, perhaps the frame-

work is sufficlent Lo embark upon the nature of the study itself. By

this time, it should be apparent that attitudes, the self concept, and

llaﬂﬂsn Clausell, "Humanistic Education and Its Implications
for Inner-City Teachera," Disserctation Abstracts Intetnaticnal,

34:4949-4950A, 1974, [ University of Michigan. )
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interperaonal relations are hopelessly Intertwined and have signifi-

¢ant bearing on each other.



Chapter 3

METHOMOLOGY

In September, 1977, all upper elementary and secondary public
school teschers {n Newport Newsa were given an appartunity te volunteer
for Teacher Effectiveness Tralning (T.E.T.} during the 1%77-1978
gchool vear., For those who volunteered there was a chelce of taking
an Initial fall cycle or a second spring cycle. The survey of
teachers Indicated sufficient numhers to justify proceeding with both

cyeles,
THE BSELECTION {OF THE S5AMPLE

Since the study was intended to explore the effects of T,E.T.
upont the s3elf concepts of senior high achool teachers and the attltudes
of these reachers apd thelr pupils toward certain concepts, only those
senlor high school teachers of grades ten through twelve who volun-
teered to take the T,E,T, were selected for the sample. All seventeen
teachers whe velunteered for the Eall c¢ycle becgme the experimentel
group while those fourteen who volunteered for the spring cycle became
the contrel group. Thus, the populatlion from which the samples ware
drawn representad the total group of senlor high school teacher velun-
teers. Rather than using a randem sample of these volunteers, all were
gelected and subsequently confirmed their willingness to participate.

Students who particlpated in the study were randemly selected

69
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using a table of random numbera.ll? A total of forty acudente were

setected for the experimental group and forty for the centrol group.
By melecting second period classes of the respective groups of
teachers as the populetion from which the student samples would he
drawn, 1t was hoped that the time of day studenta came into centact
with the teacher would oot he an lwportant wvariable. In those few
cases where 8 teacher did not have a second period class, cthird
pericd class puplla were pelected. Computer printouts of clases

lists were uged to place these names in a conslstent order. Then, by
using the table of random numbers, forty students for the experimentsl
group and forty for the control group were identifled. Within the
sample of elghty, thirty-eight in the experimental group atid thirtcy-

gix in the control group accually participated,
THE RESEARCH DESIGH

Since nelther random selection of teschera from the total
populetion nor random asslignment of reachers to groups, experimental
or control, was poasible due to the field setting and the desire of
school officiale to allow teschere to choose a convenient time and
place to take T.E.T., the basic approach fits Kerllnger's "two

118

groups, no control" design. With 8 modificatfion to allow a

second poet measure to measure the "staying power' of effects over a

1
1 ?Jerume L1, Statlsticel Infarence I (Ano Arbor, Michigan:
Edwarde Brochere, 1964), p. 589,

11BFred Karlinget, Foundaticns of Behavioral Research {2d ed.,
New York: Hole, Rinehart and Winaton, 1973), p. 321,
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period of time, the design might be shown as fellows where
X = Treatment,
4 ¥ m Hlthout Treatment, and
Ya = Post Teat:

x ?al "|"IE (Experimental}

—~ ?al (Control)]

The post measure for both groups was administered at the conclusion of

the first cyele, However, eince the delayed peat measure {'1'32] vag

scheduled for appromimately two months following the completion of the
firat cycle, it was of no value to apply that measure to the control
group, which had then begun to take the T.E.T. course. The delaved
post measure enly served te allow A check on changes among the experi-
mental group itself over this two-month period to note if, during this
time, the original sceres on the poat measure were sustained, regressed,
or even enhanced.

In addition to checking the main effects of T,E.T. upon the
self concept of teachers, as measured by the Tennessee Seli Concept
Scale; the attitudes of teachers, as measured by the Teacher Attitude
Semantic Differential; and the attitudes of students, as measured by
the Student Attitude Semantic Differential, efforts were made in this
atudy to examine the Influence af ecthar wvarilsbles on the scores. It
was assumed that 1If teachers learned new akills through T.E.T., and if
they put those gkills into regular practice in the clesasrcom, the

results would be more in the expected direction for both teachers and
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gtudents than in those cases where teachers did not put into regular
practice those skills learned, Additionally, It wae assumed that
raceptivity of students of those efforce made by teachers practiclng
those interperaomal akills in the claseroom might, te some degree, be
affacted by the sex or race of the astudent. Scatistical analyses, ae
deacribed later in this chapter, were performed to determine whether

there were significant differencee in each of thess areas.
THE SEMANTIC DEFFERENTIAL

In measuring attitudes, the researcher emploved a variation of
Dsgood's Semantic DM fferential Technique.119 The speclfic pttitudes
vhich are targeted for thia atudy are those held by teachers and their
students towsrd specified concepts related te the clazssroom environ-
ment they ehare, as messured by a semantic differential. 4 different
ferm of the semantle dlfferential was employed for teachers apd stu-
dents in an effort to Include those areas of particular concern end
relevance to T.E.T. skills from the perspective of those teachers and
students. BSince perceptual comparisons between teachers and students
was not a part of the research design, it wes felr that different con-
cepts could begst determine respective changes in attitudes of reachevs

120

atd acudents, The instruments were labeled the Teacher Attltude

Semantic DiFferential (TASD), and the Student Attitude Semantic

119
C. Cesgood, G. Suci and P. Tannenbaum, The Meagsuremant af

Mesning (Urbana, Iltinclia; Unfiversity of I1linols Press, 1957).
120

See Appendix A and Appendix B for scales used.
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Differentlal {5ASDh).

The semantlc differentisl is a methoed of observing and measur-
lng the paycholcogleal meanlng of concepcs. Kerlinger chserved that
although everyone seeg things a bit diffarently, there muat be 2ome
common core of meaning io all cnncepta.lzl In ather werds, pecple, to
a great extent, share behavioral and verbal definitions of thinge.
Osgeod invented the semantic differential to measure the connoctatlive
meaninge of concepts as polnte in what he calle "semanctic space.”

To underatand the semantic differential, as developed by Osgood, it 1a
necessary to be familiar with what he terme concepts, scales, and
dimensione or factore., ¥y concept, reforence 1s made to thosze objects,
pergong, or behpviore that the subject is asked to reflect upon, such
aa school, teacher, princlpal, end 2o on. Bilpolar adjective palrs
vrepresenting opposite poles on a seven-point continuum are referred to
as scales., Through his research, Osgood found that when analyzed,
adtective pairs like good-bad, bltter-aweet, large-small, and cleen-
dicty £s1l1 Intg clusters or dimenﬂlﬂnﬂ.123 The most Important cluster
gaeame to consist of ad{ectlves which are eveluative, such as good-bad
and pleasant-unpleasant. The other clusters or dlmenaions are thoae
which axpress potency, such sz strong-weak and rugged-delicate, and
activity, such as fast-slow and hoc-cold.

In explaining the logic of the semsntic differential, Osgood

lzlxerlinger, Foundatlons of Behavioral Research, p. 566.

22
Osgood, Suci and Tanpenbaum, The Measurement of Meaning.

lzakerlinger, Foundations of Behavforal Resesrch, p. 569.
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and Sucl etated thelr purpose was to devise a scaling inatrument which
glves representation to the major dimensions along which meaningful
reactions or judgments vary.liﬂ The logical bazie was deacribed as
followa:

1. The process of description or judgment can be thought
of as the allocation of & concept to an experimental contlnuum, which
1s defined by a palr of polar terms. Many complex linguistic asser-
tions {(e.g., "I do not think the Chinese Communists are Lo be
trusted"? can bBe reduced to the zllocatlon of a cencept to a scale!
E.8.,

Chiness Communistes;

Trustworthy __:_ @ : : 1 1 t Untrustworthy

The respondent zan Iindicate the degree of intenaity af

particular gasertioens by placing a mark teward one or the other cof the
polar terme, His judgment comes as a result of associarion, er stablil-
1zing frames of reference based upon his lifetime of making such judg-
ments. In other worda, sach mark on the scsle might be seen as a
comparative Jjudgment against a multitude of previcus concept scale
allocations,

2, A single dimension, or factor, may represent many
different experimental continua which are essentially equivalent. In
the previcus example, bruetworthy-untrustworthy would bhe consldered as

an equlivalent judgment, and the respondent might well have thought,

124
James Bnider and Charles Dsgood, ede., Semantic Differencisl

Technique {Chicago: Aldine Publishing Co., 1969), pp. 42-45.
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Chinese Communlsts are no good." Oagood and Suci argued thac it is
this characteristic of language and thinking that makes the development
of aquantitative instrument feamslble.
3. A limited number of such continug cpon be used to define

a semantic space within which the meaning of any concept can be speci-
fled.le Gsgood and Sucl used the aeven-step scales, defined by the
linguistic quantifiers "extremely,”" "quite," and "slightly," in both
directions from a neutral midpoint because they felt such a aystem
would yield nearly equal psychclogical unite 1o the judgment process.
The bipoiar scales were defined by the verbal "oppoaltes'" because of
their assumption that thinking in terms of cpposites is 'natural" to
the humman species; however, it was conceded that unldirectlonal scales
might serve just ae well as those selacted,l25 Adjectives were used as
the verbpl opposites becsuse of the gssumption thpet gdjectlives are the
moet general and natural quantifiers in the English language.

