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ABSTRACT 

This study focused upon a teacher who attempted to use demo

cratic processes in his classroom. The investigator developed a theory 

regarding democracy and democratic processes which was used as the 

basis of this study. The theory included the following seven stipu

lated categories: (l) Identifying and interacting with students, (2) 

Discovering and sharing interests, (3) Deriving problems and concerns, 

(U) Focusing on problems and concerns, (5) Developing approaches to 

problems and concerns, (6) Conducting the studies, and (7) Examining 

the results. In addition, the investigator, when employing what he 

refers to as democratic processes, initiates a series of teacher be

haviors which he calls Identification Process and Psychological Warmth 

Process. 

Utilizing the theory two instruments were constructed to aid 

in describing and analyzing the investigator's behavior. The two in

struments were: (1) The Identification Process Code, and (2) The 

Psychological Warmth Code. The Identification Process Code had three 

main categories of teacher behavior: (l) ORIGINATING, with four sub

categories, (2) CONVERSING, with five sub-categories, and (3) REORIGI-

NATING with three sub-categories. The Psychological Warmth Process 

Code had two main categories: (l) ACCEPTING, with eight sub-categories, 

and (2) REJECTING, with eight sub-categories. 

x 
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Audio tapes and video tapes of the investigator's behavior in 

his classroom were provided. A team of coders systematically observed 

the tapes and produced the data for this study. The high school 

classes of the investigator were American Problems and World History. 

The membership in the classes included ninth, tenth, eleventh, and 

twelfth grades. The data collected and coded were organized using the 

Identification Process and Psychological Warmth Process. In addition, 

a case study was provided which was organized around the seven stipu

lated categories. 

The following will summarize the findings of the study: 

1. Identification Process. The investigator tended to demonstrate 

several distinct patterns of behavior observed using the Identification 

Process. He appeared to show awareness of the students by attempting 

to make personal contact with as many students as possible. He sought 

to avoid behavior which might tend to interrupt the process. He 

tended to remain sensitive to students indicating his willingness to 

interact. He tried to elicit attention. The interests and experiences 

of the members of the class were his main focus. He tended to remain 

involved by responding, conferring, listening, exploring, and encour

aging student participation. Additionally, the investigator tried to 

generate new content, add ingredients to the class, contributed, and 

continually sought participation from all of the students. "Diversity 

and interaction were prevailing conditions. Conversing categories were 

the most frequently used by the investigator. 
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2. Psychological Warmth Process. The investigator tended to 

demonstrate distinct patterns of behavior in the Psychological Warmth 

Process. He appeared to provide a basis for interaction to establish 

a starting point for various discussions, to use student statements 

and experiences to maintain the process, to seek student participation, 

to pass student's statements and experiences along to others for class 

use, and to remain silent listening when it appeared appropriate. 

3. Case Study Utilizing Seven Categories. The investigator tended 

to utilize the seven stipulated categories. Throughout the entire case 

he appeared to move through the seven categories maintaining a con

stant interactive process with the students. He identified and inter

acted with the students and discovered and shared their interests. He 

tended to derive problems from their interests and to focus upon them 

for the basis of the class. He tended to develop approaches to the 

class problems which seemed to concern the students. When conducting 

the studies he worked with the problems, concerns and interests of the 

students. Throughout the entire case the investigator and the student 

examined the results. -



CHAPTER 1 

INTRODUCTION 

A persisting problem of educators has been the providing of-

useful descriptions of teacher classroom behavior and has been viewed 

from many perspectives. Studies by Anderson and Hunka, for example, 

sought to show relationships between teacher behavior and student 

intellectual and attitudinal development. Gibbŝ  chose to consider 

student-teacher relationships from the perspective of mutual depend

ence and help. Withall3 perceived that teacher behaviors and strate

gies create social-emotional climates which influence problem solving 

and other learning activities in the classroom. 

One perspective, closely linked to Withall's social-emotional 

focus, is that of the authoritarian-democratic continuum. Authori

tarian behavior, according to White and Lippitt,k tends to produce 

1. Charles C. Anderson and S. M. Hunka, "Teacher Evaluation: 
Some Problems and a Proposal," Harvard Educational Review, Introductory 
ed., 1967, p. 2. 

2. Jack Gibbs, "Is Help Helpful?", Association Forum and 
Section Journal of the Association of Secretaries of the YMCA, 1967, 
p. 6. 

3. John Withall, "The Development of a Technique for the 
Measurement of Social Emotional Climate in Classrooms," Journal of 
Experimental Education, March 19lt9, vol. 17, p. l»9. 

It. Ralph K. White and Ronald 0. Lippitt, Autocracy and 
Democracy (New York: Harper and Brothers, I960), pp. U.i2-lli6. 

1 



structured and carefully regulated situations. Deweŷ  explained that 

leader behavior in such situations is usually characterized by efforts 

to control not only overt behavior, but feelings, emotions, and 

opinions. 

Democratic behavior, in contrast to authoritarian conduct, 

tends to produce a less rigid structure in which self-development and 

cooperative effort become guiding principles for social organization.6 

Although teachers frequently talk about democracy and democratic pro

cesses, it is rare to discover one who employs such behavior in his 

classroom, asserted Remmers and Radler.? 

Statement of the Problem 

The purpose of this study was to investigate the following 

q 
question: In analyzing the teaching acts of the writer, a social 

studies instructor whose major objective was to employ democratic pro

cesses, what behavioral descriptions can be generated? 

Significance of the Problem 

Typically, teacher-classroom instructional objectives have 

tended to emphasize the development of students who are prepared to 

live in a democracy. This is true of social studies teacher 

5. John Dewey, Freedom and Culture (New York: Capricorn 
Books, 1963), p. 10. 

6. White and Lipuitt, op. cit., p. 22£. 

7. Herman H. Remmers and D. H. Radler, The American Teenager 
(New York: Charter Books, 1962), p. 126. 

8. The term"investigator" will be used often in place of 
writer. 
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objectives. Henderson̂  noted that the classroom in which democracy is 

practiced provides the kind of situation in which character development 

can take place. There seems to be little agreement, however, as to 

what teacher behavior contributes to this objective. 

Since democracy is presumed to be a central concern of social 

studies teachers, and since American culture tends to stress demo

cratic values, it seemed useful to describe and analyze the behavior 

of a teacher whose major instructional objective was to employ demo

cratic processes in the classroom. 

Assumptions Underlying the Problem 

The investigator made the following assumptions: 

Investigator 

1. The investigator holds that significant behavioral descrip

tions of a teacher employing democracy and democratic processes as his 

major objective can be generated. 

2. The investigator assumes that each person in the classroom has 

qualities of character and personal wishes that need fulfilling. 

3. The investigator believes that each person is capable of 

genuine contribution to his own welfare, that each person can, through 

interaction, offer worthwhile alternatives for use, and that the inter

action can enhance each person participating. 

U. The investigator assumes no authority of judgment over any 

person, particularly concerning a person's behavior. Each person 

9. Stella Henderson, Introduction to Philosophy of Education 
(Chicago: The University of Chicago Press, 1951)> p. 338. 



experiencing his own life's style will act in ways that seem rational 

and useful to him. 

The investigator believes there are no final rules or purposes 

for school, life, or existence. He does assume that humans are capable 

of establishing their own rules or purposes. 

Teaching 

1. Teaching is an intra-personal process and an inter-personal 

exploration where a teacher behaves with reference to his own attitudes 

and motivations, and interacts with students exploring his and their 

purposes. 

2. Teaching is concerned with attitudes and motivations which are 

complex. When this complexity is expressed in human personality it 

offers opportunities in a classroom. 

3. Teaching can be committed to democracy and democratic processes 

as ways of living, and to the idea of employing it in a classroom. 

Classroom process 

1. The classroom is a microcosm of the larger society. Each 

person has assimilated values from society which have functioned for 

him. The pluralistic character of the classroom is an extreme chal

lenge when attempting to utilize democratic processes. 

2. The classroom process offers opportunities for personal pur

poses, meanings, and functions through interaction. Isolation from 

interaction may result in personal limitations. 

3. The classroom process utilizes language as a means of social 

communication. Whenever a person attempts communication, the meaning 



expressed or received is always inadequate. The communication should 

be considered an expression related to a great deal more in the life of 

the person expressing or receiving the communication. 

Limitations of the Study 

The following operated as limitations in this study: 

1. The study was limited to selected social studies classes in

structed by the writer. 

2. The study was descriptive in nature. The descriptions were 

limited to instructor behavior and were not directly concerned with 

instructor objectives or evaluation. 

3. The data were derived from a carefully selected number of 

teaching episodes taken from the investigator's social studies classes. 

This study was paralleled by another investigation̂  which 

sought to describe and analyze the perceptions of former students and 

fellow faculty members of this writer regarding his teaching behavior. 

Definitions of Terms Used 

The following definitions obtain throughout this study: 

1. Democracy: (a) a way of living that stresses individual worth 

and integrity of human personality, in which individuals conduct 

social relationships on a plane of mutual respect, cooperation, toler

ance, and fair play; (b) a way of living where human action -and 

volition are not compelled by external agency; and (c) a way of living 

10. Warren B. Franzen, Selected Perceptions Regarding an 
Instructor's Democratic Methods (unpublished Doctoral dissertation, 
The University of Arizona, 1970). 



ordered to help each individual develop himself. This occurs when each 

person participates with his unique capacity to determine policy and 

social action. 

2. Democratic processes in the teaching act: (a) a teacher-

student relationship that develops each person's purposes, goals, 

needs, and actions using human and material resources within and with

out the school; and (b) a collective relationship where teacher, 

student and others are interacting — and where action and responsi

bility for direction are shared by each member of the class. 

3. Teaching act; the behavior, both verbal and non-verbal, per

formed by the teacher as an integral part of the classroom process. 

U. Verbal behavior: teacher talk. 

5. Teaching episodes: portions of the on-going teaching-learning 

process which were recorded in some form for future analysis. 

6. Audio-recorder: a machine used to record and reproduce sound 

and reproduce sight and sound for feedback. 

7. Coding instruments: a series of behavioral categories useful 

in describing and analyzing teacher classroom behavior. 

Organization of the Study 

In Chapter 2 a series of categories are stipulated indicating 

the investigator's operational beliefs concerning his classroom be

havior utilizing democratic processes. These categories are used to 

organize the related literature. Chapter 3 presents codes developed 

to describe and analyze the investigator's teaching behavior. In 

Chapters li and £ the data derived from the coding instruments are 



presented. Chapter 6 introduces a case study illustrating the use of 

the seven categories in the classroom. Chapter 7 provides a summary 

concerning the investigator's use of democratic processes in the 

classroom. 



CHAPTER 2 

THEORETICAL CONSIDERATIONS 

Introduction 

In this chapter, the investigator presents a theory and the 

supporting literature concerning his classroom behavior while under

taking democratic processes. The literature and the theory are 

organized as follows. 

1. The investigator explains his general perspective regarding 

democracy and democratic processes. 

2. The investigator explains his viewpoint concerning becoming 

and being a human in democracy. 

3. The investigator explains his theory regarding teacher behavior 

utilizing democratic processes. 

a. General process. The investigator stipulates seven broad 

categories of behavior constituting his operational be

liefs regarding democratic processes in the classroom. 

b. Identification process. The investigator explains his 

specific classroom behavior as being concerned with an 

identification process. 

c. Psychological warmth process. The investigator explains 

his specific focus and behavior repaying teacher-student 

interpersonal relationships. 
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Democracy and Democratic Processes 
in the Classroom 

The initial theoretical concern of the investigator is his 

position pertaining to democratic processes in the classroom. One of 

his basic ideas is that democratic processes can be utilized in the 

classroom. Any attempt to foster democracy, or democratic processes, 

in the classroom suggests that each person therein participates in the 

creation of the class activities. Democracy as a theory has been the 

concern of many different students. Democracy as the basis for living 

and learning is the central concern of this investigation. 

Dewey explained, 

. . . the process of democracy as a mode of associated living, 
of conjoint communicated experience. The extension of the 
number of individuals who participate in an interest so that 
each has to refer his own actions to that of others to give 
point and direction to his own, was equivalent to the break
ing down of barriers which kept men from perceiving the full 
import of their own activity; that democratic processes 
liberates personal powers and widens areas of shared con
cerns 

The investigator views his experience in the classroom as a 

process of associated living. He maintains that his own experiences 

are shared with the members of the class; that he should refer his own 

experiences to the class; and that he should consider the actions of 

class members to give point and direction to his own efforts. He 

further maintains that this mode of living tends to break down barriers 

between himself and the other class members, tends to liberate his 

personal potential, and gives more import to the total class activity. 

1. John Dewey, Democracy and Education (New York: The Free 
Press, 19U0, p. 87. 
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Democracy, a Central Concern 

Democracy, as a fundamental ideal in American high schools, is 

well established. Reeder2 associated the proper type and amount of 

education in the American high schools to democracy. He stated that 

education was the bulwark of democracy — the guarantee. However, 

Chambers and Salisburŷ  suggested that a contemporary sense of dis

crepancy exists between the ideal and the practice. 

Concerning this discussion, studies by Remmerŝ  regarding anti

democratic attitudes in American high schools tended to confirm the 

apparent discontinuity between the teachers' objectives and their 

classroom practice. Deweŷ  claimed that democracy meant freeing of 

intelligence .for independent effectiveness. He asserted, "It is a way 

of life requiring participation of every human being in the formation 

of values that assist men to pattern their relationships to act to

gether."̂  Dewey? also stated that democratic ends demand democratic 

methods for their realization. 

2. Ward G. Reeder, The Fundamentals of Public School Admini
stration (New York: The Macmillan Co., 1951), P« 3. 

3. William N. Chambers and Robert H. Salisbury (eds.), 
Democracy Today (New York: Collier Books, 1962), p. 12. 

Hermann H. Remmers (ed.), Anti-Democratic Attitudes in 
American Schools (Chicago: Northwestern University Press, 1963), 
p. 52. 

5. Dewey, op. cit. (Democracy and Education), p. 18. 

6. Ibid., p. 21. 

7. Dewey, op. cit. (Freedom and Culture), p. 82. 
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Democracy, a Process in Learning 

One key to understanding what is happening in the learning 

situation can possibly be found in descriptions of inter-personal 

relationships created between the students, on one hand, and between 

the teacher and the students on the other.8 Interaction is a primary 

concern in the use of democratic processes in the classroom teacher-

learning situation.9 However, the investigator suggests that it is 

difficult to get a clear concept of the personal and inter-personal 

relationships with the resultant interaction until something is stated 

concerning becoming and being a human. 

Becoming and Being a Human in Democracy 

The idea of developing an adequate personality through con

scious involvement in the process of becoming is a central concept to 

the investigator. In connection with this concept, Kelley-̂  maintained 

that, 

Since life is ever moving and ever becoming, the fully 
functioning person is cast in a creative role. But more than 
simply accepting this role, he sees creation going on all 
around him. He sees that creation is not something which 
occurred long ago and is finished, but that is now going on 
and that he is part of it. 

8. John Withall, op. cit., p. ij. 

9. Arthur Combs (ed.), Perceiving - Behaving - Becoming 
(Washington: Association for Supervision and Curriculum Development, 
1962), p. 202. 

10. Earl Kelley, "The Process of Becoming." Perceiving -
Behaving - Becoming. Arthur Combs (ed.). (Washington: Association 
for Supervision and Curriculum Development, 1962), p. 23U. 



He sees himself as an ongoing part of a world in movement 
... in process of becoming. This follows from the whole 
notion of self and others and the acceptance that they develop 
from each other and hence improve. 

Being human, according to the investigator and supported by 

Mclver and Page •'-I means that each individual is the unique offspring 

of a social heritage. Society, however, is more than a necessary en

vironment. Mclver and Pagê  claimed that society both liberates and 

limits the potentialities of individuals, not only by placing upon 

them definite restraints and inferences for behavior, not only in 

affording definite opportunities and stimulations, but also, subtly 

and imperceptibly, by molding attitudes, beliefs, morals, and ideals. 