Considerable datn have been gecurmlated on the reliabiliey of
the 1ru.=n:ruu1|en:1t.H!:I|r The evidence shows that for group data, such as
used it this study, clhanges or dilferences in medsuted weaning zs
small as one half of a scale unit are gignificant at the ,05 level,
It would appear that for most applications of the instriment, these

levels of reliabiljity should be satisfactory.

1
255n1der and Cagopd, Semantic Differential Technique,

pp. 42-45.
126

ibid,, p. 78.

12
?Ibid., p. 79.
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On the quescion of validity, Osgood and Sucl express little
doubht about the general face validity of the semantic differential,
because it obviously differentiates among concepts and clustera con-
cepts the way many people do spontaneously. Each sublect ls responding
to each concept In terms of his own definiciens, using the blpalar
adjectivaes aa frames of reference. It is possihle, however, that the
differential forces the subject to attend to some dimensions he would
not uge otherwise in addlition to these he would use gpontanecusly.
Although more dats are needed to demonstrate the valldity of the
Instrument, It has already been applied to s variety of research
preblems and has been shown to be sufficiently reliable and walld for
many tesearch purpuses.123

In using the semantic differential in research, Kerlinger
specified two steps which should be taken, the firac of which is to
choose the concepts or other stimull that will be rated wicth the
bipolar adjectives.lzg Of crucial Imporcance {s to select concepts
which are relevant to the reaearch preblem., The concepts chosen
ghould be of the nature te elicit varied responses from different
individuzla.

The second step la to select gppropriate scales or adjectlve
palrs. The two main criteria which should govern the selection gre
the factor representativeness, or the evaluation, potency or actiwvity

dipeneionns, atd the trelevance of the concepts usBgd, In & study of

Izaﬂngﬂud, Sucl and Tannenbaum, The Messurement of Meaning.

2
l gKerlingat, Foundatlons of Behaviorai Research, pp. 569-71.
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attitudes, the usual practlice is to use only the scales of the evalua-
tive factor. Osgood has developed a list of bipeolar adjiectives which

have been factor analyzed and moet often, researchers have drawn from

this 1ist,

PROCEDURAL STEFS IN THE DEVELOVMENT OF
TIE SEMANTIC DIFFERENTIAL

To select the most spproprlate concepts to be rated with
bipolar adiectives in the study, an effort was made to assure that rhe
concepts were relevant. G5ince 1.E.T. is designed teo provide specific
skille ctc teachers, and aince there are apecific expected outcomes, It
was Iimportant to speclfy rhose concepts towerd which there might be a
differentiation of pttlitudes depending on the exposure of the subjleccs
te the T.E.T. influence.

To idencify the concepts to he used on the Teacher Attitude
Semantic Differential, a sample of five T,E.T, instructoras was first
asked tc list five to ten concepts which “you think may represent
aregs Loward which a teacher'as atbtitude might be expected to change
after undergoing T.E.T., assuming the skills are practiced." Once
these suggested concepts were returned, they were compiled, para-
phrased into concise terma, and returned again to the sample of
T.E.T. Inastructors, The specific verbal Instructlons of the researcher
were:

. . Please rate each ltem, or concept, by placing a check in
the appropriaste column {(algnificant, minimal, no change), to show
the dagree to which you might expect to see an attitude change In

tha teacher who 1s practicing these skflls,

Of sixteen paraphrased concepte, twelve were ldentified by the
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Inatructors as most apt to evoke slgnificant teacher attitude changes.
These twelve concepts were selected as the cencepta for the Teacher
Attltude Semantle Differential.

The concepts ueed on the Student Attitude Semantic Differential
were selected in a similar way by the ssme T.E.T, Inmstructors. The
Ingtructors were psked; “"Flease list five to ten concepts whlch you
think may represent areas toward which a student's attlitude may change
in the classroom of a teacher who has undergome T.E.T., assuming the
teacher practices the skills." The subsequent compiled, paraphrased
concepts were returned to the Ilnstructors to rate in the sgme way as=
were the teacher concepts. Of sixteen paraphrased concepts, fourteen
were identified by the instructors as most likely to evoke attitude
changes among studente. Agaln, these fourteen concepts were selected
fer uae on the Student Attitude Semantic Differential.

Since this portion of the study required an attitude mesaure-
ment, a total of eight blpolar adlective acales were selected from
Osgoed's 1listing of adjectives associated with the evaluative dimen-
gion. These elght acales were used with pach of the twelve concepts
on the TASD and wlth the fourteen concepts on tha SASD. To counteract
responde blas tendenciea, the polar ad)ectives were reversed occaslon-
ally, and the order of the acales waa changed from one concept to the

next .,

To ascertain the degree to which teachers acknowledged prac-
ticing Flve basic T.E.T. skilla in the classrcom, & final section, not
Included in the scoring, was liated on the TASD, Only those teachears

who had completed T,E.T. were nsked to reapond on this section. An
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average reapense rating of 2.5 on a 3-point scale was considered to

represent regular practice of the skills, as reported by the teacher

respondents,

THE TENNESSEE SELF CONCEFT SCALE

One of the hypotheses of the scudy required that the self
concept of teacher particlpanta be tessured. The Tenneasee Self
Concept Scale {(TSCS5), a 100-item scale with a median completlon time
of thirteen minutes, wae selected. The instrument addresses a need
", . ., for a acale which {8 simple for the subject, widely applica-
ble, well atandardized, and mulrl-dimenslonal in its description of

the self cﬂncept.”lgu

The Scale consigte of 100 self-descriptive etatements which
the subject uses to portrgy himself, It is simple enough to be =olf-
sdminietered, and it can be completed by persons having a sixth grade
reading abjility. It has been described as an appropriate scale for
healthy, well-ad)]usted people, as well as for peycheotic pactlents.
There are two haslc forme of the TSCS, the "Counseling Form" and the
"Clinical and Renearch Form." Both use the same test hooklet and rest
items. The differences between the two forms are in the areas of the
acoring andprefiling systems. The "Counszling Form' was the one
utilized in this study,

The TSCS vlelds an abundance of data related to how the

ljnwillium Fitts, Manual for the Tennessee Self Concept Scale
1

(Nashville, Tennesase: Counselor Recordings and Tests, 1965), p. 1.
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reapondent sees hilmaelf as defined by the instrument itself. When
coneldering the effects of T,.E.T, upon the self concept, reference is
made to the scores on the TECS as indicatlve of the gelf concept.
These scores which are vielded by the Scale Lnclude:
1. The Self-Criticiam Score, or SC--This acale 1s a list-
Ing of mildly dercgatory statements which most people will agree apply
te themselves, Reasonsbly high scoree indicate a nermal and healthy
openness and capaclity for self-criticlam, while low acores indicate
defensiveness and suggest that the Positive Scores are inflated by this
defens iveness.
2. The Positive Scores, or P--On this scale, the state-

ments Aeem to convey these three primary messages;

a. this ia what I am;

k. this is how I feel about myself; and

¢. thie is what I de.
Thiz sectlon hms a series of subscores which are explained ae follows:

a. Total P Score. This has been called the moat
important single acore on the Counseling Form. It generally reflects
the overall level of self-ecsteem. High scores tend to indicate the
regpondent llkes himself, feels that he iz & person of value and worth,
has confidence in himaelf, and acts accordingly. Low scores tend to
indicate that the indilvidual 1s doubtful about his worth, sees himeelf

as undesirable, and has little confidence or falth In himself.

b. Row 1 P Beore--Identity. Hera the individual is

describing his baaic {dentity, or what he is ans he seas himself,

¢. Row 2 P Secore--Self Satlafacticn. The respondent
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describes how he feals about the self he perceivea. The score reflects
how satisfled he is with himself.

d. Row 3 P Score--Behavior. The individual ls
describing his own behavior or the way he functions.

e, Column A-=-Phyeical Self. The Lndividusl describes
his wview of his own body, ble state of health, hls physlcal appearance,

f. Column Br-Moral-tthical Self, This score reflects
the individual's eelf description from a moral-ethical frame of
reference.

g. Column C--Persongl Self. Thie score describes the
Individual's sense of personal worth, his feeling of adequacy ac a
person,

b. Column D--Family Self. This score indicates the
individual's feellnga of worth as & famlly member.