Mclver and Pagel3 also suggested that attitudes, beliefs, stimula

tions, morals, ideals, opportunities, restraints, or inferences are 

societal options from which a person chooses to use or act upon. 

Initial Personality 

Toung-̂  pointed out that the human personality is minimal at 

birth. The initial interactions of an infant with other people begins 

the long task of becoming human. There is not intent to imply that at 

birth a child is not human. The intent is rather to give emphasis to 

the idea that the process of becoming socialized is developed through 

interaction with his society. Although society is broad, it is 

11. Robert M. Mclver and Charles H. Page, Society; An Intro
ductory Analysis (New York: Rinehart and Co., Inc., 1953), pp. U6-U7. 

12. Ibid., p. U7. 

13. Ibid., p. 2U.  ̂

lit. Kimball Young, Sociology (New York: American Book Co., 
19l|2), p. 363. 



particularized for each individual. It is different, yet seemingly-

similar, for each person. 

Individual Person 

The individual is wrought out, asserted Mclver and Paee.l̂  

Becoming an individual, they continued, means human initiative, in

ventiveness, varied resourcefulness. The assumption of responsibility 

for choosing beliefs, conduct, and values is a singular human effort. 

The choosing process varies within each culture or environment. The 

individual, regardless of the culture, is always the center of feeling, 

beliefs, activity, function, purpose and ideas. It is in the strug

gles, interests, aspirations, hopes, fears, or goals of individuals 

that common experiences occur.16 The personality is acquired from 

relationships in the society. It is developed. McMurrin-*-? contended 

that not only man the individual, but man the social being, is capable 

of genuine and positive achievement. 

Six Positions Concerning Being a Person 

The process of being a person seems to involve at least the 

six following considerations which underlie efforts to create and 

maintain a democratic milieu. 

15• Mclver and Page, op. cit., p. 63U. 

16. Young, op. cit., p. 36U. 

17. Sterling McMurrin, The Patterns of Our Religious Faiths 
(Salt Lake City: University Press of The University of Utah, 195U), 
p. 13. 
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1. Genetic. DobzhanskylQ explained that no two individuals 

possess the same genetic factors. Though genetic factors are impor

tant in determining certain limitations and possibilities of the in

dividuals, it is true, as the ancient Anaximander̂ ? asserted, that 

the human could not have arisen directly from mud because he was 

unable to feed himself. Humans at birth are dependent upon a social 

world. As life occurs and an individual grows, he can consciously 

increase his influence upon himself and his society.20 

2. Adaptability. Fromm̂ l pointed out that the human is malleable. 

He is also adaptable, according to Dobzhansky.22 Human evolution is 

rooted in man's adaptability.̂ 3 This adaptability is a result of his 

constant search for conditions he regards as more favorable to his 

well being. Kluckhohn2U took note of the great diversity of human 

values. Through the socialization process, a person takes on the 

18. Theodosius Dobzhansky, Evolution, Genetics, and Man (New 
York: John Wiley and Sons, Inc., 19!HDT~P«—<C* 

19. Will Durant, The Story of Philosophy (New York: Wash
ington Square Press, Inc., 1965), p. 63. 

20. Clyde Kluckhohn, Mirror for Man (Greenwich, Conn.: 
Fawcett Publications, Inc., 1951), pp. 20-21. 

21. Erich Fromm, Man for Himself (New York: Rinehart and 
Co., Inc., 19̂ 7), p. 21. 

22. Dobzhansky, op. cit., p. 11. 

23. Ibid., p. 10. 

2i|. Kluckhohn, op. cit., p. 152. 



specific cultural values of his residence and world of experience, 

thus children are brought up differently in different societies. 

Every society communicates to the new generation, and to each 

person in the society, the standard picture of valued ends and sanc

tioned means. According to Young,2£ individuals learn the rules. 

If conflict arises it tends to elicit some form of accommodation. 

The proper etiquette, the agreements developed between competing 

economic groups, along with techniques, traditions and arrangements 

which define relationships demonstrate man's ability to accommodate. 

3. Irreversible and Accumulative. The personality is irrevers

iblê  and accumulative.27 As it develops, each person assimilates 

new values. Today's rapidly changing world features population 

mobility, cultural contrasts, technological advancements. The new 

values and the rapid changes do not, however, cancel the values assimi

lated in early life experiences. The new experiences bee one an in

tegral part of the massive accumulation of the person's being. New 

experiences enter into a constantly changing relationship between 

people.28 The irreversible and accumulative experience is essentially 

25. Young, op. cit., p. 8hh 

26. Leona E. Tyler, The Work of the Counselor (New York: 
Appleton-Century-Crofts, Inc., 1961), p. 88. 

27. Seward Hiltner, Pastoral Counseling (New York: Abingdon 
Press, 1969), p. 28. 

28. Young, op. cit., p. 867. 



a process of assimilation — a common sharing and blending of folkways 

and mores, of laws and other societal features forming distinctive 

patterns in the personality. It is difficult to alter the ideas, 

attitudes, values, and habits, which touch the deepest features of a 

person's cultural training. Such does occur, observed Peters and Far-

well̂  as a constant process. 

U. Language. One of the cultural processes by which a person 

develops is his personality through the spoken word — language. 

Kluckhohn̂ O held that language is an instrument for action. Words, 

he observed, are used to comfort, to cajole individuals into fantasy 

or daydreams, to let off steam, to goad into activity, or to deny. 

Words are used to promote purposes, to build verbal pictures, to coax, 

protest, invite, or threaten. 

The primary social value of speech, contended Cherry,31 is to 

permit individuals to work more effectively together and to ease 

social tensions. He noted that communication is very much a social 

affair. Speech and writing, he went on, are by no means the only 

systems of communication.̂  Social intercourse is greatly strength

ened by habits of gesture, nods, smiles, frowns, handshakes, kisses, 

fist shakes, and other body movements which convey subtle understanding. 

29. Herman J. Peters and Gail F. Farwell, Guidance: A 
Developmental Approach (Chicago: Rand McNally and Co., 1959), p. 217. 

30. Kluckhohn, op. cit., p. ll£. 

31. Colin Cherry, On Human Communication (Cambridge, Mass.: 
Massachusetts Institute of Technology Press, 1967), p. 3. 

32. Ibid., p. £. 
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There is nothing more human than language according to Kluck-

hohn.33 He suggested that only humans can communicate abstract ideas 

and converse about conditions which are contrary to fact. People live 

in an environment largely verbal and language-directed. Not only do 

they talk to themselves, to their families and friends, but they also 

read newspapers, books, and other written material. People listen to 

the radio, sermons, lectures, watch movies and television. In addi

tion, they use the telephone, telegraph, and other media. 

5>. Person Incomplete. Human development is never complete, 

explained Mclver and Page.3h Conflicts, clashes, repression, and 

•' revolts constantly occur. New inventions create new relationships 

so that the individual seems constantly to be in process — adjusting 

to familiar and unfamiliar relationships. Human curiosity, according 

to Landis,35 seems to thrive on openness to new experience. 

6. Individual Achieved. Individuality is regarded as something 

to be achieved and realized, Mclver and Page36 maintained. They 

reasoned that, in a democratic society, the individual and the society 

are not to be conceived as enemies to each other. Rather, the indi

vidual and his fellow men are continuously engaged in a process of 

interactive dependency.37 

33• Kluckhohn, op. cit., p. lllu 

3U. Mclver and Page, op. cit., p. £2. 

35. Paul Landis, Social Problems (New York: J. B. Lippin-
cott Co., 19*9), p. 138. 

36. Mclver and Page, op. cit., p. 55. 

37. Ibid., p. 52. 
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The next part of this chapter, "Democratic Teacher Behavior," 

a theory of teacher behavior which is designed to encourage democratic 

processes in the classroom, is set forth. 

Democratic Teacher Behavior 

The investigator developed three ways to explain his teaching 

behavior. The first of the three explanations has to do with the 

general process of the classroom. In this process the investigator 

analyzes out seven categories which help to explain his operational 

beliefs concerning the encouragement of democratic processes in the 

classroom. 

General Process 

1. Identifying and interacting with students. 

2. Discovering and sharing interests. 

3. Deriving problems and concerns. 

lu Focusing on problems and concerns. 

5. Developing approaches to problems and concerns. 

6. Conducting the studies. 

7. Examining the results. 

Identifying and Interacting with Students. Peters and FarweLl38 

noted that in the identity process each individual is trying to 

clarify who he is and how he can most adequately function. Inasmuch 

as high school students are in a unique phase of life the identity 

38. Peters and Farwell, loc. cit. 



19 

process is complex.39 Along with the developments of the high school 

student the teacher is in a complex developmental process also.̂ O In 

addition to these two complexities each person has the problem of 

explaining to himself and others the meaning of the identity process 

itself, noted Erikson.̂ 1 Graubard̂ 2 pointed out that in most any 

process an analysis of the relations between individuals whose moti

vations are never transparent and a group whose reasons for responding 

are obscure are invariably complex. 

a. Identity process in the classroom. The identity process 

in the classroom has to do with.the function and status 

experienced by each person. Erikson̂ 3 observed that each 

individual places ereat importance upon identity formation. 

Each person seems to be concerned about persons and ex

periences which make sense to him ~ and the responses to 

these which will be appropriate. 

b. Identity formation. Identity formation, Erikson suggested, 

. . . employs a process of simultaneous reflection and 
"observation, a process taking place on all levels of 

39. Lakin Phillips and James F. Gibson, Psychology and Per
sonality (Englewood Cliffs, N. J.: Prentice-Hall, Inc., 1957), 
pp. 93-9U. 

hO. Robert R. Bell (ed.), The Sociology of Education (Home-
wood, 111.: The Dorsey Press, Inc., 1962), pp. 327-335. 

hi. Erik H. Erikson, Identity: Youth in Crisis (New York: 
W. W. Norton and Co., Inc., 1968), p. 155. 

h2. Stephen R. Graubard (ed.), preface to "Philosophers and 
Kings: Studies in Leadership," Daedalus, Journal of the American 
Academy of Arts and Sciences (Summer 1968), D. V. 

h3. Erikson, op. cit. (Identity), p. 156. 
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mental functioning, by which a person judges himself in 
light of what he perceives to be the way in which others 
judge him in comparison to themselves and to a typology 
significant to them; while he judges their way of 
judging him in light of how he perceives himself in 
comparison to them and to types that have become rele
vant to him.W* 

c. Identity changing and developing. The identity process is 

always changing and developing. FrommU5 pointed out that 

each individual has his own unique qualities, however, 

being human he senses commonness with others in the iden

tity situation. He continued that each individual shares 

a certain core of human oualities, but still is a unique 

entity, different from anyone else. 

d. Identity process psycho-social. Another aspect of the 

identity process is psycho-social. By this is meant the 

home, the neighborhood, and other social organizations 

represent values that have influenced the individual. 

Eriksonk6 asserted that personal growth and communal change 

are not separate relationships, but rather, they help to 

define each other. Communal change is dependent upon the 

quality of relationships developed between people. Events 

in history have stimulated inventions that have increased 

mobility. Extensive varieties of transportation, immediate 

and distant tools of communication, and seeming"ubiquitous 

UU. Ibid., p. 22. 

h$» Fromm, op. cit. (Man for Himself), p. 20. 

U6. Erikson, op. cit. (Identity), p. 23. 
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mass media seriously affects individual development. Other 

inventions bring dissolution of primary bonds, change asso

ciations such as family, neighborhood, religion, and other 

community groups. An era of technology creates new values, 

interests, beliefs, purposes, and social relationships.̂  

e. Identity in classroom relationships. The classroom re

lationships constitute the ingredients of the identity 

process. Stewart̂  stated that learning the identification 

of a person and learning the identity relations are essen

tial. Fromm̂ ? pointed out that identity is guaranteed by 

membership in groups, be it family, clan, nation, or class. 

The process of identifying, stated Straus,allows a per

son to organize his action with reference to the overt acts 

of people around him. As the class proceeds the actions 

of the members of the group afford references with which 

each individual can work. Fiscĥ l suggested that the 

identity process is far more important than the end results. 

He held that the results are only useful to the extent 

that they enrich the ongoing process. 

U7. Landis, op. cit., p. 223. 

U8. David A. Stewart, Preface to Empathy (New York: Philo
sophical Library, 1956), p. 2. 

U9. Erich Fromm, The Sane Society (New York: Rinehart and 
Co., Inc., I960), p. 196. 

50. Anselm L. Straus, Mirrors and Masks: The Search for 
Identity (Glencoe, 111.: The Free-Tress7-19?9yr̂ ~7î  

51. Max H. Fisch, Classic American Philosophies (New York: 
Appleton-Century-Crofts, Inc., 1951), p. 295. 
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f. Teacher in the identity process. The teacher participates 

in the classroom identity process with the students. He 

remains aware of the changes. He watches for developing 

and persistent differentiation of behavior. The young 

adult in high school searching for his personal identity 

is eager and willing to fuse his identity with the identity 

of others.£2 He is ready to commit himself to concrete 

affiliations and partnerships even though thi.s may require 

significant compromises. On the other hand, when persons 

sense fear, or sense behavior apparently intent upon 

alienation or threat, individuals tend to avoid personal 

contact.̂ 3 The teacher in the identifying process needs 

to be sensitive to all behavioral acts expressed. When a 

student appears to be timid, aggressive, anxious, lonely, 

or happy the teacher, in furthering the identity process, 

expresses sensitive awareness. 

The identification process for teacher and student is 

satisfied when basic human wishes are fulfilled, stated 

Landis.̂  These wishes, he continued, are: 

New experience. Every person obtains fulfillment when 

he encounters, or experiments with the new. 

£2. Erik H. Erikson, Childhood and Society (New York: W. W. 
Norton and Co., Inc., 1963), p. 263. 

53. Ibid., p. 36!j. 

5k» Landis, op. cit., pp. 138-bO. 
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Security. Each person builds a world of personal 

attachments. These attachments obtain for the individual 

an experienced and integrated existence. They become the 

familiar place, or thing, for each person. 

Response. Each person wishes for involvement in love 

and affection. As a matter of fact, the child from birth 

requires social response. This need is immediately man

dated for such things as food, shelter, warmth, and 

clothing. Additionally, social needs are equally mandated. 

Recognition. Each person exists in a personally recog

nized place, or has a social, personal identity. Recogni

tion is acted out by use of personal names, sharing of 

interests, values, beliefs, and inventions. Recognition 

establishes personal and social relationships for each 

individual. Each person stands for something. His life 

means something to him personally. He has feelings of self 

respect and self esteem. He feels that his life ha3 per

sonal significance. 

Discovering and Sharing Interests. As the identity process 

evolves, the investigator seeks to position himself within the group 

and interacts through a series of declarations involving social values. 

The intent of the investigator is not only to express his personal 

feelings about interests, but also to encourage an open expression by 

each member of the class concerning his special interests. The posi

tions expressed by members of the class and the declarations of ideas 



about social values do not necessarily mean that each person is to act 

upon his expression of interests. The intent of this interaction is 

for the teacher to participate with the students in a process openly 

offering alternative issues, concerns, and interests about which all 

members of the class may have a concern.?? 

a. Interests varied. People's interests vary. Interests are 

expressed in simple curiosity, a concern for certain 

social events, feelings about personal and social relation

ships, a desire to acquire some skill, an urge to aid, an 

attitude of amusement, a concern about a vitally important 

problem, a feeling that is capricious, a serious act, a 

challenge seen by students, or teacher, or genuine silence, 

explained Peters and Farwell, 

Where interests are fostered, learning and personal 

social processes, seem to be promoted, claimed Gross and 

Murphy.̂  Interests appear to be distributed along a con

tinuum ranging from a degree of complete aversion, through 

a neutral feeling, to a degree of enjoyment and involve

ment. Peters and Farwell?® pointed out that finding in

terests and finding each person's relationship to those 

Bell, op. cit., p. 32. 