., Column E--Soclal Self. This makes reference to
the individual's perception of gelf in velationship to more general
"othera," beyond the family. It reflects his feelings of worth or
adequacy in his soclal interaccion with others in general,

3. The Varlability Bcores, or V--These =cores reflect the
degree of varlability or inconsistency from one ares of self percep-
tien to another. High scores indicate a high degree of varipbility;
low scores indicate the opposite, Total ¥ high scores mean that there
is so much varlabillty that there is little unity or Integrstion in
the reepondent's perception of self. Well integrated perzons generally

score below the mean gn these scores.
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PSYCHOMETRIC DATA ON THE TENNESSEE
SELF CONCEPT SCALE

To estahlish normative data, the developers of the TSCS used
s broad sample of 626 people from various parts of the country, rang-
ing in age from twezlve to sixty-elight, in approximately equal numbers
of both sexes. They were raclally mixed gnd representative of all
social, economic, intellectual and educational levels beyond the sixch
grade. Although the norm grovup did not veflect the population as a
whole Iin proportion to 1ts national composaition, Lo that there was an
overrepresentation of numbers of college students, white subjects, and
persous 1n the twelve to thirty age bracket, the evidence suggested Ln
subsequent studles that thete wasa no need to establish separate norms
in those categories.

Test-ratest reiiabllity corfficlients of all major scores were
obtained and reported in detail in the Tennessee Self Concept Scale
]“Lrernusn'i’..w2 Most of the rellsbilicy coefficients for the varlous pro-
Eile segments Eall in the .80 to .90 range.

In the same manual, four kinds of validation procedures were
roported, having ta do with:

1. content walidity,
2. digerimingtion betwean groups,

3. correlation with other personality measures, and

131
Fitte, Manupl for the Tennessee Self Concept Scale, p. 13,

132 b1d. , pp. 15-16.
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4, personality changes under particular conditions.

1t would appear that the Ipstrumgnt has been appropriately validated.
PROCEDURES ON COLLECTION OF DATA

In January of 1978, immediately faollowlng completion of the
first eycle of T,E.T., the researcher went to each of the four Newport
News senior high achecols, met with the participating teachers and
adminiscared cthe two instruments. Similar procedures were emploved to
administer the Student Attitude Semantic Differentlal to students,

In early April, slightly more than two menths foliowing comple-
ticn of the first cycle of T.E.T., arrangements were made toc have each
participant of the original experimental group complete ldentical
inatruments in thelr schoels. Again, this delaved post measure was
administered cnly to the experimental groups since the original control

group had already begun Lts own T.E.T. cycle.

STATIGTICAL TREATHMENT

The data were collected, scored, and arranged s0 as to provide
eleven colunns of varlables measured by the Tennessee Self Concept
Scale; thirteen colwmma of varighbles measured by the Teacher Attitude
Semantic Differentlal; end fifteen columns of variables measured by
the Student Actitude Semantic Differentlal, Seperste t tests for
independent samples were perfermed for each column wvariable to

determine significant differences hetween groups which were measured,

133F1tts. Manual for the Tennessee Self Concept Scale, pp. 17-30.
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Te determine the effects over time on the experimental groups on each
of the column variables, separate t teste for paired samples were
performed, using the post measure and the delayed post measure acores.
These statistical procedures yielded t values which were used to deter-

mine significance at the .05 level of confidence.
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FINDINGS

To perform the stacistical analyses umed in the study, the

Statistical Package for the Soclal Science {(5P55), for 05/360,

Verafon H, Release 7.0, March 1977, was utilized. In a series of t
tegts on independent samples and on palred samples where appropriate,
L values were obtained to Ipdicate the level of significance at

which mull wae accepted or rejected.

ANALYSI3 OF THE DATA ON TEACHER
AND STUDENT ATTITUDES

The first mafjor hypothesis was stated as: There will be a
gignificant difference in attltude scores of s group cof volunteer
teachers after undergoing T.E.T. compared to those scores of a group
of volunteer teachers who have not yet undergone the training but plan
te do so., A tweo-tailed L test for independent samples was performed,
and the resulting t-values were considered signiflcant, or null was
rejected, 1f they were at or balow the .03 level. As indicated
previcualy, "attitudes" in thilas study refer te attitudes of aubjecta
toward specific concepts as measured by the Teacher Attitude Semantic
Differential (TASDR). (TASDA--initial post test; TASPB--delayed poat
test,) Following is a limcing of each of these speciflc concepts

towatrd which the teacher was ashed to indicata the directlon of hie

a5
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feeling, peaicive-negative, follsowed by the coding veed ro identify

that concept a8 a variable Ln the arrangement of data for computber

procesaing:

1. Concept l--"The Worthinesas of Your Studentsa™--TASDALl/

TASDBL.

2. Concept 2«-"Confronting Student Misbehavior'--TASDAZ/
TASDRZ,
3. Concept 3--"Accepting (not Judging) Student Attitudes,

Values, Oplnions"--TASDA3/TASDBI.

4. Concept 4--"The Value of Listenlng to Students"--

T4 SDAY fTASDB,

5. Concept 5--"Resolving Conflicts with Students mo Mo
Ome Losas'"--TASDAS/TASDBS.

6. Cancept é--'"Classrocom Rules Set by Students and
Teachers Together'"--TASDAG/TASDRG,

7. Concept 7--"Providing Pasitive Feedback to Students'--

TASDA7/TASDBT,

8. Concept B--"Your Students' Class Attendance Rates'--

TASDAR/TASDRS .,

9. Concept 9--"Student Participation in Class Discussion™--

TASDA9/TASDBY,
10. Concept 10--"The Degree of Mutual Understanding of
Teacher/Student 'Heszages' in Your Clasaes'"--TASDALQ/TASDRLO,

11. Concept 11--"Your Rapport with Students"--TASDA1L/

TASDB11.
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12. Concept 12--"The Need for Concern about Student
Feelinga"--TASDAL2/TASDBI2.
13. oOverall Mean Score--TASDA13/TASDB13.

An analysis of the t wvalues resulting from a comparison of
the total experimental group with the total conctrol group indicated
ne elgnificant differences on any of the varlpbles compared as
measured by the post test. In sewven of the thilrteen variables, scores
were actually hipher for the total control group than for the tfotal
experimental group, though net algnificant, The overall results are
indicated {n Table 1.

By administering a delayed post measure, approximately two
manths following completion of the filret cycle of T,E.T., it was
posslble to determine whether the original scores were sustained,
enhanced, or regressed. After palring the mean scores on each varisbla
for the seventeen subjects in the experimental group, t teets were per-
formed. For all thirteen variables, the mean scores were higher on the
delayed post measure then on the original post test, and five of the
thirteen were sipnificantly higher at the .05 level of confidencs.
These were!

1. Congept 1--"The Worthinees of Your Students,”

2. Concept 2--"Confronting Student Mishehavior "

3. Concept 7--"Providing Positive Feedback to Students,”

4. Concept I10--"The Degree of Mutual Understanding of
Teacher /Student 'Messagea’ in Your Classzes," and

5. Concept 13--Overall Mean Scors,
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The leaet amount of change In mean scores wes noted for
Concept 6 and Concept 12, both of which were rated over six on both
measures: and Concept 9, which remained in the five range. Table 2
repredents a summary of results for those variables which reflected
aignificant change.

Teachers in the experimental group were asked to i{ndicate the
degres to which they felt they were practicing in thelr classrooms
Eive speclfic Interpersonal skills Esught in T.E.T.: regularly,
seldom, or npever. A mesrl score of 2.5 on a 3.0 acale was considered
to indicate veguler practice of the skille. Out of seventeen
teachers, twelve reported regular praccice of the skills. The
fourtesn teachers In the control greup were not asked to indicacte
thelr degree of practice of the skills since, theoretically, they
were unfamiliar with the T.E.T. terms used to describe the skilla.
The degree of practice of the skills of all control group teachers,
therafore, wae coneldeted to be unknown, A t test of independent
aamples, comparing the scores of the twelve experimental group
teachera with the control group teachers, indicated that although
elght of the thirteen variables measured on the Teacher Articude
Semantic Differential were in the expected direction, there was no
significant difference for any of the warlables.

To detetmine whether the degree of practice of the skills
exclusivaly among the members of the experimental group would be
reflected in differences In attitude scores, s separate L tast was

administered to the twelve members who reported leas than regular

practlece, Although seven of the thirteen variables measured were in
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the expected direction, in only one instance was the difference sig-
nificant at the .05 level of confidence. That varlable wae the
concept, "Classroom Rules Set by Student and Teacher Together.™

The second major hypothesis of the study wag Btated: There
will be & eignificant difference in attitude scores of 8 random sample
of students in second- or third-period classes of teachers who have
undergone T.E,.T., compared to scores of a random sample of students
whoee teachere are plaoning to take T,E,T. but have ot yet done asc.
A two-talled t test for independent samples was performed to determine
the level of significance, with .05 as the determining level. To
meagure student attitudes and atticude change, the Student Actitudse
Semantlc Differential {S5ASD) was used. Thia Llopstrument conaisted of
feurteen concepts with elght scales for each concept plus a mean
overall score for the fourteen concepts., AFfter each completed scale
wae converted to a numericsl value of one to seven, a mean score for
cach concept was computed te show the overall positive-tiegative conno-
tations attached to the cencept by the grtudent respondent. The list
of each of the specific concepts and the coding veed to identify that

concept as a variable for dats processing i{s as follows:

1, Concept l--"Attitude of the Teacher toward Students"--

SASDAL.

2. Concept 2--"Expressing Your Thoughts te the Teacher™--

SASDAZ.

3. Concept J=--"Seeking the Help of Your Teachar"--SA5DAJ.

4, Concept 4--"The Value Your Teacher Places on Your

Attitudes, Values, and Opinions''--SASDAL.
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5. Concept 5=-"The 'Understanding® Shown by Your Teacher
in Handling Discipline Problems in Class"-=-SASDAS.
&. Concept 6--"Your Willingness to Listen to Your

Teacher" --5ASDAG.

7. Concept 7--"Amount of Student Participation in Class'--
SASTDAT.

8, Concept 8--"Your General Feeling about this Class'--
SASDAS .,

9. Concept 9--"Your Own Responaibility 1in Cetting to chis
Clase Everyday and On Time'=-SASDAD,

10. Concept 10--"Sharing Your 'Perscnal' Feelings with
Your Teacher'--SA50A10.

11. Conpcept 1l-2"How "Rules' Are Sot in Your Clpag™-=

SARDALL.
12. Concept 12--"Your Progress in This Class'"--SASDA12.
13. Gonecept 13--"General Behavior in This Class™--SASDAL3,
14. Concept l4--"Your Relationship with Your Teacher"--
SASDALS,

15. Concept 15--Overall Mean Score--SASDALS,

An analysis of the data resulting from the t test comparing the
eXperimental group to the control group revealed that For pnipe of the
fourteen wvarlables plus the overall mean score, the centrol group stu-
dente rated the concepts with higher scoree than did the experimental
group atudents whode teachere had undergone T,E.T. In two of theee

casee, the differences were aignificant at the .029 and .07 levels,

The two wvarlables found to be significant In the reverse direction
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expected were "Sharing Your Fersonal Feellngs with Your Teacher" and
"your Relationship with Your Taacher." In no other cases were
differences found to be plgnificant. Table 3 showa the statiscical
data vaed to determine significance for these variables,

While assuming that after learning the skills to enhance the
interparsonal relstionghlpa, sufficient time for teachers to practice
these skills might be a crucial factor. A delayed post measure raking
the form of an Ldentical Student Actitude Semantic Differential was
adminletered to students In the experimental greup approximately twe
monthe following the poat test, Scores for the two tests were paired
for each of the suhlects completing both tests. Because of schedule
changes fer gsome studonts and some studente leaving achool during this
two=menth period, only twenty-nine of the original thirty-eight subjectsa
could be included in the paired t test. An analysis of the results
revealed that for only three of thea fifteen wvariables, Including the
overal]l mean scores, were the delayed post scoree higher than rhose on
the post test. The other twelve Bcores were higher on the original
poat teat. There were no slgnificant dlifferences In mny case.

A compariscn was made batween students of the twelve teachers
in the experimental group who reported regular practice of the akills
learned in T.E,T. and students of the control group teachera whose
degree of practice of the skille was unknown. There was an n of
twenty-two {n the experimental group and an n of thirty-aix in the
control group, Data provided by a t teat for independent samples

indicated that in six of the fiftezen varisbles, experimental group

students had higher mean scores than did control group studente. None
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of the differences in scores In this direction, however, was slgniii-
cant. OF the nine varlables In which the control group students had
higher mean scores than the experilmental group, only two were signlfi-
cant., These two variables, which were alao significant when the toral
experimental and control groups were compared, were SASDALO and S5ASDALI.
Table 4 indicates the statlstice used in determining signiflcance for
the two variahles.

Comparing scores of students of experimental group teachers who
vreported regular practice of skllis learned to scores of students of
experlmental group teachers who did not report regular practice of the
skille, ylelded similar results, None of the scores were statistically
significant except for Concept 10, "Sharing Your 'Perscnal'’ Feelings
with Your Teacher," and here the studenis of teachera not reporting
regular practice of skllls had the higher mean scores. The null
hypothesis wan rejected at the .054 level of confidence, thus Indicat-
Ing that differences In the mean escores on this variable were algnifi-
cant.

To determine whether the aex of the atudents would reflect any
differences in mean scores on the varilables, ancther € test was
computed valng mex of the student as an Lndependent wariable. Resules
fndicated that for ten of the flfteen attitude variables, experimental
group males had higher mean scores than did experimental group femsles,
Most of the differences were not signlficant. Malea did score signifi-
cantly hipgher, however, then females on SASDALl, "How Rules Are Set Ln

Your Class," and femsles had significantly higher mean scorea on

SASDA13, "Genergl Behavior in This Class." The null hypothesie Ffor
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SASDAL]l was rejected at the .035 level of confidence and for SASDAL3
at the 040 level.

Similar procedures were employed to note whether the race of
the students would be asaociated with any wean score differences an
the attitude variables. The date indicated that fourteen of the
fifteen attitude variables were rated higher by whites than nonwhites,
or all except for SASDA10, "Sharing Your 'Personal’ Feelings with Your
Teacher.” ©Only for SA5DA11, "How Rules Are Set Iln Your Class," was
there any slgnificant difference in mean scores, and for this varlable,
null was rejected at the .030 level of confidence wlith white scudents
having the higher rating for the variable.

ANALYSIS OF THE DATA ON TEACHER
BEELF CONCEPT

The third major hypothesis of the stody was, "There will be a
significant difference Iin self-concept scores of a group of wolunteer
teachers who have completed T.E.T. compared to thoee of a group of
teachers whe have volunteered but have not gone through the trainlng."
The Tennessee Self Concept Scale was used te obtain the self-concept
scores for the study.

As indicated in Chapter 3, the Tenneasee Self Concept Scale
{TSC5} vields a number of scoree which reveals how a person sees
himself. Scores were obtained in eleven categories, and these eleven
categorigs might be termed varlables, rapging from TSCSA1 te TSC8A11,

In most cases, higher acores were seen as reflective of higher self

concept; however on TSCSALl, "Self Criticism Score'" and on TSCSALL,
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"Total Veriability Score," higher scores were not necessarlly indlca-
tive of a higher self concept. The most jmportant single score was
the "Total P Score," or TSCSA2, which wae consldered to be an
individual's overall, composite self-concept rating. The eleven
categories, or varlsbles, For which scorea were obtained, and the
codlng uaed for thoss in the arrangement of dacts for computer process-
lng ate:
1. Self Criticism Score--TS5C54al
2, Total P Score--T3C5A2
J. Identify Score=-TSCSA3
4, Self-Satiefaction Score--TBCSA4
5. Behavior Score=-TS8C3AS
b, Physical Self Score--TSCSAD
7. Meoral-Ethical Self Score--TSCSA7
8. PFerscnal Self Score--TSCEAH
9. Fomily 3elf Score=-TSCSAD
10. Social Self Score--TSCSA10
11. Tetal Variability Score--TSC5A11
An analysis of the data provided by the t test on independent

samples ueed to verify the hypothesis revesled that scores fer the

experimental group teachers who had been through T,E.T. were higher on
eight of the eleven variables than were the scores of control group

teachers. However, in no instance was the difference significapt,
To determine affects over time, a delayad post test was givep
to experimental group teachers approximately two monthe following the

inictal post test. Again, the Tenneesee Self Concept Scale was used.
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411 meventeen of the experimental group teachers who took the initial
poat test alse tock the delayed poet test, and their scores en each
variable were palred pc that a paired t could be employed to determine
statlatical esignificance, On geven of the nine variables, not includ-
ing the Self Criclelsm Score and the Total variabillty Score, scores
were higher on the delayed poat measure than those on the inltial post
measure. The Self Criticism and Toctal Variability Scorves were some-
what lower on the delayed post measure than they were initially. At
lenst in the case of the Total Varipbllity Score, reducing the varl=-
ability 12 desf{rable. In no case was the difference statistically
algnificant.