£6. Peters and Farwell, op. cit., p. 320. 

Ronald Gross and Judith Murphy, The Revolution in the 
Schools (New York: Harcourt, Brace and World, Inc., 196U), p. 181. 

?8. Peters and Farwell, op. cit., p. 321. 



interests is not generally a question of pupils lacking 

interest, but rather a matter of discovering people's in

terests, and then joining with them to provide activities 

where interests can be utilized. 

b. Discovering and sharing acquired by conferring. The pro

cess of discovering and sharing interests is recognition 

of the interrelationships of people. People would perish 

without aid. from others.59 He continued that recreating 

as well as achievement is dependent upon sharing. 

c .  Sharing assumes something to share. There exists a certain 

inference in the concept of sharing which suggests that 

people have something to share. In the democratic process 

there is a need for the teacher to become involved in the 

sharing and discovery process. His own life and experience 

become a matter of shared data. The emphasis upon dis

covery, as stated by Bruner,̂ - helps the participants in 

transforming information fbr better use, and helps each 

person to learn how to go about the very task of learning. 

d. Discover-openness — freedom-productive. The act of dis

covery, according to Combs,̂ 2 is most apt to occur when 

59. Ralph B. Winn (ed.), John Dewey: Dictionary of Education 
(New York: Philosophical Library, 1959), p. 55. : 

60. Ibid., p. 36. 

61. Jerome Bruner, "The Act of Discovery," Ronald Gross and 
Judith Murphy (eds.). (New York: Harcourt, Brace & World, Inc., 
196U), p. 166. 

62. Combs, op. cit., p. 72. 
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the openness of the class is maintained. With opennes in 

the class process, each member is free to express or with

hold any statement of his values or feelings,̂ 3 A produc

tive sharing of these ideas, interests, and feelings, 

maintained Fromm,̂  is based upon the fundamental assump

tion that a person must be free in using his personal 

powers. As each participant comes to sense this climate 

of freedom within the class, he tends to develop a corre

sponding feeling of increased self-worth.̂  

In the open process of discovering and sharing in

terests, dialogue is extended. Each member of the class 

seeks insights, or explores, with other members of the 

class, claimed Howe.̂ 6 in the resultant dialogue, the 

participants discover shared interests with one, or several 

of the class. 

Deriving Problems. As the process of discovering and sharing 

interests continues, the participants begin to identify problems which 

concern one or more of the class members. These problems tend to be 

perceived and held for some sort of action as the participants confer 

with each other regarding various interestsThe action moves in a 

63. Hiltner, op. cit., p. J>1. 

6U. Fromm, op. cit. (Man for Himself), p. till. 

6£. Combs, op. cit., p. 73. 

66. Reuel L. Howe, The Miracle of Dialogue (New York: The 
Seabury Press, 1963), p. 7> 

67. Gross and Murphy, op. cit., p. 155. 



number of directions. Some of the students want to read, others desire 

to continue the dialogue, others want to survey, still others want to 

observe various experiences, while others are quite uncommitted. 

a. A problem. A problem arises under these circumstances 

when an issue, a concern, or an event, affecting some, or 

many of the members of the class is considered. Two things 

are necessary in this definition of a problem to make it 

useful: (l) the notion that something can be done about 

the conditions giving rise to the problem; and (2) the 

feeling that the people in the class are capable of doing 

something about the problem.68 

b. Conditions giving rise to problems. The conditions that 

give rise to a problem may have unusual variety. The 

variety exists in the range of experiences of the class 

members. These derive from personal experiences of the 

participants as well as from the interactions occurring in 

the class. The problems also come from conflicting value 

systems, according to Bernard.Often the value systems 

of the people involved seem to exist in close proximity to 

each other. This is largely because the conflicts, values, 

and similarities and differences have their origin in 

68. Paul B. Horton and Gerald R. Leslie, The Sociology of 
Social Problems (New York: Appleton-Century-Crofts, Inc., 1955), P» U. 

69. Jessie Bernard, "Social Conflict in the Community." Lynn 
T. Smith (ed.). (New York: The Dryden Press, 1951), p. 60U« 
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common social inventions and institutions.The wide 

results of social inventions such as societal stnictures, 

population mobility, industrial technology, along with 

current myths, mores, and legends seem to establish a basis 

for problems. These can be identified as specific 

interests of the class members. 

Social life, stated Horton and Leslie,involves con

flict between persons and groups who have thines in common 

and experiences not shared. In the classroom the differ

ences may not be large but only very slight variations of 

interest. In deriving problems for action, the choice to 

act is not from any coercive effort to curb differences. 

Rather, problems arise as a result of persons with differ

ences working together to create mutually shared problems. 

As these are considered further, diversity in perspective 

tends to become increasingly apparent. From this context 

of diversity, certain problems emerge as issues of special 

concern for the participants in the class. 

Focusing on the Problem. Group focus on a problem seems to 

occur as a result of the conferring process. This process gradually 

evolves into a series of various sized smaller groups, or individuals, 

who increasingly focus on discrete problems of their choice.̂  The 

70. Horton and Leslie, op. cit., p. 607. 

71. Ibid., p. 629. 

72. Ibid., p. Hi. 



act of choosing is fundamental in this process. It is this act which 

enables each student to encounter a problem, or another student. Per

haps for the first time in the student's classroom life he has his 

ideas, feelings, opinions, and attitudes listened to, explained 

Rogers.in this encounter the student's ideas, concerns, and efforts 

become the focal point -- the matter for consideration. Each student 

works out of his own choice, free to decide whether he will work on 

one or another project, problem or issue. He is completely free to 

decide that he will do nothing. He is free to decide whether he will 

work alone or in a group. The process of focusing, or choosing a par

ticular problem may or may not be related to the plans of the teacher. 

a. Teacher's intent. The investigator's intent while the 

group is focusing on problems is to encourage, commend, 

and to continue to use all of the categories of identifi

cation including discovering interests, deriving problems, 

and maintaining personal contact. One of the highly re

garded categories of the investigator is the experience of 

choosing. Fromm"̂  suggested that to exercise choice is to 

assume immediate responsibility. He suggested that, with

out this responsibility to choose, an individual has a deep 

sense of powerlessness, and that individual thinking is 

impoverished to that extent. On the other hand,- arbitrary 

73. Carl Rogers, Freedom to Learn (Columbus, Ohio: Charles 
E. Merrill Publishing Co., 1969), p. 313. 

7h» Fromm, op. cit. (The Sane Society), p. 207. 
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assignment of problems by external authority tends to pre

clude expressions of open and free participation, claimed 

Kelley.̂  ̂ The investigator consults with the participants 

but avoids any form of activity wherein he makes choices 

for the students. The consultations and choosing activi

ties affords the teacher excellent opportunities to become 

involved with the students in focusing on problems. 

Developing Problem Approaches. As the various problems or 

issues come into focus, the teacher participates intensely and inti

mately in the discussions which proceed. His intent is to offer ideas, 

plans, alternatives, school facilities, communities' resources, or 

other helps. In addition, he informs the students of his own enjoy

ment, desires, and feelings, and aids in maintaining openness and 

freedom of interaction by all members of the class. The investigator 

involves himself with each group where he has acquired permission. 

The investigator does not intrude into the lives of the class members. 

He offers his ideas and experiences. He asks for permission to be 

involved with them and acts when permission is received. The process 
''t ' 

of gaining permission is fundamental, stated Hiltner.^6 To more ade

quately relate to the students a whole range of behavior is used. The 

investigator challenges, listens, Questions, jokes, supports, converses 

and consults. All that he does in any group stems from a genuineness 

75. Earl Kelley, op. cit., p. 235. 

76. Hiltner, op. cit., p. 29. 
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of feeling and sincere concern for all of the group members.Out of 

this intense, intimate and deeply human interaction, each group and 

individual, in due time, develops an approach, a plan of action, or a 

work schedule which will lead to some resolution of the problem. Once 

the problem approaches are developed, the next step involves seeking 

solutions to the problem — conducting the study. 

Conducting the Study. In this phase of a problem, conducting 

the study, Gross and Murphy?® stated that participants experience a 

great sense of discovery and feeling of action. The emphasis is upon 

doing while still discovering and sharing interests. The participants 

continue in the process of identifying, deriving problems, focusing 

upon them, and developing approaches. All of this effort becomes an 

integral part of each person's specific action. The action is consti

tuted of work done in class, the library, other parts of the school, 

at home, in the community, in various parts of the nation and the 

world, and any other places the investigation leads. The investigator, 

a full participant, is involved in the action. 

a. Teacher acts as facilitator. Opportunities are multiple 

for developing techniques of inquiry during the process of 

conducting the study. The investigator operates as a 

facilitator.79 His intent is to help in making available 

77. Gardner Murphy, "What Can Youth Tell Us About Its Poten
tialities?", Bulletin of the WationalAssociation of Secondary School 
Principals, (May 1966), vol. £0, pp. 25-26. 

78. Gross and Murphy, loc. cit., p. l££. 

79. Rogers, op. cit., p. 312. 



a variety of resources, to stay in contact and be involved 

with the participants in a number of inter-personal 

relationships, to constantly maintain instructor openness 

and student freedom to inquire as studies evolve and 

develop, to offer information that seems related to the 

various projects, and to participate in the satisfactions 

of the class derived from the efforts of the entire class. 

In developing problems it takes many kinds of talent or 

abilities. 

b. Class possesses diverse abilities. In the classroom inter

action, certain talents, or facilitating possibilities are 

found to exist among members of the class.®0 Various mem

bers of the class have contacts in the community; some are 

aware of unusual resource material; some can provide trans

portation. Some students are able to type and some work 

well in organizing projects. Constantly unsuspected abili

ties come into focus to aid the class process, explained 

Rogers.The emphasis is upon working together. Raths, 

Qp 
Harmin, and Simon pointed out that, where someone values 

something and that person works and acts upon these values 

80. Ibid., p. 313. 

81. Ibid., p. 3Hi. 

82. Louis E. Raths, Merrill Harmin, and Sidney B. Simon, 
Values and Teaching (Columbus, Ohio: Charles E. Merrill Publishing 
Co., 1966), p. 29. 



as an individual or in groups, the value shows up in the 

lives of those who work around him. 

c. Teacher offers problems. In addition to being active in 

student created issues or problems, the investigator offers 

problems he deems important and essential. At times he is 

able to work upon these with members of the class. There 

are times, however, when he, like other members of the 

class, has to work alone and then present the results of 

his work to the class as an individual project. 

As various studies of the problem take shape or become 

productive, the investigator suggests that the members 

participating in a given problem share as much of their 

efforts as possible with the rest of the class.®3 Sharing 

of studies is accomplished in different ways. 

d. Individuals and groups present progress reports. Various 

student presentations take many forms.Students use 

bulletin boards, guest lectures, or dialogues involving 

the participants. They read papers, pass out written mate

rials, suggest bibliographies, present book reports, 

dramas, panels, debates, and small group discussions. On 

other occasions students plan field trips, use audio-visual 

materials such as movies, film strips, overhead projectors, 

83. Hiltner, op. cit., p. 1*9. 

8I4. Sterling G. Calahan, Successful Teaching in Secondary 
Schools (Glenview, 111.: Scott, Foiresman and Co., 1966), p. 326. 



artistic presentations, and readings. At this stage of the 

classroom process, self-actualizing features are promi

nent.®̂  

Examining the Results. As the class members begin their dif

ferent studies and pursue these, many occasions are found to examine 

and analyze what is transpiring. In the process, opportunities arise 

to distinguish purposeful features. Henderson®̂  indicated that man's 

behavior is purposeful and is directed toward satisfying his wants. 

She asserted that man can discriminate, distinguish, and analyze 

selected experiences. The active process of identifying certain 

features of an experience is known as examining. 

a. Personality identity examination. Peters and Farwell®̂  

explained that personality development and a sense of 

identity are achieved where autonomy exists. They con

tended that individuals seek features from life which 

clarify personal identification, and that group processes 

aid in this complex experience. In the classroom elements 

of analysis and synthesis are found in informal and un-
OO 

scheduled moments of examination. 

8£. Combs, op. cit., p. 36. 

86. Stella Henderson, Introduction to Philosophy of Education 
(Chicago: The University of Chicago Press, 1951), p. 25. 1 

87. Peters and Farwell, op. cit., p. 220. 

88. H. Gordon Hullfish and Philip G. Smith, Reflective Think-
ing: The Method of Education (New York: Dodd, Mead and Co., 1968), 
p. 198. 
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b. Analysis synthesis self-correotion. Hullfish and Smith®̂  

stated that all class members are part of the process of 

analysis and synthesis. The act of asking questions, seek

ing information, making certain responses to action, 

arguing, reviewing, and establishing permission to inter

act with members of the class is, in fact, examination. 

Nixon̂  pointed out that humans have real potential for 

self-correction. 

c. Shared meaning. The pursuit of shared meanings exists at 

the center of the teaching-learning life.̂  Proper con

cern for fact, knowledge, experience, interactive relation

ships, and learning is the realization of meaning. The 

investigator, by participating with the students, not only 

seeks to know what reactions or responses students put on 

a sheet of paper, but he also learns about the students' 

actions and their use of knowledge. By participating with 

the students at every level possible, the investigator's 

opportunity to better understand his students is increased. 

Through such participation the teacher can observe the 

knowledge that becomes important to each student as he 

internalizes the experiences. It seems to be a part of 

89. Ibid., pp. 99-100. 

90. Robert E. Nixon, The Art of Growing (New York: Random 
House, Inc., 1968), p. xxi. 

91. Hullfish and Smith, op. cit., p. 199. 
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learning and reasoning for each person to examine and give 

meaning to each event in his life's experience.̂ 2 

Man must accept the responsibility for himself, states 

Fromm,93 an(j only by using his own powers can he give 

meaning to his life. Involvement as a participant raises 

other inquiries. Erikson,̂  for instance, suggested that 

the American culture lacks opportunities for close human 

contact. He asserted that group participation often pro

vides chances for meaningful human relationships. Through 

such contacts human growth occurs. 

The conclusions to problem solving is the realization 

by the participants that they have been involved in an on

going process, and that what really mattered was the new 

set of relationships, the new reality, which the partici

pants created for themselves.̂  Feedback to participants 

is continual and supportive.̂  In addition to the general 

process included in the investigator's theory of his be

havior, there are two specific behavioral descriptions . 

which he utilized in this study. The first of these he 

92. Fromm, op. cit. (Kan for Himself), p. U5. 

93. Ibid., p. U6. 

9b. Erikson, op. cit. (Childhood and Society), p. U8 

95, Murphy, op. cit., p. 27. 

96. Hullfish and Smith, op. cit., p. 197. 



refers to as the identification process. The second of 

these he refers to as psychological warmth. 

Identification Process 

The investigator, when employing what he refers to as demo

cratic processes in his classes initiates a series of teacher behaviors 

he calls the identification process. This action is designed to bring 

the teacher into early and close contact with the students in the 

class. 

Originating. Students arrive in a class from many different 

locations — and for a variety of reasons. The investigator extends 

a greeting, and initiates some form of communication with the students. 

He immediately attempts to show his awareness of each person, and to 

make personal contact with each student. 

a. Originating contact. Immediate and personal contact is 

made with students as the teacher consults with each per-

97 son in the classroom. Consulting, a part of the identity 

process, is undergirded by the assumption that each person 

is capable of relevant comment and action, and that his 

existence is of primary worth.There exists a further 

assumption that each person's reasons for arriving in 

the class can result in a significant contribution to the 

individual and the group. A crucial teacher behavior at 

97. Asahel D. Woodruff, The Psychology of Teaching (New York: 
Longmans, Green and Co., Inc., 1916), pp. 118-120. 

98, McMurrin, op. cit., p. 35. 
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this juncture is that each person is contacted concerning 

his participation in the class. In making this initial 

contact, however, the investigator intends that each per

son's choice to participate remains fully with the student. 

b. Originating introduce. While originating contact with 

students, the investigator makes a series of preliminary 

statements and introduces certain concepts to the class. 