Previoualy, it was disclosed that twelwe of the seventeen
teachere in the experimental group reported regular practice of tha
skills learned. Based on their self reports, the other five teachers
in the experimental group were congldered not te be practicing regu-
larly the skills learned. Teachers in the contrel group were not

asked to indicate the degree to which they were practicing the skills

slnce they were unfamiliar with the T.E.T. terminology. The degree of
praccice of the skillas by the control group teachers was recorded as
wn kot .

A t test of independent samples was computed comparing the
scoreg of the twelve experimental group teschers who reported regular

practice of the skills with the contral group teachera., The resaults

indicated that for seven of the nine varimbles, not Llncluding the
Self Criclcism Scores and the Total Variability Scores, the experi-

mental group teachers had higher scores. Control group teachera
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scored slightly higher on twe of the nine variablea, the Self-
Satisfactlon Score and the Family Self Score. On only one variable
were results statistically significant, Iin favor of the axperimental
group, and that was on the TSC5A5 or Behavier Score, in which the
individual reveals his own perceptions of the way he ects. This
variable was significant at the .05 level of confldence.

Another t test of independent samples was used to compare the
gcores of the cwelve teachers in the experlmental group reporting
repular practlce of the skills ta the cther five in the experimental
group whe reported less than regular practice. The resulting data

suggests that For six of the nine wvariabhles, not counting the Self

Crlticiam Scores and the Total Verlabilicy Scores, the experimaental
group teachers who reported regular practice of the skills had higher
scores than did the other five exparimentsl group teachers. In ne

case, however, was the difference signiflcant.
SUMMARY

In this chapter, the findings of the study ware reported,
based on the original hypothesea, and the effects of other independent
variables, such as the degree skllls were practiced by teachers, tha
effects of time, sex and race of students were examined. The findings
might be summarized am fol lows;

1. There were no eignificant differences in attitude

gcoras on thirteen variablea between the experimental group of teachers
and the control group of teachers am mesaured by the Teacher Attltude

Semantlc Differentlal.
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a. The experimental group teachere scored higher on
the delayed post test than they did on the initial post teat glven two
months earlier, on all thirteen mttitoude varigbles. Five of the thir-
teen differences in scoree were sighificant et the .05 level of confi-
dence a8 indicated by a paired b test for dependent aamples,

b. Experimental group teachers who reported regular
practice af skills leartied scored higher on eight of the thirteen

variables than dfd centrol group teachers whose practice of the skills

was unknown., There was no significant difference for any of the

variables, as indicated by a t test for independent samples.

c. Experlmental group teachers who reported regular
practice of skllls learned had higher scores on seven of the thirteen
variagbles than did experimental group teachers who did not report
regular practice of the skille. On one varlable, "Classrcom Rules Set
by Studente and Teachers Together,” the difference was slgnificant at

the .05 level.
2. Control group students of teachers whe had not under-
gene T,E.T, had higher mean scores than did experimental group students

of reachers whe had taken T.E.T. on nine of fi{fteen varlables, loclud-

fing the overall mean score. Fov two of thoese variables, "Sharing Your
'Personal' Feelings with Your Teacher," and "Your Relationship with
Youtr Teacher," the differences were zignificant at the .029 and ,0Z1
ievela, respectively.

8. A paired t test on the experimental group using
the post teat scores and the delayed post test scores of the experi-

mental group, revealed no significant differences between the two sats
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of scores.

b. In comparing students of the twelve experimental
group teachers who reported regular practice of skills learned wich
atudents of tesachars whose degree of akl111 practice was unknown, conkrol
group students had highar mean scores on nine of the fifteen varlables;
two of which were significant at the .05 level or better. The two vari-
ables were the same as those under the overall experimencal and control
group comparison.

¢. Comparing only those studencts of experimental group
teachers who reported reguiar sklll practice wlth scudents of experl-

mental group teachers net reporting regular practice, only one varieble

wag statistically significant, "Sharing Your 'Persenal' Feellngs with
Your Teacher," The group of students of teachers who did not repaort
regular practice of skllls had the higher scores,

d. It was found that experimental group males had
higher mean vratings for ten of the fifteen variables than did experi-
mental group females., Moet of the differences were not significant.

On the variables, "How Rulesa Are Set In Your Clage,” males ucored

glgnificantly higher, at the .035 level, than females. Coanversely,
femalea rated the variable, "General Behavlior in This Class,”" asignifi-
cantly higher than males at the .04 level nf confldence.

£. The data alac indicated that white experimentzl
group students rated fourteen of the fifteen attitude varlables higher
than did non-white experimentsl group studenta, 1Io one case, the
difference woa elgnificant; "Hew Hules Are Set in Your Clgas."”

3. Althoongh in ne case was the difference statistically
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significant, seventeen experimental group teachers had higher mean
ecores than the fourteen control group teachere on elght of the eleven
variables measured by the Tennessee S5elf Concept Scale.

a. A paired t test performed on scares of the experi-
mental group provided by the Tennessee Self Concept Scale gave results
which indicated that on seven of nine varisbles, not including the
Self Critleism Score and the Total Variabllity Score, scores were
higher on the deiayed post measure than op the eoriginal post measure.

Hone was signiflcant.

b. A comparlson of the scores of twelve experimental
group teachers who reported regular practice of skllls learned to the
scares of the control group teachers, whose degree of akill practice

wag unknown, reflected that the experimental group scored higher on

seven of nine variables, not including the Self Critfcism Score and
the Tocal Variability Score. On TSC545, the Behavior Scora, the
results were statistically significant at the .05 level of confidence,
with the experimentpl group scoring the higher of the two proups. No
other differences were significant.

¢, Cowmparing the scores of the twelve experimentel
group teachers reporting regular practice to the five experimental
group tamgchers reporting less than regular practice indiceted that for
glx of nine variables, not including the Self Criticism Scores and the
Total Variabllity Scores, those who practlced the skilla regularly had
higher scores than the other Eive teachera. HNone of the differences

were actatistically mignificant.



Chapter 3
SUMMARY, COMCLUSIONS AND RECOMMEMDATIONS

The purpose af the atudy was to examine the possible effects
of interpereonal skills training, specifically Teacher Effectiveness
Training, upon attitudes and self concepts of teachers undergoing the
training and upon attitudes of their students. Key gquestions whlch
were dealt with weras;

1. will chis interpersonal s8kills training program have
an effect on attitude changea of teachers gnd thelr students toward
certain concepts related to the classroom environment they share, and

2. wlll the training progtam effect changes in 8&lf con-
cept of teschers?

Ma Jor hypotheees sdvanced were:

1. there will be a slgnificant difference In attitude
gcored of a group of volunteer teachers after undergoing T.E.T.,
compated to those of a group of volunteer teachers who have not yet

undergone the training but plan to de so;

2. there will be a Blgnificant difference In atcitude
sceres of a random sample of atudents in second- or third-pericd
clanges of teachers who have undergone T.E.T., compared toc acores of
a random sgmple of students in second- or third-period classes of
teachers who plan to cake T.E.T. but have not yet done go; and

3. there will be a significant difference In self concept

106
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gecored of & group of volunteer teachers who have completed T.E.T.,
compated to those of & group of teachers who have volunteerad but
have not gone through the training.
Cther guestions which were explored, which might be considered
subhypotheses, wara:

1. what are the effeccs over a two-month tcime pericd
[ollowing completion of the training;

2. what are the effects upon scores of the degree to
which teachers reported they were practicing the skills learned; and

3. what are the comparative scores of students, by smex

and by race, on the sttitude megaure?
RAESEARCH METHODOLOGY

Becsuse of the field aecting of the study, Lt wsa not posslble
to randomly select teachers from the total population or to randemly
assign them to experimental or contrel groupa. Xerlinger's “two
groups, nc conkrol"™ dealgn was 'ﬂuf.l.l:!“fIL With a medification to allow
a decond post measure te check the "staying power cof effecta over a
period of time, the deslgn allowed for a post mesaure for experimental
and control groups imeedintely follewing the firset training cycle and

8 delayed post messure, twe months later, for the experimental group

only. GSeparate £ tests for independent samples were computed to

determine aignificance, Lf any, for each af the major hypotheses and

13
4Pred Kerlinger, Foundationa of Behavioral Ressarch {2d ed.,
New York: Holt, Rinehart and Winstom, 1 s Pa




108
for the subhypotheses, except For the ones reguiring the delayed post
meagure. To decermine the gignilficance, if any, of the =core differ-
etices following the two-month delay, scores of the experimental groupa
woere pzired and t teusts for dependent samplep wers conducted.
Ingtruments used were the Tennesgee Self Congept Scala Lo measure
teacher aelf concept, the Teacher Atbtitude Semantic Differcential to
measure teacher attltude toward certain concepks, apd the Student
Attitude Semantie Differential to measure gtudent attitudes toward

certain conceptns.
SUMMARY OF FINGINGS

The findinge are summarized as follows for the major hypo-
theses:

1. On thirteen varlables for which attitude scores were
obtained, there were no significant differcnces betwoen experimental
group teachers and control Eroup teachers.

2. Control group gtudents actuwally had higher mean scores
than did experimental group studente con nine of E{fteen wariables Eor
which attitude gcores were obtained. On two of those variablesg,
contral group scorea were significantly higher.

1. Expecimental group teachers had higher scores on eight
of the eleven variahles for which scores were provided by the Tennessee
Salf Concept Scale, but none of the differences were significant,

Statigtically significant findings were determined when post
test scores of experimental group teachers om attitudes were compared

with delayed post test scores of the same teachers. On the delayed
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post test, scores were higher, Iindicating a more positive fesling, on
all thirceen wariables. O0f these, five were atacistically signlficant
gt the .05 level of confidence.

On the palred self woncept acores of experimental group

teachere, therewere ne significant differences. Howewer, of the oine

variables for which higher scores might be consldered indicative of
improved melf concept, seven were scored higher on the delayed post
meaBure.

Comparing attitude scores of teachers in the experimental
group who reported regular practlice of the interpersonal skills
learned to the control group, whose degree of akill practice was
considered unknown, reflected no significant differences. Eight

of the thirteen variables were rated higher hy the experimental

group, Theae same experimental group teachers, when compared to experl-
mental group teachers who reported less than regular practice of the

skills, scored higher on seven cof the thirteen varisbles. On one of the
varigbles, the difference was slgnificant at the .05 level of confidence.

In comparing the self-concept scotes of the experimental group

teachers who reported reguler practice of skllls to the coptrel group,
whose degres of practice was unknown, it was found that the experimental
group scored higher on seven of the nine variables for which higher
scores might be conpidered desirable., On one variable the difference
wae Bignificant at the .05 level. The same experlmental group teachars,
compared to the other experimental group teachers who reported less than
regular practice of the akille, scored higher en six of the nlne varia-

bies, salthough none of the differences were signfificant,
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An analysils of the data provided by students on their attitudes
resulted in findings which raised sericus ¢uestions a8 to whether the
degree of practice of interperscnal skills, as reported by the teachers,
could have any effect on scores, Another guestion might be ralsed as
ta the mccuracy of teacher self-reports on the degree of =kil1l practice.
For esample, students of contrel group teachers, vhose degree of skill
practice was urnkmown, had higher mean scorep con nine of the fifteen
variables than atudents of the experimental group teachers who reported
regular skill practice. TIm two of these cases, the differences in mean
scorcs were slgnificent at the .05 level. It was alie Found that therse
were no glgniflcant differences when comparing mean acores on the varil-
akles of students of experimental group teachers reporting regular
practice to students of ather experimental group teachers, except In one
Ingtance, The latter group had the higher scores on that warlable which
wag elgnificant at the .05 level, Palring scores of students of teach-
ers In the experimental group on the post-test and the delayed post-
test revegled ne eignlficant differences In these scores resulting from
the two-month time lapse,

Male students of experlmental group teachers had higher mean
scores for ten of the [ifteen varilables than female gstudents of experi-
mental teachers. Only two of the diffecencer were gigrificant: Maleg
scored higher on the variable, '"How Rules Are Set In Your Class™ and
females had the higher sceres on "General Behavier in This Claas."

White experiments] group students rated fourteen of the fifteen
variables higher than nonwhite experimental group students., Only ane

wis slgnificant, "How BRulee Are Bet in Your Class."
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CONCLUSTONE

Although interpersonsl skille can be learned by individuals
desirous of improving thelr interpersonal relationships, and these
shille can be taught in a rolatively short period of time, the data
collected for this study posslbly suggest that changes In attitudes
and self concept of those Lndilviduals learning the skills will take
time to accomplieh.

Basad on the findings, it might be concluded that for teachers,
one might not expect to see attitude changes toward wvariables related
to the classroom environment until sufficlent time has elagpsed,
fecllowling the learning of the skills, far the teachers to put into
practice thoae gkills learned. For example, on the post Lteat given
immedigtely following complacion of the tralnilng course, there were no
gignificant differences between acores cf experimental and contral

group teechers. When scores of experimental group teachers on the post
tegt ware compared with their own scorea on the delayed post test two

months later, all scorea on the variables had increased, and Elve of
thirteen had increased significantly. However, another pessibility
might be that the paired t test for dependent sampleg provided a more
sensitive measure of differences than the t teat on independent samples,

Tesulting in the slgnlficant findings.

By learning new interpersonal skills, it was felt that the self
confidence of teachers would be peeltively effected, especlally sfter
these skills led to what teachers percefved as lmproved ralationships

with thelr scudents, If impreved self confidence did occur, there would
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be reason to suspect that this might be reflected in improved self-
concept ratings, although the literature on the self concept reported
earlier in this study would tend to indicate that such changes might
be minimal over a short period of time. The data seemed to support
these assumptions. On the initial post test, experimental group
teachers had higher scores than control group teachers on eight of
eleven variables and on the delayed post test, scores of experi-
mental group teachers were higher on seven of nine variables for which
higher scores were desirable, None were significant.

The secondary effects of an interpersonal skllle training
program for teachers on attitudes of students of those teachers may
take longer teo materlalize and may rely on students being convinced
that behavioral changes they notice in their teachers are real and nat

temperary or contrived, The data, which indicated control group

studencs had higher mean scores than experimental group students an

nine of flfteen variables, with two of them elgnificant, should raise

agme gerious guestions, particularly regarding the validicy of reports
by teachers ag to their regular practice of akille learned. If, In

fact, these skills were being practiced on a regular basls, why would

atudents not respend more positlively? One explanaticon might lie in

the way students were selected for the study., Since gtudents in second-
peried class or third-period clase of teachers were selected randomly

by class 1iste, but without regard for the level of the clase, academic
or general studics, there may not have been an adequate balance of such
atudents between experimental and control groups. Ancother explanation

1s that there may be no cause-effect relationship between the degree
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of akill practice per se and scores. The data also rTeflected very
1itcle difference as accounted for by the independent varighles of
race and sex of students. The lack of algnificance In expected direc-
tiona In the study might be explained by the small sample size or the

lack of precisgien in the measuring instruments.
IHPLICATIONS

It view of the nature of gttltudes, attirude change, and aelf

concept change, it does seem that interpersonal skills training can

positively effect those areaz for Individuale undergelng the training,
Although the findings wevre often in the ewpected direction, in meny
cased they were Insignificent. Therefore, it would be erroneous to
proclaim the unqualified success of such trainlng, However, the major
finding of the study was that attitudes of teachers, gs measured by a
semantic differential, can change aignificantly upon completion of an

interpersonal skills trainlng course if accompanied by a two-month

time lapse following that completion., Thies finding alone provides
much reom for optimlem regarding rhe value of such training for

teachers.

RECOMMENDATIONS FOR FURTHER RESEARCH

Several areas might be suggested for further investigation in
view of the findings of this study. The mafor area which did not turn
out as expected wae that of the aecondary effects of interperasonal
skills ttaflnirg opon attitudes of studente of reachers who underwent

the training. An unanswered gquestion would be: what would the effects
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be wpon students if teachers started the scheol year, practicing the
skills acquired, rather cthan change approaches ln dealing with

students at mid«year after relaticnships have already been established?
Aleo, would there be greater differences, more in the expected dirvec-
tlon, in attitude scores 1f levels of atudants were controlled ac that
comparlson groups might be more nearly allke; i,e., by cellege-bound
groupe, remedlsl groups, general courasesz? Would an Increase in the
number of subjects make a difference in results? In additien, if Lt

18 lmportant that skills acquired be practiced to effect desirable

changen, then perhaps it would be helpful to conduct s study where the
degree af skill practice {g determlned through san impartial means,
rather than by teacher self-report.