At this stage of the identity process he is concerned with 

supplying possible reasons and purposes for the students 

being in the class. These preliminary statements or com

ments may contain selected information regarding the in

structor. 

It is customary, according to Rogers99 for teachers to 

put on a role, a facade, and only remove it when they leave 

school. In effect, the teacher forces himself to be some

one other than himself, and he seems to perceive the school, 

and the process within, to be an extension of these same 

forced emotions. The act of introducing contains stated 

reasons for class existence and selected topics of possible 

interest. The intent is not to act out artificial posi

tions with their associated roles, but to discover reality 

in the lives of the people associated in that classroom. 

During the early stages of the class, the investigator 

extends himself to indicate willingness to interact with 

class members. 

99. Rogers, op. cit., p. 107. 
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c. Originating-invite. The third category of originating be

havior in the identification process is invite. The in

vestigator invites students to express themselves concern

ing personal interests or concerns. The intent is to 

attract the attention of each student in the class. The 

act of inviting someone to participate tends to indicate 

a concern for each person and, furthermore, it suggests 

that each individual has experiences, ideas, concepts, or 

feelings that can enhance the class Inviting carries 

with it some suggestion of the desire to include each 

person and also indicates the investigator's willingness 

to involve himself with every member of the class. 

d. Ori ginating-pos it ion. Another aspect of originating be

havior in the identification process is that of the inves

tigator positioning himself. In this behavior, the teacher 

provides clear indications of where he is, what he believes 

and which things he values ~ he takes positions. He 

verbally suggests ways the class might be organized. 

He indicates his feelings concerning directions the class 

might develop. In this action he verbally demonstrates 

his willingness to use the suggestions that were made by 

the members of the class and he contributes to the discus

sion that results. 

100. Raths et al., op. cit., pp. hh-h!?. 

101. McMurrin, op. cit., p. 3E>. 

102. Fromm, op. cit. (Man for Himself), p. 182. 



Conversing. In the identification process the investigator 

seeks to converse with the students. This interactive behavior occurs 

as the main feature of the identity process. At this point in the 

general process, participation in the class dialogue tends to be high 

and, at times, intense. The quality and content of these developing 

relationships are the personal and exclusive concern of the investi

gator in the classroom process.103 In the conversation, the 

investigator asserts himself while attending very carefully to the 

statements of others. He uses his own assertions and those of the 

students as subjects of conversation. 

Kluckhohn̂ k pointed out that the primary social value of 

language is in getting individuals to work together and to ease social 

tensions. He continued, saying that the social value of conversation, 

particularly with a teacher, exists in stimulating and maintaining con

versation within and among the class members. He also suggested the 

need to avoid preoccupation with judgmental niceties, or attempted 

acts of superiority. Howê ®̂  pointed out that, in conversations where 

a sizeable group is involved, it is important to maintain both the 

values of the individual and the group. The group and the individual 

are integrally complimentary. 

103. Dale L. Womble, Foundations for Marriage and Family 
Relations (New York: The Macmillan Co., 1966), p. hi. : 

IOI4. Kluckhohn, op. cit., p. 115• 

105. Howe, op. cit., p. 10. 
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a. Conversing-silence. In the identification process where 

conversation is occurring, an important teacher-action is 

silence. A person who responds to others, stated Howe,-̂  

listens. The investigator attempts to remain silent while 

various students speak. Teacher talk disappears during 

this phase of conversing. Peters and Farwell-'-'-'? asserted 

that, in conversation, listening is a requirement. The 

teacher who listens demonstrates his intent to receive the 

content of the student's message, including its affective 

tone, and prepares himself to respond to the message. 

Peters and Farwell̂ ® suggested, furthermore, that listen

ing implies a sensitivety to association of ideas, recur

rent references, shifts in train of thought, concealed 

meanings, and inconsistencies. 

b. Conversing-respond. Following silence a usual teacher be

havior is to respond. He acknowledges student communica

tions verbally and non-verbally with the intent of 

confirming reception of the communication. The investi

gator responds with laughter, smiles, or by some other 

kind of body gesture. He shows his concern for the language 

of the student by using it in his reply. In every instance 

or relationship he shows that he expects to be known, as 

106. Ibid., p. 73. 

107. Peters and Farwell, op. cit., p. 210. 

108. Ibid., p. 211. 
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well as to know.-1-̂  in a sensitive way he shows the stu

dent's life to be a part of his own. 

c. Conversing-explore. Extending the identity process, the 

investigator explores with the students. This is an ex

tension and an elaboration of respond and is intended to 

continue the interaction concerning possible meanings of 

the messages transmitted thus far. The investigator might 

ask a question concerning student beliefs, purposes, atti

tudes, ideas, skills, or relationships. There is no intent 

to require an answer or response from the student. Any 

action by the student is his individual choice and is 

accepted by the investigator. Peters and FarwellHO hold 

that personal choice is the central part of autonomy — 

that individual autonomy is a reflection of the mind and 

will of a maturing person. 

During exploring an attempt is made to develop certain 

specific teacher-student relationships which seem pivotal 

to individual autonomy and group activity. 

1. All members of the class are considered equal. 

The investigator attempts to meet each student on a per

sonal basis — it is a personal encounter.m 

109. Howe, op. cit., p. Ul. 

110. Peters and Farwell, op. cit., pp. 217-218. 

111. Rogers, op. cit., p. 106. 
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2. Each person's behavior is accepted as fully as 

possible and becomes an integral part of the class activity. 

It is important in the identity process, and particularly 

when exploring occurs, that each person feels that he is 

not alien to the process, that he is a significant person 

in association with other people in the class. 

3. The investigator seeks to avoid any possibility of 

coercion, 

U, Before the teacher acts in conjoint relationships 

with students, he seeks permission from each individual 

student. In exploration there is a seeking for interactive 

relationships — these occur when the participants have 

indicated permission for such to develop. 

d, Conversing-contribute. During the identity process the 

investigator contributes by generating communication with 

distinctly new content. His intent is to add ingredients 

to the discussion not previously present, and to extend 

the interaction. He openly shares his interests, beliefs, 

ideas, purposes, feelings, and experiences with the class. 

He cannot expect openness of expression if he remains 

112 secretive about himself. The emphasis is on sharing 

rather than confessing. Confessing, asserted Liebman,-®-̂  

112. Ibid., p. 106. 

113. Joshua L. Liebman, Peace of Mind (New York: Bantam 
Books, 1955), p. 103. 
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demands dependency, or forgiveness, or magic, or guilt, 

where sharing is growth oriented and tends to liberate. 

e. Conversing-include. As an accompaniment to personal con

tribution, the investigator attempts to include. He moves 

to attract additional students into the dialogue. His 

intent is to augment the number of students participating, 

and to raise the quality of the dialogue through additional 

perspectives. The identity process is inclusive, rather 

than exclusive.-̂  Including as many persons as possible 

indicates a willingness on the part of the teacher to keep 

the sharing process open. Including and sharing recognizes 

that each person is free to use the acts of the class. 

Howê  ̂noted that class sharing includes at least two in

gredients, the participation of each person involved and 

the issues, subjects, ideas, beliefs, concepts, or concerns 

which are the content. 

Reoriginating. At times during the interactive process a lull, 

an interruption, or confusion occurs. At that point, reoriginating 

occurs if the interrupted pattern of communication is to be resumed. 

Such instructor behavior occurs when conversation lagged, has been 

interrupted, or has terminated.-*"̂  

111. McMurrin, op. cit., p. 35. 

11̂ . Howe, op. cit., p. 73. 

116. Ibid., p. 77 

117. Callahan, op. cit., p. 212. 
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a. Reoriginating-review. A part of the reoriginating process 

is reviewing. The investigator seeks to recapitulate pre

vious conversation. He restates positions taken by himself, 

by stdents, or he discusses projects which are in process 

or are completed. His intent is to highlight what appears 
iiO 

to be major points in the dialogue. He again seeks a 

shared level of understanding from which to proceed. 

b. Reoriginating-recontact. The investigator in the reorigi-

nating process is, in effect, recontacting various members 

of the class. He speaks to and reinitiates communication 

with students who have previously participated in class 

interaction. His intent is once again to show his aware

ness of each person present and to re-establish personal 

contact with him.'"̂  

c. Reoriginating-reinvite. The investigator, again, indicates 

a willingness and desire to interact with the students. 

His intent is to reattract the students' attention and to 

elicit statements from them concerning their interests and 

concerns.̂ 0 At no point is reoriginating a forced revival 

of conversation or a freed discussion to fill in minutes of 

the class hour. It is a mutual expression of desire to 

continue the interaction. 

118. Howe, op. cit., p. 71 

119. Woodruff, op. cit., p. 119. 

120. McMurrin, op. cit., p. 3h. 



The next division in this chapter explains the investigator's 

behavior while attempting to use psychological warmth in the democratic 

processes. 

Psychological Warmth 

The investigator, while seeking to stimulate democratic pro

cesses in the classroom, utilizes a process he refers to as psycholo

gical warmth.Psychological warmth is an interpersonal relation

ship which the investigator attempts to develop with members of his 

•I pp 
class. At the heart of the teaching-learning situation are the 

personal relationships that are created between a teacher and the 

individual student. This interpersonal relationship is sometimes 

expressed in terms of social distance.̂ 3 At other times it is ex

pressed as cooperation-conflict behavior, according to Young. 

The contact which the teacher and student establish between 

them is both social and psychological, explained Erikson.̂ 1? in the 

ideal circumstance, where teacher and student achieve a high ouality 

of relationship, the role of the teacher and student seems to disap-

pear. What remains is an enjoyable interchange between two individuals 

where each learns.-̂ 6 

121. Ralph K. White and Ronald 0. Lippitt, Autocracy and 
Democracy (New York: Harper and Brothers, I960), pp. 209-211. 

122. Ibid., p. 209. 

123• Thomas E. Lasswell, John H. Burma, and Sidney H. Aronson, 
Life in Society (Chicago: Scott, Foresman and Co., 1965), p. 130. 

12lt. Young, op. cit., p. 662. 

12̂ . Erikson, op. cit. (Childhood and Society), p. 82. 

126. Lasswell et al., op. cit., p. 128. 
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According to Tyler,̂ 7 psychological warmth, as with any other 

psychological process, has to do with individual perceptions. When a 

person perceives a relationship with another as being non-threatening, 

non-judgmental, or accepting, that person tends to feel comfortable 

and self-assured. If, on the other hand, a person is perceived by 

another to be threatening, judgmental, and non-accepting, the chance 

for psychological warmth to develop between these people is diminished. 

As a teacher becomes involved with the students, he tends to become 

accepting.3-̂ 8 The act of accepting is shown in many ways. 

Psychological Warmth-Accepting. The investigator theorizes 

that his behavior relates to a series of specific categories which are 

subsumed under the rubric "psychological warmth" — an interpersonal 

relationship. The first broad category contains a selection of eight 

accepting behavioral positions which the investigator believes he 

employs. 

a. Set. To make contact with members of the class, the in

vestigator makes the first move. This part of the psycho

logical warmth process is called set. In set, the investi

gator establishes a starting point, a basis for inter-

n o  9  
action. The ideas and issues the teacher introduces in 

set are not mandates upon which the students are forced to 

act. They are, rather, alternatives to be considered, 

127. Tyler, op. cit., p. l£l. 

128. Howe, op. cit., p. 11. 

129. Combs, op. cit., p. 79. 
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accepted, rejected, or held for later use. Fisch -̂30 sug

gested that acceptance, rejection, and suspension of 

judgment all constitute firm choices. Another function of 

set is to assist the investigator in making himself ready 

for participation with the class.-̂ 1 He offers his ideas, 

and himself for class use. In addition, he asks members 

of the class to join in the action. 

b. Consider. Through use of the democratic processes, accept

ance can be extended by the teacher by using a student's 

statement or act. When such occurs, the investigator 

refers to this instructor's behavior as consider. Con

sidering, according to Raths,-̂  is responding to and using 

a student's statement. He suggested that, by using a 

student's statement, it demonstrates to that student a 

certain teacher satisfaction in the student — and in his 

statement. 

Considering a student's statement permits the investi

gator to clarify and participate in what the student prizes 

and cherishes.̂ 3 The investigator's intent in this par

ticular behavior is fourfold. 

130. Fisch, op. cit., p. lhl. 

131. Combs, op. cit., p. 205. 

132. Raths et al., op. cit., p. 29. 

133. Ibid., pp. 29-30. 
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1. He wishes to convey his acceptance of the student's 

statement. Tyler̂ h claimed that acceptance enables a 

person to be interested in another's ideas or behavior, 

instead of passing judgment. She indicated that acceptance 

shows a willingness to interact over differences in posi

tion and shows a realization that the ongoing experiences 

of each individual is a complex pattern of results from 

striving, thinking, and feeling. 

2. He wishes to communicate that the statement is of 

interest to him. Asch-̂ 5 pointed out that persons derive 

enjoyment from seeing their feelings, ideas, or actions 

reflected in the acts of others. 

3. He desires to participate as an equal. Fiscĥ -36 

stated that the equality of individuals to participate as 

fully as any other in a group assists in maintaining open

ness and freedom. 

It. He wishes to contribute in maintaining the inter

active situation. 

Strauŝ -37 explained that face-to-face interaction is a 

developing, open, and continuing process. He further 

13lu Tyler, op. cit., pp. 2l»—27. 

13£« Solomon E. Asch, Social Psychology (New York: Prentice-
Hall, Inc., 19#), pp. 333-336. 

136. Fisch, op. cit., p. 391. 

137. Straus, op. cit., p. 



stated that the initial identity of another merely sets 

the stage for action.̂ -38 The need for this identity, 

stated Fromm,̂ 39 stems from the very condition of human 

existence. He held that identity provides a content within 

which teacher and student can actively deal with social 

existence. 

c. Invite. Continuing beyond consider in the interactive 

process, and using a student's statement or act, another 

stage of psychological warmth is invite. In this behavior 

the investigator seeks student participation. His intent 

is to attract student attention and to show his desire to 

interact with them.-̂ 0 

d. Refer. As group members move through a series of inter

personal relationships, personal identity, for both the 

investigator and students, emerges.1̂ 1 This ongoing pro

cess is furthered as the investigator refers a student's 

statement to another person, or refers it back to the 

original student. In effect, he passes the statement 

along.-̂ 2 The intent in this behavior is to provide addi

tional ooportunities for members of the class to become 

involved in the interactive situation. 

138. Ibid., pp. 15-17. 

139. Fromm, op. cit. (The Sane Society), p. 167. 

1U0. Straus, op. cit., p. 2£. 

liil. Combs, op. cit., p. 23. 

Hj2. Rogers, op. cit., p. I6I4. 
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e. Encourage. As different members of the class act, or make 

statements, and when it seems appropriate to the investi

gator, he verbally encourages them. In the act of encour

aging, he indicates an understanding of certain difficulties 

in the task before the student. discusses with the 

student some of the factors which make the task appear 

hard. He asks the student to interact with him in exploring 

alternative solutions to the problem. 

f .  Reassure. In addition to encourage the investigator acts 

in ways which tend to reassure members of the class. In 

this action he indicates confidence in the student's 

capacity to do the task before him, stated Rothney and 

Roens.lW» He suggests similarities of the problem to 

others which the student has solved. His intent in this 

behavior is to indicate his, the investigator's, uncer

tainty regarding solutions to the problem, to ask the 

student what possible solutions he may have, and in the 

interaction which follows explore a whole range of possible 

solutions. 

g. Commend. Reassuring a student is closely linked to commend. 

The investigator, in commending, indicates satisfaction 

Hi3. Straus, op. cit., p. 29. 

lUu John W. M. Rothney and Bert A. Roens, Counseling the 
Individual Student (New York: The Dryden Press, 1953)> p. 138. 



with a student's statement or performance, asserted 

Straus.His intent in this behavior is to provide 

recognition to the student(s) for such performance as in

teraction, skill accomplishment, and product creation. 

The satisfaction expressed in the commendation is not a 

statement from a superior to an inferior, but is rather a 

genuine expression of a Dersonal feeling that the investi

gator is enjoying the statement of the student, that the 

investigator's life is enriched by the statement or action. 

h. Silence. Silence, Tyler-̂ ? stated, can eive the students 

a chance to participate, to interact with each other, to 

think through several areas, or to organize thought, and 

observe. In addition, she noted, it gives the investigator 

a chance to observe students interacting, to detect clues, 

to understand themes or patterns of ideas developing, or 

to identify particular behavior of certain individuals. 

Non-Verbal Behavior. During the initial stapes of this study 

the writer considered non-verbal behavior as a valuable part of the 

study. When the data were collected, however, it was discovered that 

nothing really significant seemed to emerge from the non-verbal cate

gories. Conseouently, the non-verbal aspects of the study viere 

3li£. Straus, op. cit., p. b7. 

Iit6. Ibid., p. 86. 

Ht7. Tyler, op. cit., pp. 33-3U. 
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deleted. The study was concerned with verbal behavior only. This 

applied both to the accepting and rejecting categories. 

Psychological Warmth Rejecting. In another kind of behavior 

termed rejecting, the investigator intentionally intervenes to check, 

or hinder, any possible flow of communication from one person to 

another. He may act to rebuff student behavior, he ignores students' 

statements, or he may fail to respond to the students. His intent in 

such rejecting behavior is to shift the topic, to get others to soeak, 

or to avoid the interactive situation. Another rejecting behavior is 

blocking. The investigator deliberately intervenes to prevent another, 

student from becoming involved. Hiltner-̂ ® held that blocking the 

flow of communication destroys relationships between members of groups. 

The investigator also discourages. In this behavior he indi

cates his lack of understanding of the problem and the difficulties 

involved in the task before the students. Two additional rejecting 

behaviors are belittling and deprecating. The full intent of the re

jecting behaviors is that they tend to minimize the tasks before 

students, indicates real lack of interest or understanding, indicates 

a lack of confidence in student capacity, and in addition, indicates 

a real dissatisfaction with student statements or performance. 

1K9 Straus held that rejecting behavior injures the self-regard of the 

person rejected and that self-regard is related to the duality of 

relationships which exist between people. 

Ih8. Hiltner, op. cit., p. 2l£. 

1U9. Straus, op. cit., p. 63. 



The last of the rejecting behaviors to be discussed is silence. 

Silence often is an extension of other rejecting behaviors. It may-

follow from such behavior as rebuff, and ignore. Silence can be used 

to block the flow of communication or as a check to other types of 

behavior. Silence may also follow the behavior of discourage, be--
I 

little, and deprecate. When the teacher does not talk, it sometimes 

contains the actions and the intent of reject. Silence, asserted 

Tyler,often conveys deep meanings in interactions and often these 

meanings are rejecting and destructive. 

Summary 

In this chapter the investigator presented his theory con

cerning teacher behavior in the classroom wherein he utilized demo

cratic processes. 

He viewed the classroom as a process. He explained his beliefs 

concerning democracy and democratic processes. In addition, he sup

ported the concepts of his theory with related literature. 

The 'theory of teacher behavior utilizing democratic processes 

was illustrated and explained using: 

A general process: In the general process the investigator 

stipulated seven categories indicating his operational beliefs con

cerning democratic processes in the classroom. 

The identification process: Using a series of teacher be

haviors the investigator explained his theory concerning the identi

fication process. 

1̂ 0. Tyler, op. cit., p. 3 k »  



Psychological warmth: In this teacher behavior the investi

gator explained his theory utilizing a process of interpersonal 

relations. 

The following chapter is a presentation of tvro instruments 

developed for use in examining and analyzing the data. 



CHAPTER 3 

INSTRUMENTS FOR EXAMINING AND 

ANALYZING TEACHER BEHAVIOR 

Introduction 

Two instrments were developed for use in examining and 

analyzing the investigator's video and audio tapes. The first of 

these instruments or codes is called the "Identification Process" 

while the second is called the "Psychological Warmth Process." De

tails of these codes are presented in the following. 

Identification Process 

The identification process code is designed to permit the 

investigator to view, listen to, and systematically record his obser

vations concerning selected aspects of his classroom behavior while 

attempting to establish personal contact with students. The code in

cludes three main categories: Originating, Conversing, and Reorigi-

nating. The first of these, Originating, contains four sub-categories: 

contact, introduce, invite, and position. The second, Conversing, 

contains five sub-categories: silence, respond, explore, contribute, 

and include. The third, Reorginating, contains three sub-categories: 

review, recontact and reinvite. 

56 
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THE IDENTIFICATION PROCESS CODE 

l.O1 ORIGINATING 

1.1 Contact 

1.2 Introduce 

1.3 Invite 

I.I4 Position 

This interactive behavior occurs in the initial 
stages of the process at that point where inter
action begins. 

The teacher extends greetings and initiates 
communication with students. His intent is: 
(l) to show awareness of each person, and (2) to 
make personal contact with each student. 

The teacher makes preliminary statements to stu
dents. His intent is to: (1) supply possible 
reasons and purposes for students being in the 
class, (2) supply certain information regarding 
the instructor, (3) supDly certain reasons for 
class existence, and (b.) suDt>ly selected topics 
of possible interest. 

The teacher indicates a willingness and desire to 
interact with students. His intent is to: (l) 
attract student attention, and (2) elicit state
ments from students concerning their interests 
and concerns. 

The teacher suggests possible ways the class might 
be organized. His intent at this point is to: 
(l) indicate his feelings concerning possible 
directions the class might develop, (2) demonstrate 
his willingness to use the suggestions that are 
made by members of the class, and (3) participate 
in the discussion that might result. 

2.0 CONVERSING This interactive behavior occurs as the main fea
ture of the identity process. At this point 
participation in the dialogue tends to be high. 

2.1 Silence The teacher is silent while students speak. He 
pays attention to the speaker. His intent is to: 
(l) receive the content of the message — including 
its effective tone, and (2) prepare himself to 
respond to the message. 

1. Coding numbers are explained in Chapter h. 
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2.2 Respond The teacher acknowledges student communication 
verbally and/or non-verbally. This action most 
often follows after a period of listening --
silence. The teacher's intent is to: (l) signal 
reception of the communication, and (2) answer 
the student. 

2.3 Explore The teacher analyzes student communication. This 
action usually represents an extension and/or 
elaboration of Respond. The teacher's intent is 
to: (l) consult with the student regarding pos
sible meaning of the communication, and (2) 
continue interacting with the student. 

2,U Contribute The teacher communicates with distinctly new con
tent. His intent is to: (1) add ingredients to 
the discussion not heretofore present, and (2) 
continue the interaction. 

2.5 Include The teacher attracts additional students into the 
dialogue. His intent is to: (l) aupment the 
number of students participating, and-(2) raise 
the quality of the dialogue through additional 
perspectives from the others. 

3.0 REORIGINATING 

3.1 Review 

3.2 Recontact 

This interactive behavior occurs at certain times 
in the process when the conversation lags, has 
been interrupted, or appears to have terminated. 

The teacher initiates a recapitulation of the 
conversation. His intent is to: (l) highlight 
what appeared to him to be major points of the 
dialogue, and (2) seek a shared level of under
standing of the immediately preceding content. 

The teacher speaks to and reinitiates communica
tion with the students who may have previously 
participated in class interaction. His intent is 
to: (l) again show his awareness of each person, 
and (2) re-establish personal contact with each 
student. 

3.3 Reinvite The teacher, again, indicates a willingness and 
desire to interact with the students. His intent 
is to: (l) reattract students' attention, and 
(2) elicit statements from them concerning other 
interests and concerns. 
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Examples of Teacher Behavior 

The following examples are illustrative of teacher behavior 

utilizing the categories of the identification process: 

1.0 ORIGINATING This interactive behavior occurs at the very onset 
of the process, the point at which interaction 
begins. 

1.1 Contact The teacher extends greeting and initiates com
munication with students. His intent is to: 
(1) show awareness of each person, and (2) make 
personal contact with each student. 

Contact extends greeting 

Teacher: "Hi Fred." 

initiates communication 

Teacher: "Fred, I saw the Boeing ibl come 
into the airport." 

shows awareness of each person 

Teacher: "I'd like to talk to each of you 
about it." 

makes personal contact 

-

Teacher: "Nancy, may I talk to you?" 

1.2 Introduce The teacher makes preliminary statements to 
students. His intent is to: (l) supply possible 
reasons and purposes for being in class, (2) 
supply certain information regarding instructor, 
(3) suoply certain reasons for class existence, 
and (I4) supply selected topics of possible in
terest. 
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Introduce makes preliminary statements 

Teacher: "First of all, about the routine 
we developed before. . 

supplies reasons — purposes for being in 
class 

Teacher: "This class may help you find what 
you would like to do." 

supplies information regarding instructor 

Teacher: "I like to use dialogue in class." 

supplies reasons for class existence 

Teacher: "The state requires this course." 

supplies topics of interest 

Teacher: "We can study social or personal 
problems." 

1.3 Invite The teacher indicates a willingness and desire to 
interact with students. His intent is to: (l) 
attract student attention, and (2) elicit state
ments from students concerning their interests 
and concerns. 

Invite indicates willingness to interact 

Teacher: "I'd like to work with you," 

attracts student attention 

Teacher: "You in the education committee, 
look at this." 

elicits statements concerning interests 

Teacher: "Tell me the items that interest 
you." 
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1.U Position The teacher suggests possible ways the class might 
be organized. His intent at this point is to: 
(l) indicate his feelings concerning possible 
directions the class might develop, (2) demonstrate 
his willingness to use the suggestions that are 
made by the class, and (3) participate in the dis
cussion that might result. 

Position suggests ways class might be organized 

Teacher: "Each of us could suggest how the 
class could be organized," 

indicates feelings concerning direction 
class might develop 

Teacher: "Some of us might want field 
trips, guest speakers, readings, 
or whatever." 

demonstrates willingness and desire to use 
suggestions made by class members 

Teacher: "Bob, let's use your art sketch," 

participates in discussion 

Teacher: "I think that idea might have 
some decided possibilities." 

2,0 CONVERSING This interactive behavior occurs as the main 
feature of the identity process. At this point 
dialogue and participation are usually high, 

2.1 Silence The teacher is silent while student speaks. He 
pays attention to the speaker. His intent is to: 
(1) receive the content of the message, including 
its effective tone, and (2) prepare himself to 
respond to the message. 
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Silence remains silent while student speaks, pays 
attention to speaker — to receive content, 
prepares to respond 

Teacher: (is silent — looks at speaker, 
nods, moves toward speaker, 
gestures, etc.) 

2.2 Respond The teacher verbally and/or non verbally acknowl
edges student communication. This action most 
often follows listening, or silence. The 
teacher's intent is to: (l) signal reception of 
the communication, and (2) answer the student. 

Respond acknowledges communication 

Teacher: "Right, that has possibilities, 
Kip." 

signals reception of communication 

Teacher: "Let me say it back to you to see 
if I got your message," 

answers the student 

Teacher: "Could we discuss what you have 
said, and see if we can develop 
another view?" 

2.3 Explore The teacher analyzes student communication. This 
action usually represents an extension and/or 
elaboration of Respond. His intent is to: (l) 
continue interaction with students, and (2) con
sult with students regarding possible meaning of 
communication. 
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Explore analyzes communication 

Teacher: "Now, let's find out what you said, 
and let's analyze your statement." 

continues interaction with students 

Teacher: "Mary, you put the meat in? Now, 
what would you add to the salad, 
Eileen?" 

consults regarding meaning of communication 

Teacher: "How did you mean for me to use 
your statement?" 

2 ,h  Contribute The teacher communicates with distinctly new 
content. His intent is to: (1) add ingredients 
to the discussion not heretofore present, and 
(2) continue the interaction. 

Contribute communicates new content 

Teacher: "Here are a couple of items not 
mentioned yet." 

adds ingredients 

Teacher: "Pollution and poverty have not 
been mentioned yet." 

continues interaction 

Teacher: "Bill and Apnes, you haven't 
mentioned pollution." 

2.5 Include The teacher attracts additional students into the 
dialogue. His intent is to: (l) augment the 
number of students participating, and (2) raise 
the quality of dialogue through additional per
spectives from the ciass. 
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Include attracts additional students into dialogue 

Teacher: "Steve, you haven't commented. 
•What do you think about it?" 

augments number participating 

Teacher: "Besides Steve and his comment, 
Mary, you and Ed haven't told 
us your experience yet." 

raises Quality of dialogue 

Teacher: "Along with these comments, 
let's have some others who were 
there tell us what you think." 

REORIGINATING This interactive behavior occurs at certain times 
in the process where the conversation lags, has 
been interrupted, or appears to have terminated. 

3.1 Review The teacher initiates a recapitulation of con
versation. His intent is to: (l) highlight 
what appeared to him to be major points of the 
dialogue, and (2) seek a shared level of under
standing of the immediately preceding context. 

Review initiates recapitulation of conversation 

- Teacher: "Let's go over some of the things 
you said earlier." 

highlights major points of dialogue 

Teacher: "You stressed urban blight, world 
population, and poverty. How 
about holding to them?" 

seeks shared understanding of the meaning 

Teacher: "Do we all feel the same about 
the topics mentioned?" 



3.2 Recontact The teacher speaks to and reinitiates communi
cation with students who may have previously 
participated in class interaction. His intent 
is to: (l) again show his awareness of each 
person, and (2) re-establish personal contact 
with each student. 

Recontact speaks to and reinitiates communication 
with students 

Teacher: "John, you brought up the idea 
of compression as a breaking 
action. . . is there more to be 
said?" 

again shows awareness 

Teacher: "Charlene, I remember now what 
you said about seams." 

re-established personal contact 

Teacher: "Jennie, I mentioned that to 
you before." 

3.3 Reinvite The teacher again indicates a willingness and 
desire to interact with students. His intent is 
to: (l) reattracts student's attention, and (2) 
elicit student's statements concerning other 
interests and concerns. 
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Reinvite again indicates willingness and desire to 
interact 

Teacher: "I'd like to rework the idea of 
survey sampling with you, Bill." 

reattracts student's attention 

Teacher: "Mary Ann, you seemed to enjoy 
the second dance movement. 
How do you feel about it now?" 

elicits student's statements concerning 
interests and concerns 

Teacher: "Rod, you said you were con
cerned and interested in the 
weather around Laramie because 
you lived there at one time. 
Do you have any other feelings 
about it?" 

Psychological Warmth 

The second of the two instruments is Psychological Warmth, a 

code for observing interpersonal behavior. This code is designed to 

aid the investigator in describing his verbal classroom behavior. 

The code has two main categories, accepting and rejecting teacher 

behavior. The accepting category contains eight sub-categories: set, 

consider, invite, refer, encourage, reassure, commend, and silence. 

The rejecting category also contains eight categories: hinder, re

buff, ignore, block, discourage, belittle, deprecate, and rejecting 

silence. The accepting and rejecting categories were not set against 

each other as antithetical behaviors, but were established as behaviors 

consistent with the theory advanced in Chapter 2. 
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THE PSYCHOLOGICAL WARMTH CODE 

1.0 ACCEPTING 

1.1 Set The teacher establishes a starting point for in
teraction. His intent is to: (l) provide a basis 
for interaction, (2) make himself ready for par
ticipation with the class, (3) offer himself and 
his ideas for the class use, and (b) demonstrate 
that he desires class members to join in the class 
action. 

1.2 Consider 

1.3 Invite 

1.U Refer 

1.5 Encourage 

The teacher uses the student's statement in one 
way or another. He may speculate on the uses 
and consequences of the statement. On the other 
hand, he may take time to think and reflect. 
His intent in this behavior may be at least four
fold: (1) he wishes to convey his acceptance of 
the statement, (2) he wishes to communicate that 
the student's statement is of interest to him, 
(3) he desires to participate as an equal with 
the rest of the group, and (h) he wishes to con
tribute in maintaining the interactive situation. 