Baged on the findings, one might imply that student percep-
tiong differ from teacher self-reports in this area and thus the
results are distorted. For Interperscnal skills te have an effect on

students, teachers must do more than learn the skills; they must

internalize those skills and practice them. The key guestlon would
remaln: what differences in students’ attitudes, as reflected by

gcores on a measurlng instrument, would be discernible between atudents
of teachers regularly practicing the skills end those of studentes whose
teachers do not practice the akillae?

Since self-concept scores might be more difficulc to change,
what would be the results over a longer peried of time for those reach-
era who regularly practice the skilla? Alaa, what happens over g
longer paried of time, such as a full achool year, toe scores in all

categories reported in this study? In & longitudinal atudy, what are
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the effects on scores of perfodic "refresher" courses which wouild
enable the partiecipants to share experlences as well as brush up on
their skilis? Would reinforcement of skills through these refresher
courses and the use of incentives for teachers to become proficient
in the skills prove to be lwmportant wvariables in rhe assesament of
interpersonal skills training programa?

Finally, would results be difFerent if some means of control-
ling the variable of the effcctiveneas of the T.E.T. trainers were
utllized? Tt cannot be assumed that trainers are equally preficient

In carrying out their responsibilicties,
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TEACHER ATTITUDE SEMANTIC DIFFERENTIAL

Please tead these dnstructions before continuing:

The purpose of thie instrument is to determine how you feel
about certaln "concepts" related to your classroom eanviromment, After
reading each concept and relating It to your own classroom, use each
set of blpelar adjectives to deacribe your feeling about that concept
and place an X in the appropriate space to show the direction and
strength of your Feellng. For example;

Student Behavior {concept}

1. Goed: e 5 : : : : Bad

2, Unpleapant: : : : r I - t Pleasant

The sacales show the rater felt reasonsbly good toward the

cencept "student behavior™ as 1t related to his/her claseroom, and
glso there was » reasonably pleasant attitude regardiog the same
student behavior.

Some adjectives might pot "“fit" the description of the copcept
a9 well as othera. However, try Lo asscciate each pair of adjectives
with the concept and give an answer.

Please give your flret reaction, and work quickly. Each page

ghould be zompleted in about three minutes or laae,

117
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TEACHER ATTITUDE SEMANTIC DIFFERENTIAL

Teacher 1.0. Wo.:

CONCEPT It THE WORTHINESS OF YOUR STUDENTS

L. Good: : : : : : H ¢ Bad

Z. Unpleasant: : : 1 : r H ¢t Pleasant
3. Nice: H : : : : : ¢ Awful

& Unfair: : H : : : H ! Fair

5. Worthless: : : : : : : : Valuable
6. Sweek: 2 : t : H 1 i Bitcer

7. Unsuccegsful: H 1 : : : 1 ! Succesarful
g, Kind: : : : : : : : Cruel
CONCEPT I1: CONFRONTING STUDENT MISEEHAVIOR

1. Good: : : : : : : : Bad

2, Nice: H ' H : : : 1 Awful

3. Valuable: H : : : : Worthlesn
4, Successful: : : : : : H ¢ Unsuccessful
5. Unpleasant: 1 : : : : : ¢ Pleanant
6. Unfair: : : : : H : : Falr

7. Eltter: : H : H . : I Sweet

B. Cruel: : : : - - : t Kind

CONCEPT III: ACCEPTING (NOT JUDGING} STUDENT ATTITUDES, VALUES,
OFINIONS

1. Goopd: : Bad

-w
re
-
L1
a

T

: Succeasful

£
a

2, Unsuccesaful: : 1




CONCEPT IV:

Hice:
Bitter:
Fair:
Worthless:
Pleasant:

Cruel:

1. Bad:
2. Unpleaggnt:
3. Awful:
&. Fair:
3. Worthless:
6. Bitrer:
7. Unsuccesaful:
a. Kind:
CONCEPT V:

1. Nice:
2, Unfair:
3. Worthleaa:
4. Sweel:
5. Unsuccessful:
6. Kind:
7. Good;
&, UInpleassnt:

(1)

[T

£

"

+4

LT

(T

[E3

L1

T

THE VALUE COF LISTENING TOQ STUDENTS

[T

L]

Ex3

(X}

[E3

(3]

-

+n

Ll

a

ET ]

RESOLVING

CONFLICTS WITH

STUDENTS
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dwful
Sweet
Unfair
Yaluable

Unpleasant

Kind

Good
Fleagant
Nice
Unfair
Valuable
Sweet
Succesgeful

Cruel

50 NO ONE "LOSES"

[T

r

1]

+4

LT

+E

[T

LT

-t

+1

e

L

[T

-

+1

[T

’
-

Awful
Falr
Valusble
Bitter
Succeasful
Cruel

Bad

: Pleaszant
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CONCEFT ¥I: CLASSROOM RULES SET BY STUDENTS AND TEACHER TOGETHER

| I Falr: : : : 1 : : : Unfalr

2. Worthless: : : : : H : : Yaluable

3. Nice: : : : : 1 : : Awful

4. Bitter: : : : : 2 i Sweet

5. Successful: : H : : : : : Unaucceagsful
&, Pleasant: : ' H : : H ! Unpleasant
7. Bad: : ! H ! H H ; Good

8. Cruel: : : : ) : : Kind

CONCEPT VII: FROVIDING POSITIVE FEEDBACK TO STUDENTS

1. Good ; 1 : : : : : : Bad

2. UnpleaBant: : : : : H : ! Pleasant
3. Nice: T : : : s : : Awful

b, Unfair: 1 : : : : H : Fair

5, Worthlezs: : : : 1 : : : Yaluable
6. Sweet: 5 H H 1 : ! : Bitter
7. Unauccessful: : : : . * Succesnful
B, Kind: 3 : H H ; : i Cruel
CONCEPT VIII: YQUER STUDENTS' CLASS ATTENDANCE RATES

1, Unfalr: : : : H : : ! Falr

2. Woarthless: : : H H ! : ! Yaluable
3. Bltter: t : ! H ! 1 ! Bumet

&. Unguccesaful; ! Suceessful

EL)
aw
=
[T ]
-
[ 2]

5. Cruel: Xind

LL]

-
am
£l
A

B. Rad:; : ' : Good

(1]
rh
LT
-
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: : . : Pleasant

(X}

T. Unpleasanc: : :

1 HNiee

B, Auful: H

LT
+n

CONCEPT 1X: STUDENT PARTICIPATION IN CLASS DISCUSSIDNS

i. Succepsful: 1 : : : : H : Unsuccessful
2. Sweet: : : H : : : : Bitter

3. Worthless: : : H : : Valuable

4. Infair: ! : H : H H : Falr

5. Hice: ! : H : H H t Awful

b, Unpleasank; : : : : : : :+ Pleaeant

7. Good: H : : : : : : Bad

a, Kind: H : : : : : : Unkind

CONCEPT X: THE DEGREl' OF MUTUAL UNDERSTAMDING OF TEACHER/STUDENT
"MESSAGES" IN YOUR CLASSES

1. Good: 1 : : : : : Had

2. Unpleasant: : : H : : i Plea=ant
3. Wlce: : s : i Awful

b. Unfair: : s : : : : : Falr

5. Worthless: : : H : : : Valuable
B, Sweet: : : r ; 1 Bitter

7. Unsuccessful: : . H : : : Successful
. Kind: : : : r : : ¢ Unkind
CONCEPT XI: YOUR RAPPORT WITH STUDENTS

1. Successful: H : H : : : : Unaucceasful
2. Sweet: : : : H 1 : : Bitter

3. Worthless: : : : : : : Valuable




CONCEFT X11: THE NEED FOR CONCERMN ABOUT

].-r

?l‘

Only those teachers whe

Unfair: :

+n

E1]

Hice:

-
-

-

Unpleasant! H

ia

-

Good:

Kind; : !