The teacher seeks student participation. His 
intent in this behavior may be to: (l) show a 
desire to interact with students, (2) attract 
student attention, and (3) elicit statements 
from students. 

The teacher turns the statement to another stu
dent or back to the original student. The 
teacher, in effect, passes the statement along. 
The intent in this behavior may be to involve 
students in the interactive situation. 

The teacher indicates understanding of difficul
ties in the task before the student. He may 
discuss with the student some of the factors that 
make the task appear hard. He may ask the stu
dent to interact with him in exploring alterna
tives, solutions to the problem. 
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1.6 Reassure The teacher indicates confidence in student's 
capacity to do the task before him. He may sug
gest similarity of the problem to others which 
the student has solved. His intent in this be
havior may be to: (1) indicate his (the teacher's) 
uncertainty about solving the problem, and (2) 
ask the student what possible solutions might be 
considered. 

1.7 Commend The teacher indicates satisfaction with student's 
statement, or performance. His intent in this 
behavior may be to provide recognition to the 
student for such performance as: (l) interaction, 
(2) skill accomplishment, and (3) product creation. 

1.8 Silence The teacher remains silent while students speak. 
There is no teacher talk. He pays attention to 
the speaker. His intent is to: (1) receive mes
sage of speaker, and (2) prepare to respond. 

2.0 REJECTING 

2.1 Hinder The teacher acts as an obstacle to interaction. 
His intent in this behavior is to: (l) avoid any 
basis for interaction, (2) monopolize class time, 
(3) refrain from personal contact, and (U) impede 
class members joining in action. 

2.2 Rebuff The teacher refuses to seek student participation. 
His intent in this behavior may be to: (l) 
attract attention to himself, (2) avoid getting 
statements from class members, and (3) keep from 
interacting with the class. 

2.3 Ignore The teacher fails to respond to a student's state
ment. His intent in this behavior may be to: 
(l) shift the topic, (2) get others to speak, and 
(3) avoid interaction. 

2.U Block The teacher intervenes deliberately to check any 
possible flow of communication from one student 
to another. The intent in this behavior may be 
to prevent any other student from becoming in
volved in the interaction at the moment. 
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2Discourage The teacher indicates a lack of understanding of 
the difficulties in the task before the student. 
He tends to minimize the task. His intent in 
this behavior may be to: (l) indicate a real 
lack of understanding, (2) change the topic, and 
(3) show a lack of interest. 

The teacher indicates a lack of confidence in 
the student's capacity to accomplish the task. 

The teacher indicates dissatisfaction with the 
student's statement or performance. 

The teacher remains silent while student speaks. 
He does not pay attention to speaker. His intent 
in this behavior is to: (l) avoid message of 
speaker, (2) avoid responding to student state
ment, and (3) avoid interacting, or participation 
with the student. 

Examples of Psychological Warmth 

• The following constitutes examples of teacher behavior uti

lizing the categories of psychological warmth. 

1.0 ACCEPTING 

1.1 Set The teacher established a starting point for 
class interaction. His intent is to: (l) pro
vide a basis for participation, (2) make himself 
ready for class developments, (3) offer himself 
and his ideas for class use, and (U) ask class 
members to join in the action. 

2.6 Belittle 

2.7 Deprecate 

2.8 Silence 
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Set establishes starting point 

Teacher: "Let's begin by discussing eggs." 

provides basis for participation 

Teacher: "Several of you may want to see 
these experiments." 

makes self ready for developments 

Teacher: "Yes, I think I'm ready to work 
with you." 

offers self and ideas for use 

Teacher: "I'd like to join you in that." 

asks members to ."join action 

Teacher: "Pam, I'd like you to help." 

1,2 Consider The teacher uses student's statement in one way 
or another. He may speculate on uses and con
sequences of the statement. His intent in this 
behavior may be at least fourfold: (1) he wishes 
to convey his acceptance of the statement, (2) 
he wishes to communicate that the statement is of 
interest to him, (3) he desires to participate as 
an equal with the rest of the group, and (Lt) he 
wishes to contribute in maintaining interactive 
situation. 



Consider uses student's statement 

Student: "I'd like to operate a space 
station." 

Teacher: "Manager of a space station, 
what about that, RalphI" 

wishes to convey acceptance 

Teacher: "All right, Ed, what do you have 
in mind?" 

wishes to communicate interest 

Teacher: "Now, that's an intriguing idea." 

desires to participate as equal 

Teacher: "I think I feel that the same as 
you." 

wishes to contribute in maintaining inter
active situation 

Teacher: "I can't imagine what the space 
we call sky would look like from 
the moon, can you?" 

1.3 Invite The teacher seeks student participation. His 
intent in this behavior may be to: (l) show a 
desire to interact with the students, (2) 
attract student attention, and (3) elicit 
statements from the students. 
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Invite seeks student participation 

Teacher: "I'd like any of your comments." 

shows desire to interact 

Teacher: "Dave, how about your ideas on 
this?" 

attracts attention 

Teacher: "Now, give me your attention 
over here." 

elicits statements 

Teacher: "Debbie, what do you have to 
say?" 

1.U Refer The teacher turns the student's statement to an
other student or back to the original student. 
The teacher, in effect, passes the statement 
along. His intent in this behavior may be to 
involve students in the interactive situation. 

Refer turns student's statement to another 

Student: "Democracy should afford a 
choice." 

Teacher: "Pete (another student), do you 
feel choosing goes with demo
cracy?" 

passes statement along 

Teacher: "Mary?" 

involves 
at ion 

students in interactive situ-

Teacher: "Ralph, is it possible to order 
someone to be democratic?" 
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l.£ Encourage The teacher indicates understanding of diffi
culties in student task. He may discuss with 
the student some of the factors that make the 
task appear hard. He may ask the student to 
interact with him in exploring alternative 
solutions to the problem. 

Encourage indicates understanding of difficulties 

Student: "I need a job. It's hard to 
find." 

Teacher: "In this town you're really 
right." 

discusses 
hard 

factors that make task appear 

Teacher: "Farm work is hard to find; 
service stations and restau
rants want year around workers." 

asks student to interact exploring al
ternative solutions 

Teacher: "Have you thought of Youth 
Employment Center or other 
employment agencies?" 

1.6 Reassure The teacher indicates confidence in student's 
capacity to do the task. He may request simi
larity of problem to others which the student 
has solved. His intent in this behavior may 
be to: (l) indicate his (the teacher) uncer
tainty about solving the problem, (2) ask the 
student what possible solutions he sees, and 
(3) consider various solutions which follow 
from the interaction. 
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Reassure indicates confidence in students 

Teacher: "I'm sure you can do that." 

suggests similarity to other problems 

Teacher: "Remember the other similar task 
you did?" 

asks student of possible solutions to 
consider 

Teacher: "Do you have any solutions, 
what about the other idea?" 

1.7 Commend The teacher indicates satisfaction with student 
statement or performance. His intent in this 
behavior may be to provide recognition to the 
student for such performance as: (1) interaction, 
(2) skill accomplishment, and (3) product 
creation. 

Commend indicates satisfaction with statement or 
performance 

Teacher: "I enjoyed that concept of 
acting." 

provides recognition for such performance 
as: 

interaction 

Teacher: "All of you were getting it 
done." 

skill accomplishment 

Teacher: "That was a beautiful move in 
the dance," 

product creation 

Teacher: "That's a terrific bulletin 
board." 
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1.8 Silence The teacher remains silent while students speak. 
There is no teacher talk. He pays attention 
to speaker. His intent is to: (l) receive 
message of speaker, and (2) prepare to respond. 

Silence remains silent while students speak — no Silence 
teacher talk — pays attention to speaker 

Silence 

-- to receive message — to prepare to 
respond 

Teacher: (silent — looks at speaker — 
eye contact — nods, moves 
toward speaker, gestures atten
tion, etc.) 

2.0 REJECTING 

2.1 Hinder The teacher acts as an obstacle to interaction. 
His intent may be to: (l) monopolize class 
time, (2) refrain from personal contact, and 
(3) avoid interaction. 

Hinder acts as obstacle to interaction 

Teacher: (raised voice to keep students 
from interacting, or talking.) 

monopolizes class time 

- Teacher: "Let me make mjrself clear, I 
don't want to hear from any
one ." 

refrains from personal contact 

Teacher: "No, no questions." 

avoids interaction 

Teacher: (talks on, and on, and on) 



2.2 Rebuff The teacher refuses to seek student participation 
His intent in this behavior may be to: (l) 
attract attention to himself, alone, (2) avoid 
getting statements from students, and (3) keep 
from interacting with the class. 

Rebuff refuses to seek student participation 

Teacher: "I don't want student comments." 

attracts attention to himself 

Teacher: "I have the training and edu
cation. You might have diffi
culty if you try it." 

avoids getting statements from students 

Teacher: "Continuing with my notes ..." 

keeps from interacting 

Teacher: "Don't interrupt me in a lec
ture I" 

2.3 Ignore The teacher fails to respond to student statement 
His intent in this behavior may be to: (1) shift 
the topic, (2) get others to speak, and (3) avoid 
interaction. 

Ignore Fails to respond 

Teacher: "Put your minds at ease, I'll do 
the thinking here." 

shifts topic 

Teacher: "I don't want to talk about that, 
I'll change it." 

gets others to speak 

Teacher: "You've said enough, Nancy. Some 
one else talk." 

avoids interaction 

Teacher: "Let's stick to the subject I'm 
discussing." 
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2.U Block The teacher intervenes deliberately to check 
possible flow of communication from one student 
to another. The intent in this behavior may be 
to prevent any other student from becoming in
volved in the interactive situation. 

Block intervenes deliberately to check flow of Block 
communication — to prevent student from 
becoming involved 

Teacher: "What do you think of that, 
Fred? I think that we spend 
too much time on unessentials, 
and we ought to get to the 
important things. . (asks 
question and answers it) 

2.5 Discourage The teacher indicates a lack of understanding 
of the difficulties in the task before the 
student. He tends to minimize the task. His 
intent may be to: (1) indicate a real lack of 
concern, (2) shift the topic, and (3) show 
lack of interest. 

Discourage indicates lack of understanding of diffi
culties 

Teacher: "That's not an issue at all." 

tends to minimize task 

Teacher: "Not much to that, is there?" 

indicates lack of concern 

Teacher: "This is nothing, let's move 
on." 

shifts topic 

Teacher: "Let's move to something worth
while." 

shows lack of interest 

Teacher: "I don't care about it — I'm 
not interested." 



2.6 Belittle The teacher indicates a lack of confidence in 
the student's capacity to accomplish the task. 

Belittle indicates lack of confidence in stuBelittle 
dent's capacity 

Student: "I want to go to college." 

Teacher: "I'm not too sure you ought 
to think of that in light of 
your test scores." 

2.7 Deprecate The teacher indicates dissatisfaction with 
dent statement or performance. 

Deprecate indicates dissatisfaction with student 
statement or performance 

Student: "I'd like to be a seamstress." 

Teacher: "Not when you sew a rediculous 
hem like that terrible work 
shows." 

2.8 Silence The teacher is silent while student speaks. 
He does not pay attention to speaker. His 
intent is to: (1) avoid message of speaker, 
(2) avoid responding to student statement, 
and (3) avoid interacting or participating 
with student. 

Silence does not talk while student speaks 

The following chapter constitutes the presentation of the 



CHAPTER U 

PRESENTATION OF DATA: EXAMINATION AND ANALYSIS 

Identification Process 

In this chapter data regarding certain critical indidents 

taken from the audio and video taped episodes of the investigator's 

classroom behavior are described and analyzed. These critical indi

dents were selected to illustrate various aspects of the democratic 

process as described in Chapter 2. They were plotted as five minute 

samples of classroom behavior utilizing the two codes explained in 

Chapter 3. 

Audio and Video Taping 

During a regular school year the investigator's classroom be

havior was audio taped, many times. In addition, he was video taped 

on five occasions. The tapings were in senior American Problems 

classes and World History classes which included students from grades 

nine through twelve. The tapes were coded, analyzed, and reported in 

this study. 

Coding and Coders 

The investigator and three assistants functioned as the coding 

team. All four of these individuals familiarized themselves with the 

Identification Process Code. The team practiced coding until the 
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members achieved a reliability of approximately 90 percent. During 

the coding practice, ground rules were developed which provided guid

ance to the team as the actual coding proceeded. 

Critical Incidents 

Upon completion of the coding, the data were studied and 

critical incidents illustrating the application of the investigator's 

theory to teacher behavior were isolated for description and analysis. 

The first of these critical incidents came at the beginning of an 

American Problems class. The initial category of the Identification 

Process Code, ORIGINATING, is plotted. 

Plots 

Plots are used to illustrate the frequency and patterns of the 

investigator's behavior. Teacher behavioral categories are found on 

the left of the plot together with a coding key number, e.g., ORIGI

NATING 1.0, contact 1.1, introduce 1.2, etc. The coding key number 

is included to assist the reader who may wish to refer back to the 

code and its definitions in Chapter 3.-'- Across the top of the plot 

time sequence is indicated in ten second intervals — there being 30 

such intervals in each five minute plot. 

In Figure 1, a critical incident plot is presented. This is 

followed by a statement of the classroom situation, a list of the 

categories employed to code the behavior, a typed script of the 

1. This is especially true of Chapter 6 where the dialogue 
of the reported case study was coded, statement by statement, utilizing 
both the code of the Identification Process and also the code of 
Psychological Warmth, 



investigator's verbal behavior from which the plot was derived, and a 

discussion and analysis of the incident. Definitions for all of the 

behavioral categories presented in the plots can be found in Chapter 3. 

The first plot presented, Figure 1, involves ORIGINATING behavior. 
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Figure 1. A five minute plot illustrating ORIGINATING categories. 

Classroom situation. 

The "school year had just begun. This American Problems 
class began at 6:05 a.m. The class was just arriving. 
A guest speaker, who had been scheduled to speak to this 
and another class in combination, failed to appear. The 
critical incident starts two minutes prior to the tardy 
bell. 

Coded categories: silence, contact, introduce. 

The typed script which follows presents the investigator's 

verbal behavior from which Figure 3 was constructed. The numbers ap

pearing at the left of the script indicate the time in ten second 



intervals. The coding numbers represent the appropriate categories for 

that particular verbal behavior. 

Investigator's Script̂  

1-2 Investigator was in class and the students were arriving. 

2.1 silence no teacher talk. 

3 Investigator: "Hi, glad you made it." 

1.1 contact teacher extended greetings. 

U Investigator: "Six o'clock, wow, it's too earlyl" 

1.1 contact teacher initiated communication. 

5-12 Students were chatting informally while arriving. Investi
gator was asked if the guest speaker had arrived. The 
speaker had not arrived. 

2.1 silence no teacher talk. 

13-20 Investigator talked to the teacher from the adjoining class. 
However, no investigator talk appeared at coded intervals. 

2.1 silence no teacher talk. 

21 Investigator: "I have some papers to return." 

1.2 introduce teacher made preliminary statements. 

22 While the class awaited the arrival of the guest speaker, the 
investigator returned papers to the students. 

Investigator: "Vickie, I do have your paper." 

1.1 contact teacher made personal contact. 

2. See Appendix A, a fold out for the convenience of the read
er who may find the brief definitions of coded teacher behavior helpful 
in Chapters h, 5, and 6. 
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23 Investigator: "I really have these mixed up." 

1.2 introduce supplies information regarding instructor. 

2h-26 During this 30 second period teacher behavior was silent. 
He was still passing out papers. 

2.1 silence no teacher talk. 

27 Investigator: "We were supposed to have a speaker. I'll 
just wait, OK?" 

1.2 introduce provide reasons and purposes for class. 

28 Investigator: "All right Jim, OK. You're all set now." 

1.1 contact shows awareness of student. 

29 Investigator was unscrambling papers. 

Investigator: "Hey, Janet, how did the trip go?" 

1.1 contact extended greeting — initiated communication. 

30 Investigator: "Mr. Edwards told me we were to have a speaker. 

1.2 introduce made preliminary statements. 

The investigator's plotted behavior in Figure 1 included 21 

coded intervals of silence, five intervals of contact, and four of 

introduce. He greeted students, listened to students talk, established 

personal contact, made preliminary statements, supplied information, 

stated reasons for the class, initiated communication, and remained 

silent while the students functioned. 

In the above critical incident, silence constituted 70 percent 

of the investigator's behavior. Contact constituted 17 percent and 

introduce 13 percent of the investigator's behavior. 



ORIGINATING behavior typically occurred during the initial ten 

minutes of each of the coded tapes. Often during such ten minute seg

ments "the investigator's behavior shifted to CONVERSING, the main 

behavior in the Identification Process. Figure 2 illustrates the 

movement from ORIGINATING to CONVERSING. 

ORIGINATING and CONVERSING 
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Code 

Cate?rorv 

1.1 contact 
1.2 introduce 
1.3 invite 
1.1 position 
2.0 CONVERSING 
2.1 silence 
2.2 respond 
2.3 explore 
2,h contribute 
2.5 include 
3.0 RE0R1GINAT3 
3.1 review 
3.2 recontact 
3.3 reinvite 

Figure 2. A five minute plot illustrating ORIGINATING and CON
VERSING. 

Classroom situation. 

The students in a World History class had requested 
an opportunity to evaluate themselves. It was 
decided by them that the evaluation would be tried 
so long as it seemed valuable to them. As the tape 
picked up the conversation the investigator had 
just been asked what he would do. 

Coded categories: introduce, invite, position, silence, 
respond, explore, include. 



Investigator's Script 

1 Investigator: "Yes, all I'm going to do now is listen to you." 

1.2 introduce supplies information regarding instructor. 

2 Investigator: "The class was possibly working on that." 

1.2 introduce supplies reasons and purposes for class. 

3 Investigator: "That's what we're here for." 

1.2 introduce supplies reasons and purposes for class. 

k Investigator: "I'd like to hear any comments you have." 

1.3 invite elicits statements from students. 

$-9 Students were explaining their ideas about the class. 

2.1 silence no teacher talk. 

10 Investigator: "Bob, what do you mean when you use the work 
'stuck'?" 

2.2 respond acknowledges student communication — confirm recep
tion ~ initiates communication. 

Bob had explained that he had no choice con
cerning entolling in the class. He stated 
that in fact he had been 'stuck' in the class. 

11-13 Students responded to the investigator's question. 

2.1 silence no teacher talk. 

lU Investigator: "Now, let's see about registering, do you 
feel that you have no choice?" 

2.3 explore analyzes student statement — consults student. 
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15 Investigator: "Are you saying you feel you could do this 
sort of thing?" 

2.3 explore analyzes student statement — consults student. 

16 Investigators "OK, let's have some comments from a few 
others." 

1.3 invite elicits statements from students. 

17 Investigator: "I want the discussion to stay open." 

l.U position indicates feelings concerning class direction. 
One of the students had suggested that the class 
discussion be limited to certain kinds of comments. 

18 Investigator: "I'd like you to tell me how you feel." 

l.U position demonstrates willingness and desire to use class 
members' statements. 

19 Investigator: "Yes, I want you to keep the discussion 
going." 

l.U position indicates feelings concerning class direction. 

20 Investigator: "Say anything you want about it." 

l.U position indicates feelings concerning class direction. 

21 Investigator: "What do you think I'm doing?" 

1.3 invite elicits statements from students. 

22 Investigator: "Yes, but what?" 

1.3 invite elicits statements from students. 

23-2U The students seemed to be moving into an area where they felt 
a little sensitive. During this period of student dialogue 
the investigator was silent. 



2.1 silence no teacher talk. 

87 

A student took exception to another student's statement 

2£ Investigator: "Mary, are you possibly saying you are 
frightened to talk?" 

2.3 explore consults student for possible meaning. 

26 
2,1 silence no teacher talk. 

27 Investigator: "Susan, yes — continue. I'm pretty in
terested in that." 

2.5> include attracts additional students. 

The student had complained about the lack of discussion in 
school classes. 

28 Investigator: "Yes, well — any other comments on this?" 

2.5 include raises quality through additional perspectives. 

29-30 
2.1 silence no teacher talk. 

The investigator's interactive behavior plotted in Figure 2 

included seven different categories. He began the critical incident 

with ORIGINATING behavior, using three intervals of introduce and four 

intervals, each of invite and position. The investigator utilized 

CONVERSING behavior as follows: silence 13 intervals, respond one 

interval, explore three intervals, and include two intervals. He pro

vided information about himself, supplied possible reasons for the 

class, elicited statements from students, acknowledged and analyzed 
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student statements, demonstrated a willingness and desire to utilize 

student statements and suggestions, consulted with the students, 

attracted additional students into the dialogue, elicited statements 

from students, and utilized silence when students were talking. 

One significant feature of this critical incident is the 

gradual movement of the investigator's behavior from ORIGINATING to 

CONVERSING behavior. The general pattern of his behavior was to shift 

from ORIGINATING to CONVERSING behavior within ten minutes of the be

ginning of the class. 

One continuing link between ORIGINATING and CONVERSING was the 

category of position. Like other ORIGINATING categories, it appeared 

most frequently in the first ten minutes of each of the class periods. 

At certain points throughout each recorded and coded class session, 

however, the investigator relied on position. 

ORIGINATING-POSITION 
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Category 

1.1 contact 
1.2 introduce 
1.3 invite 
1.U position 
2.0 CONVERSING 
2.1 silence 
2.2 respond 
2.3 explore 
2.h contribute 
2.5 include 
3.0 REOItlGINATl 
3.1 review 
3.2 recontact 
3.3 reinvite 

Figure 3. A five minute plot illustrating ORIGINATING-POSITION. 



Classroom situation: 

The class, an American Problems course, had no planned 
activity for this day. The investigator and the stu
dents were developing projects, reflecting on work 
accomplished, considering papers written, thinking 
about library work, etc. 

Code categories employed: invite, position, silence, explore 

Investigator's Script 

A group planned activity had not yet occurred. The investi

gator had offered no alternatives thus far. Other members of the 

class had suggested possible ways the class might organize themselves 

1 Investigator: "Yes, I'm suggesting that you might enjoy 
this project." 

1.U position teacher suggests ways class might be organized. 

2 Investigator: "I think it would be worthwhile for me." 

l.U position indicates feeling concerning class direction. 

3 Investigator: "I enjoyed the fact that no two of you 
selected the same problem." 

l.U position indicates feeling concerning class direction 

U Investigator: "It suggests that if I organize the class it 
may not include your ideas at all." 

l.U position teacher suggests possible ways the class might be 
organized. 

A student seemed to be concerned as to why the investigator 
didn't organize the class himself. Another student had 
asked why the investigator wanted each student to share 
projects with the entire class. 



Investigator: "But that way you and I are the only ones 
who get to read your paper." 

1.U position teacher indicates feeling concerning class 
direction. 

The investigator developed his position that each student 
should be free to act upon his own wishes, suggesting 
various alternatives that may arise from such diversity. 

Investigator: "What about those of you who would like to 
share your projects with the class?" 

l.li position teacher indicates feeling concerning class 
direction. 

Investigator: "Yes, if you want you could read your paper 
to the class." 

l.U position teacher suggests possible ways the class might be 
organized. 

The investigator had read several papers which had been 
written by students. One student had asked what certain 
marks on his paper meant. 

Investigator: "The lines represent ideas I would like to 
discuss with you, or have you discuss with 
the class." 

l.U position teacher indicates his feelings concerning class 
direction. 

Investigator: "One additional thing I feel about the way 
the class should go." 

l.ll position teacher indicates possible ways class might be 
organized. 

2.1 silence no teacher talk, 

A student had just directed a question to the investigator. 
The investigator has asked if anyone could profit by going 
to the library. A short lull occurred in the dialogue. 
Everyone was silent. 
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A student who was working on a project of preparing a consti
tution for the school had asked for others to work with him 
in the library. 

11 Investigator: "I think Chris is trying to get volunteers to 
go to the library. Are you giving up?" 

2.3 explore consults with student concerning meaning of 
communication. 

12 Investigator: "Some of you have already developed projects 
to do in class." 

l.U position teacher suggests possible ways class might be 
organized. 

Several students wanted to present certain chapters from the 
textbook which they thought were related to their projects. 

13 Investigator: "If you have ways of presenting textbook 
chapters, I'd like that." 

l.U position teacher indicates feeling concerning class direction. 

In addition to using the text, the students suggested using 
reference books and fiction. 

1U Investigator: "Fine, you will present them together then? 
Great 1" 

l.U position teacher indicates feelings concerning class 
direction. 

A student had asked about some of the alternatives suggested 
earlier by the investigator. 

1S> Investigator: "Maybe I ought to go over that again." 

l.U position teacher suggests possible ways class might be 
organized. 

A student had indicated that he was confused about the class 
direction. 
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16 Investigator: "It suggests we think in terms of different 
approaches. Typical approaches are out." 

1,U position teacher suggests possible ways class might be 
organized. 

17 Investigator: "And you could write a descriotion of your 
own experiences." 

l.U position teacher suggests possible ways class might be 
organized. 

A student had asked about ways to develop class projects 
suggesting that the investigator give some of his ideas. 
The investigator outlined some alternatives. He talked 
for eight intervals without interruption. 

18-22 Investigator: "I think we could follow the suggestion of 
Marge. . . . Her suggestion was that I give 
you a list of alternative ways to add to 
your present projects, or to help you create 
new projects. Here are a few ideas I've 
had . . . ." 

I.I4 position teacher suggests possible ways class might be 
organized. 

Pam had asked about spending a day working in an area of 
poverty in the community. 

26 Investigator: "What sort of ideas did you have in mind, 
Pam?" 

2.3 explore consults student regarding meaning of communication. 

27 
2.1 silence no teacher talk. 

Pam was explaining her idea. 

28 Investigator: "Pam, I don't quite understand what you mean 
when you suggest that you will interview the 
poor." 

2.3 explore consults student regarding meaning of communication. 



29 Investigator: "Jim, tell me what you said, again?" 

1.3 invite elicits statement from student. 

30 
2.1 silence no teacher talk. 

At the end of this critical incident Jim was talking. 

This critical incident illustrated teacher behavior position 

for 23 of the 30 intervals or 77 percent of the time. Invite occurred 

one interval for three percent, explore occurred three intervals for 

10 percent, and silence occurred three intervals for 10 percent. The 

investigator suggested possible ways the class might be organized, 

indicated his feelings concerning class direction, and, in addition, 

he elicited statements from students, consulted with them concerning 

the meaning of their statements, and listened. ORIGINATING behavior 

will be summarized. 

ORIGINATING Summary. A summary of the investigator's reported 

ORIGINATING behavior follows. 

1. The investigator's ORIGINATING behavior constituted 12.U per

cent of the total behavior reported in the 201 critical incidents of 

this study. 

2. Most ORIGINATING behavior occurred within the first ten minutes 

of each of the taped class episodes. The categories of position and 

invite extended over into the CONVERSING phase with considerable fre

quency. 



3. The investigator's behavior in the category contact occurred 

within the first five minutes of class. Contact constituted .£ per

cent of the total recorded teacher behavior. 

U. The investigator's behavior in the category of introduce 

occurred within the first ten minutes of class. It immediately pre

ceded and followed each of the behavioral categories in ORIGINATING 

and. CONVERSING. Introduce constituted 1.1 percent of the recorded 

behavior. 

The investigator behavior in the category invite also occurred 

within the first ten minutes of class. Several exceptions occurred 

where the investigator sought to elicit student statements while he 

was functioning generally in the CONVERSING phase of the code. Invite 

constituted 2.2 percent of the total recorded behavior. 

6. The investigator's behavior in the category of position 

occurred most frequently during the first ten minutes of class. It 

also functioned, however, to aid class interaction throughout all 

phases of the critical incidents. It afforded the investigator oppor

tunities to participate in class organization and direction. Position 

constituted 8.6 percent of the investigator's recorded behavior. 

In the following the second of the three main categories, 

CONVERSING is presented. CONVERSING has five sub-categories. 
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Figure U. A five minute plot illustrating CONVERSING. 

Classroom situation. 

The class is World History. The participants are 
trying to create a course of action for the group. 
The dialogue relates to this effort. This criti
cal incident began after five minutes of class 
time had elapsed. 

Code categories employed: position, silence, respond, explore 
invite. 

Investigator's Script 

Among several student statements made during the ten seconds 
silence, two were selected to illustrate the quality of 
dialogue prior to the investigator's action. 

1-2 
2.1 silence no teacher talk. 

student: "I'm relieved when I'm free to choose what I 
please." 
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A student had wondered if the investigator was shocked or 
worried about what had been said. 

Investigator: "Yes, I heard what you said." 

2.2 respond acknowledges student statement. 

Mary had appeared reluctant to complete her statement. 

Investigator: "Let me pick up what you said, Mary, and 
see if I can examine it?" 

2.3 explore analyzes student communication. 

Mary and Linda had apparently been afraid to explain what 
they wanted to do. 

Investigator: "It's hard to express, isn't it?" 

2.3 explore consults with student concerning statement. 

6-7 
2.1 silence no teacher talk. 

8 Investigator: "Let's examine this exchange between Linda 
and me." 

2.2 respond acknowledges student communication. 

9-10 
2.1 silence no teacher talk. 

Student: "I don't want people telling me, I'd rather they 
would ask." 

Student: "Some think we're old enough to know." 

11 

2.2  

Investigator: "Yes — but — Wade." 

respond acknowledges student statement. 



12 Investigator: "Let me try the Egyptian one god idea." 

2.1; contribute adds new content — new ingredients. 

13-Hi 
2.1 silence no teacher talk. 

15 Investigator: "Yes, Susan spoke first." 

2.2 respond initiates communication with student. 

16 
2.1 silence no teacher talk. 

17 Investigator: "Yes, that's right." 

2.2 respond acknowledges student statement. 

18 Investigator: "What about studying the pyramids. They 
have many values." 

2,h contribute adds new content. 

19 
2.1 silence no teacher talk. 

20 Investigator: "But weren't you saying trips were more 
worthwhile?" 

2.3 explore analyzes student statement. 

21-26 Investigator: "Let's have some comments from those who 
were first to enter the class." 

2.5 include attracts additional students into dialogue. 

In the following five intervals the investigator included. 
He did this by attracting additional students into the 
dialogue. 
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"Wade, you were one." 

"Vickie, you were one of the first." 

"Bruce and Bob, you came next." 

"OK, your comment." 

"David, what about you?" 

27 Investigator: "Let's pick up some of your statements on 
history." 

l.lj position suggests ways to organize class. 

28 Investigator: "All right, I, too, would like us to comment 
on grades, assignments, or other experiences." 

1,U position suggests ways to organize class. 

29-30 
2.1 silence no teacher talk. 

Investigator behavior included six categories of CONVERSING. 

Position, an ORIGINATING category was recorded two times. CONVERSING 

categories included: silence recorded 12 times, respond recorded 

five times, explore recorded three times, contribute recorded two 

times, and include recorded six times. The investigator utilized 

each of the five CONVERSING categories. He suggested ways in which 

the class might be organized. He was silent, thus providing oppor

tunities to listen to student conversation. He acknowledged student's 

statements. He analyzed student communication. He added new content 

and ingredients to the dialogue. He attracted additional participants 

into the discussion. 



Of all the investigator's coded behavior the category silence 

seemed to appear most frequently. Silence functioned importantly 

throughout all the taped materials. In the following critical incident 

the investigator had just sought a student opinion. 

CONVERSING-Silence 
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Figure 5. A five minute plot illustrating CONVERSING-Silence. 

Classroom situation. 

The members of a World History class had been dis
cussing current problems. Pollution arose as one of 
the problems of interest. The investigator had 
asked a student to comment on her concern regarding 
pollution. 