Nice:

r
(X}

+a

STUDENT

FEFELIRGS

(E]

Unfalr:

"
ar

+E

e

Worthlegs: :

n

-

Sweet:

Unsuccesasa fir]; s 3

e

+1

Kind:

(%]

(X}

Good 1 H

(L]

[E]

Unpleasant: ! :

following:

have completed T.E.T.
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Fair
Awiul
Fleasant
Bad

Cruel

Awlul

Falr
Valuable
Bitter
Successiul
Cruel

Bad

Fleasant

should respond to the

CORCEFT KI1II1: On the checklist below, please indicate the degree to
which you Feel you are practicing in your clgesroom the

T.E.T. skills lieted:

Skills

Active Listening
Acceptance
Use of "I--mesaages'

No Lase Mathod of Conflice
Reaolution

begree to which practiced

Regularly

Seldom

Haver
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ﬁl

Bkills

Allow Student Participation
i Rule Secting

Gther Skills

123
Degree to which practiced

Regularly Seldem Rever
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APFENDIX B

STUDENT ATTITUDE SEMANTIC DIFFERENTIAL

Please read thege inatructions before continuing:

The purpose of this instrument is to determine how you feel

about certain "concepts" or conditions related to your
period clags., Your responses will not be used to rate you, your
teacher, or your classmates, but to provide general informatlion on
acudent attitudes about the clasarcom atmosphere. Your responses

will be treated confidentially and no names will be used In the

study.

To complete this instrument, £itst think about the '"concepc"
which ia wstated and relate it to your period class, Then,
using each acale under the concept, you decilde the direction of your
“"feeling" about the eoncept as it applies in your clapsroom. You can
show any ol seven degrees of "fFeeling" about the concept For each
scale, and you Indicate this by placing an X in the appropriate space.
For example;

DISCIPLINE PRACTICES (Conmcept)

1. Good ; H X . : : H H Bad

2., Unfair: : H ! ! : X : Falr

In thie example, the rater felt pretty good about discipline

practices in his/her class and also felt that the discipliine practices
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were vesasonably falyr., MNote that stronger or weaker feelinga could be
expresged by placing the X at a different point on the scale.

Some adjectives might not "fit™ che description as well asg
others. However, try to assoclate each pair of adjectives with the
cecncept and give an answer,

Please give vour first reaction and work qulckly, Each page

should be completed in about three minutes or less.

STUDENT ATTITUDE SEMANTIC DIFFERENTIAL

Student E, D, Ho,:

Sex: Male Female
Race: Black White Qther

CONCEPT I: ATTITUDE OF THE TEACHER TOWARD STUDENTS

1. Good: : : : : : H : Bad

2. impleasant: : : : : H + Pleasant
1. Nice: * H : ! : : ! AwEul

4, Infair: : : ' t ! ' : Failr

3. Worthless: : : : ' : : : VYaluable
G, Sweet: : : T : : t : Bicter

7. Unguccesgful: : : : : H : : Successful
B. Kind: : : : : ; ; : Cruel

CONCEPT II; EXPRESSING YOUR THOUGHIS TO YQOUR TEACHER

1. Succeasful: H 3 Unsuccegaful
2. Sweet: : Bitter

3. Worthless: ' : : : : : Valuable

&, Unfair: : : ; Fair




. Nice: ; : ; 3 ' :
5. Unpleasant: H H X X

7. Good : : : t :
g, Kind: ; ; : ;

CONCEFT ITI: SEEKING THE HELP OF YOUR TEACHER

1. Nice: ! : : t ; ;
2, Unfair: 3 i : : H :
3. Worthlesa: : i : : ;
4, Swest: : ; . : ;

3. Unpuccessful:

*n
-
-

i ¥ind: : : ; 1
7. Good ; : : : i
8, Unpleasgant : : : : . . :

126

Awful

: Pleagant

(3}

.
b

.
+

CONCEPT IV: THE VALUE YOUR TEACHER PLACES ON YOUR ATTITUDES

AND OPINTIOHS

1. Fair: 1

2. Worthless: H : ! : : :
3. Hice: : t : : :

&, Bitrer: : ! H

5, Successful: : : : : :

6, Fleasanc: : : : ; t
7. Bad: : i 1 :

a, Cruel: ! : H :

Bad

Cruel

Awful
Falr
Valuable
Bitter
Successful
Cruel

Bad

Pleasant

VALUES

: Unfair

Valuable
Awful

Sweet
Unsuccesaful
Unplescgant
Good

Kind
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CONCEPT V: THE "UNDERSTANDING' SHOWN BY YOUR TEACHER IN HANDLING
DISCIPLINE PROBLEMS 1IN CLASS

1. Unfair: : : : ; : ' : Falr

2, Worthless: : : : : : ; : Valuable
3. Bitker: : : : ! ! : ! Sweet

4. Unsuccezsful: : : t H : 1 Successiul
5, Cruel: t ; : ! ! : t Kind

6. Bacd: ! : : : : : Good

7. Unpleazant; H H : ' : r Pleagant
g, Awful; : : ! ! ! : : Nice
CONCEPT VI: YOUR WILLIMGHNEES TO LISTEN TO YOUR TEACHER

1, Good : : : : ! : : Bad

2, Nice: : : 1 Awful

3. Valuable: ! : C : : : : Worthless
&, SBuccessful: ! : * : : : : Unsuccegsful
5. Unpleasant: ; 1 : : : : : Fleasant
6, Unfair; : : : : : : Failr

7. Bltter: : : : : H : : Sweet

8, Cruel: : t : : : : Kind
CONCEPT VI1: AMOUNT OF STUDENT PARTICIPATION IN CLASSROOM

l. Gond; : : : : t : i Bad

2. Unsuccesgsful; : : ; : : : i duccegsful
1. Hice: r H : : : : ; Awful

&4, Bitter: : Sweet

5. Falr; : ; : ; : : : Unfair




H. Worthless: : 1 ;
7. FPleasant: ! H
8. Cruel; ; : ;

CONCEFT VII1: YOUR CGCENERAL FEELING ABOUT THIS CLASS

128

Yaluable
Unpleasant

Kind

: Lood

: Pladsant

: Nice

! Unfalir

e

: Valuable

1. Had: : : *
2. Unpleasant:

3. AwEul: : :

&, Fair:

3. Worthlesa: : : :
b. Bitter: : H

; Sweeb

7. Utsuccessbul;

B. Kind;

+

Successful

- Cruel

CONCEPT IX: YOURE OWN RESPONSIBILITY IN COMING TO THIS

CLASS

-+

AND ON TIME
i. Goed: ! : :
2. Lnpleagant; : : :
3. Hice; ; H :
&, Uniair: ; ; :
5, Worthlaga: : :
6. Bweet: H H

EVERY DAY

Bad
Plegsant
Awful
Falr

VYaluable

: Bitter

7. Unsuccessful:

ar

8, Kind; : ; :

e

CONCEPT X: SHARING YOUR "PERSOHNAL" FEELINGS WITH YOUR

1. Fuccegaful: : ! !

.
4

Succesgful

Cruel

TEACHER,

: Unsuccensful

Z. Sweal: : :

Bitcer



3. Worthlesga:
4, Infailr:
5. Nice:
6. Urtpleasant
7. Cood:
B. Kind:

CONCEPT XI: HOW "RULES' ARE

1. Nice:
z, Unfafir:
3. Worthlegs;
&. Sweet;

5. Unsuccessaful:

a. Kind:
7. Good :
B. Inpleasant:

CONCEPT XII: YOUR

L. Falir:
2, Worthlase:
1. Nice:
4, Bitter:
5. Sucgegpful;
6. Pleagant;
7. Bad;

8, Ctuel:

LT

LT

r

k
.

CLASS

aa

(T3
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Valuable
tair
Awful
Fleagant
Bad

Cruel

Awful
Falr

Valuable

: Biteer

-+

PROGRESE IN THIS CLASS

"
3

+ 4

Succegaful

Cruel

: Bad

: Pleagant

¢t AwFul

* Yaluable

: Awful

r Sweet

Punauccegatful
Unpleasant
trand

Kind



CORCEPT XI1I1: GENERAL

]-u

8.

CONCEPT XIV: YOUR RELATIONSHIPF WITH YOUR TEACHER

ll

MInfair:
Worthless:
Bitter:
Unsuccesgiul;
Cruel:

Bad:
Unpleasant:

Awful:

Successful;
Stwesl!
Worthless:
Unfatr:
Mice:

Unpleaszant:

BEHAVIOR IN

+
+

THIS CLASS

+w

ey s

LT

L]

-+

*d

na

T

*n

LT
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Fair
Valuable
Sweet
Succegaful
Kind

Good
Fleasgant

Hice

Unszsucceasful

ditter

: Valuable

+h

Fair

: Awful

Pleasant

Bad

: Cruel
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