Code categories employed: silence, explore, include. 

Investigator's Script 

1-6 
2.1 silence no teacher talk 
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Student interaction and dialogue dealt with various aspects 
of pollution. Investigator behavior throughout this critical 
incident tended to be silence except for several efforts to 
include—attract additional students into the discussion. 

7 Investigator: "Scott, what did you find out from Mr. 
Hawkes ?" 

2.5 include attracts additional students. 

8 Investigator: "Pete, you were with Scott." 

2.5 include attracts additional students. 

9-10 
2.1 silence no teacher tlak. 

11 Investigator: "Yes, Hazel, I see what you mean." 

2.2 respond acknowledges student statement. 

12-17 
2.1 silence no teacher talk. 

18 Investigator: "Ralph, what happened between you and the 
man from the University?" 

2.5 include attracts additional students. 

19 Investigator: "What do you mean, Dave, that pollution will 
never be changed?" 

2.3 explore analyzes student statement. 

20-30 
2.1 silence no teacher talk. 
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Silence constituted 2£, 83 percent, of the recorded intervals 

in the above critical incident. The investigator included three times, 

ten percent. He responded once, three percent, and explored once, 

three percent. The investigator attracted additional students into 

the dialogue and acknowledged student communication. 

Occasionally throughout the study an investigator behavior 

would emerge which appeared to deserve added scrutiny. The following 

critical incident occurred at the end of a class period and illustrates 

the point just made. 

CONVERSING at end of period 
Time (ten-second intervals) 

Code 
Category i-i ro fn —J IA •3D ON O 

—1 H 
C\1 
M r-t r* 

O c-:C 
r~l 

CN 
f-l 
O 
O.' 
H CVJ 

rv 
c\ 
cv 

-3 
IV 

in 
cv 

*0 
<\J 

C"— 
CM 

X) 
C\J 

ON 
C\J 
0 

1.0 ORIOINATIKG 
1.1 contact 
1.2 introduce 
1.3 invite 
l.li position 
2.0 CONVERSING 
2.1 silence 
2.2 respond 
2.3 explore 
2.h contribute 
2.5 include 
3.0 RECWIGINATr 
3.1 review 
3.2 recontact 
3.3 reinvito 

1.0 ORIOINATIKG 
1.1 contact 
1.2 introduce 
1.3 invite 
l.li position 
2.0 CONVERSING 
2.1 silence 
2.2 respond 
2.3 explore 
2.h contribute 
2.5 include 
3.0 RECWIGINATr 
3.1 review 
3.2 recontact 
3.3 reinvito 

1.0 ORIOINATIKG 
1.1 contact 
1.2 introduce 
1.3 invite 
l.li position 
2.0 CONVERSING 
2.1 silence 
2.2 respond 
2.3 explore 
2.h contribute 
2.5 include 
3.0 RECWIGINATr 
3.1 review 
3.2 recontact 
3.3 reinvito 

1.0 ORIOINATIKG 
1.1 contact 
1.2 introduce 
1.3 invite 
l.li position 
2.0 CONVERSING 
2.1 silence 
2.2 respond 
2.3 explore 
2.h contribute 
2.5 include 
3.0 RECWIGINATr 
3.1 review 
3.2 recontact 
3.3 reinvito 

1.0 ORIOINATIKG 
1.1 contact 
1.2 introduce 
1.3 invite 
l.li position 
2.0 CONVERSING 
2.1 silence 
2.2 respond 
2.3 explore 
2.h contribute 
2.5 include 
3.0 RECWIGINATr 
3.1 review 
3.2 recontact 
3.3 reinvito 

1.0 ORIOINATIKG 
1.1 contact 
1.2 introduce 
1.3 invite 
l.li position 
2.0 CONVERSING 
2.1 silence 
2.2 respond 
2.3 explore 
2.h contribute 
2.5 include 
3.0 RECWIGINATr 
3.1 review 
3.2 recontact 
3.3 reinvito 

—— 

1.0 ORIOINATIKG 
1.1 contact 
1.2 introduce 
1.3 invite 
l.li position 
2.0 CONVERSING 
2.1 silence 
2.2 respond 
2.3 explore 
2.h contribute 
2.5 include 
3.0 RECWIGINATr 
3.1 review 
3.2 recontact 
3.3 reinvito 

1 / N 

1.0 ORIOINATIKG 
1.1 contact 
1.2 introduce 
1.3 invite 
l.li position 
2.0 CONVERSING 
2.1 silence 
2.2 respond 
2.3 explore 
2.h contribute 
2.5 include 
3.0 RECWIGINATr 
3.1 review 
3.2 recontact 
3.3 reinvito 

/ 

1.0 ORIOINATIKG 
1.1 contact 
1.2 introduce 
1.3 invite 
l.li position 
2.0 CONVERSING 
2.1 silence 
2.2 respond 
2.3 explore 
2.h contribute 
2.5 include 
3.0 RECWIGINATr 
3.1 review 
3.2 recontact 
3.3 reinvito 

1.0 ORIOINATIKG 
1.1 contact 
1.2 introduce 
1.3 invite 
l.li position 
2.0 CONVERSING 
2.1 silence 
2.2 respond 
2.3 explore 
2.h contribute 
2.5 include 
3.0 RECWIGINATr 
3.1 review 
3.2 recontact 
3.3 reinvito 

1.0 ORIOINATIKG 
1.1 contact 
1.2 introduce 
1.3 invite 
l.li position 
2.0 CONVERSING 
2.1 silence 
2.2 respond 
2.3 explore 
2.h contribute 
2.5 include 
3.0 RECWIGINATr 
3.1 review 
3.2 recontact 
3.3 reinvito 

1.0 ORIOINATIKG 
1.1 contact 
1.2 introduce 
1.3 invite 
l.li position 
2.0 CONVERSING 
2.1 silence 
2.2 respond 
2.3 explore 
2.h contribute 
2.5 include 
3.0 RECWIGINATr 
3.1 review 
3.2 recontact 
3.3 reinvito 

1.0 ORIOINATIKG 
1.1 contact 
1.2 introduce 
1.3 invite 
l.li position 
2.0 CONVERSING 
2.1 silence 
2.2 respond 
2.3 explore 
2.h contribute 
2.5 include 
3.0 RECWIGINATr 
3.1 review 
3.2 recontact 
3.3 reinvito 

Figure 6. A five minute plot illustrating CONVERSING at end of 
period. 

Classroom situation. 

At the end of an American Problems class in which 
the discussion concerned marriage and family life, 
the following interaction took place. The bell 
ending the class rang at about the tenth interval 
of this critical incident. 
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Code categories employed: silence, respond, contribute. 

Investigator's Script 

A number of students were involved in the class discussion 
and had decided to remain to talk with the investigator. 

1 Investigator: "Secretiveness is often a relationship 
that creates suspicions." 

2,h contribute generates new content — adds ingredients. 

A student had asked, "But if a person has a problem shouldn't 
the partner in a marriage have faith in the person with the 
problem?" 

2 Investigator: "Well — think of this — problems ought not 
to be solved with ignorance." 

2.1; contribute generates new content — adds ingredients. 

3 Investigator: "Mike? Well — his view has its own value — 
by itself." 

2,h contribute generates new content — adds ingredients. 

U Investigator: "Marriage is not necessary for sexual 
happiness." 

2*h contribute generates new content — adds ingredients. 

£-6 
2.1 silence no teacher talk. 

7 Investigator: "Sure — having no marriage laws may.create 
a problem." 

2.2 respond initiates communication with student. 
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8 Investigator: "No, rules are not absolute, they may really 
be questions." 

2.2 respond answers student. 

9-10 
2.1 silence no teacher talk. 

The students were actively pursuing the dialogue concerning 
marriage and certain aspects of family living. The bell 
ending the class rang during that dialogue. The involved 
students remained and participated in the discussion until 
they were late for the next class. 

11 Investigator: "You feel that I'm wrong? How so?" 

2.2 respond confirms communication and initiates interaction. 

12 
2.1 silence no teacher talk. 

13 Investigator: "Yes, I think I see what you mean, but 
consider the person who doesn't want to 
get married." 

2.2 respond confirms reception — initiates interaction. 

Ill Investigator: "Yes, I understand the religious view, but 
let the person make his own choice." 

2.-2 respond confirms reception — initiates interaction. 

1̂ -16 
2.1 silence no teacher talk. 

17 Investigator: "For your life, that appears fine, but what 
about the other person?" 

2.2 respond confirms reception — initiates interaction. 
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10U 

2.1 silence no teacher talk 

19 Investigator: "You feel everyone should follow the rule." 

2.2 respond confirms reception. 

20 Investigator: "It's not my marriage. Don't you think a 
person's marriage is his own concern?" 

2.2 respond confirms reception — initiates interaction. 

21 Investigator: "Not married, is that what you asked?" 

2.2 respond confirms reception — initiates interaction. 

22 
2.1 silence no teacher talk. 

23 Investigator: "Whoops, not me. I don't feel I can judge 
for you." 

2.2 respond confirms reception — initiates interaction. 

2b 
2.1 silence no teacher talk. 

25> Investigator: "Yes, as long as the person doesn't prescribe 
rules for me." 

2.2 respond confirms reception — initiates interaction. 

26 Investigator: "I feel everyone should make that choice." 

2.2 respond confirms reception -- initiates interaction. 

27 
2.1 silence no teacher talk. 
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Although the critical incident ended the discussion con
tinued for approximately U5 minutes. 

Investigator behavior included silence in Hi intervals, respond 

in 12 intervals, and contribute in four intervals. The investigator 

confirmed student statements and initiated interaction. Additionally, 

he added new ingredients and content to the discussions. Nearly one 

half of his behavior during this critical incidence was silence. 

CONVERSING summary. A summary of the investigation reported 

CONVERSING behavior as follows. 

1. CONVERSING is the main feature of the identification process. 

It constituted 86 percent of the total teacher behavior recorded. 

2. Silence comprised £3 percent of the CONVERSING behavior coded 

in this phase of the code. 

3. Contribute was next in frequency with 12 percent of the teacher 

behavior recorded in the CONVERSING phase of the study. 

li. Respond occurred 16 percent of the time in this phase of the 

code. 

?. Explore appeared 8 percent of the time in the CONVERSING phase. 

6. Include with the lowest frequency in the CONVERSING phase, 

constituted £ percent of the teacher behavior. 

Of the main categories of investigator behavior, CONVERSING 

occurred the most frequently. ORIGINATING occurred with the second 

highest frequency, while RE-ORIGINATING had the lowest frequency with 

less than one percent of the total recorded teacher behavior. In the 

critical incident which follows, REIMVITE is illustrated. 
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Figure 7« A five minute plot illustrating RE-ORIGINATING -
REINVITE. 

Classroom situation. 

An American Problems class was discussing various 
aspects of the drug problem throughout the country. 
The critical incident occurs about midway in the 
class period. 

Code categories employed: silence, respond, contribute, 
include, REINVITE. 

Investigator?s Script 

1 Investigator: "LSD is another experience, quite different 
from the other." 

2.k contribute generates new content — adds ingredients. 

2 Investigator: "Another aspect is the commercial influence. 

2 , k  contribute generates new content — adds ingredients. 
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3 
2.1 silence no teacher talk 

It Investigator: "Yes, I see what you mean." 

2.2 respond acknowledges student statement. 

5-6 
2.1 silence no teacher talk. 

7 Investigator: "I heard both of you but I think differently." 

2.2 respond confirms reception of communication. 

8-11 
2.1 silence no teacher talk. 

12 Investigator: "Yes, I heard the TV Program." 

2.2 respond acknowledges student statement. 

13 Investigator: "Yes, I'll watch it. Will any of you be 
able to?" 

2.2 respond acknowledges student statement and initiates 
interaction. 

At this point in the dialogue a person from the principal's 
office entered the room with a message for one of the students. 
It interrupted the continuity of the dialogue. 

Hi Investigator: "I'm sorry, Sarah, we were talking about the 
TV program on drugs, would you pick it up 
again?" 

3.3 reinvite reattracts attention — elicits statements. 

1̂  Investigator: "Others of you saw the program, do you have 
any comments?" 

3#3 reinvite reattracts attention — elicits statements. 
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16 
2.1 silence no teacher talk. 

17 Investigator: "Sure drugs are becoming more popular." 

2.2 respond acknowledges student statement. 

18 
2.1 silence no teacher talk. 

19 Investigator: "Yes, you feel there are that many?" 

2.2 respond acknowledges student statement. 

20-23 
2.1 silence no teacher talk. 

2h Investigator: "Margie, you disapprove — what are your 
ideas?" 

2.5 include attracts additional students. 

2̂  Investigator: "Fred, say that to the whole class." 

2.5 include attracts additional students. 

26 Investigator: "Drugs don't hurt anyone. Is that what you 
said, Bill?" 

2.5 include attracts additional students. 

27-30 
2.1 silence no teacher talk. 

Investigator behavior included five different categories in 

this script. Most of the behavior was CONVERSING. Seventeen intervals, 
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$1 percent were silence; six intervals, 20 percent were respond; two 

intervals, 7 percent were contribute; three intervals, 10 percent 

were include; and two invervals, 7 percent were reinvite. The investi

gator acknowledged student statements, added new ingredients and con

tent, attracted additional students into the dialogue, and reattracted 

students into the discussion at that point where the process was in

terrupted. The entire identification process develops certain patterns 

of behavior. 

Pattern Development in the Identification Process 

The investigator tended to demonstrate several distinct pat

terns of behavior in the Identification Process. He appeared to show 

awareness of students by attempting to make personal contact through

out the study. He tended to make a special effort to establish contact 

with as many members of the class as possible. Throughout each episode 

he tried to remain in contact with the events occurring about him in 

the classroom and attempted to contact each member concerning something 

personal to the student. He sought to avoid any behavior which might 

tend to interrupt the process occurring. 

The investigator attempted to remain sensitive to students, 

indicating his willingness and desire to interact with them. He tried 

to utilize additional aspects of the democratic process by attracting 

attention to interests and experiences expressed in the class. He 

sought to foster discussions around the interests and experiences of 

the members of the class. As interests emerged and developed, he tried 
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to add his own comments and experiences, and, additionally, responded 

by participating and encouraging student participation. 

Occasionally he sought participation in the class process by 

taking a clear position. These tended to be a manifestation of his 

involvement. He did not appear as a passive observer. His involvement 

seemed to consist of his ideas, feelings, concerns, and experiences 

offered for class use. Another persistent pattern of the investiga

tor's behavior appeared to be his -willingness to remain silent — 

listening. 

He tried to consult with class members regarding the meaning 

of their communications. He apparently picked up student statements 

and often conferred with them concerning their interests and ex

periences. Intermittently throughout the class process he generated 

new content and added ingredients to be considered for class use. At 

times during the process he acted to involve as many additional stu

dents as possible in the dialogue. Also during the class process some 

intervention or interruption occurred. At that point the investigator 

acted to revive the subject, or interaction. 

The following extracted dialogue statements by the investigator 

briefly summarizes the patterns develoved in the Identification Process. 

ORIGINATING 

contact "Hi, glad you made it." 

"Six o'clock, wow, it's too early." 

"Vickie, I have your paper." 

"All right Jim, OK, you all set now?" 



The investigator tried to make personal contact. 

introduce "I have some papers to return." 

"I really have these mixed up." 

"We were supposed to have a speaker." 

The investigator tried to make preliminary statements and, 

additionally, tried to supply information some of which might be about 

himself. 

invite "I'd like to hear any comments you have." 

"Let's have a few comments from some others." 

"Yes, but what?" 

The investigator attempted to show a willingness and desire to 

interact by attracting student attention and eliciting statements. He 

sought participation and tried to establish a willingness to get in

volved . 

position "If you have ways of presenting the chapters, 
fine." 

"You can write a description of your own ex
perience." 

"You can read your papers to the class." 

"The lines represent specific questions I vrould 
like to ask you." 

"I would like to tell you how I feel about that." 

The investigator seemed to utilize position as a manifestation 

of teacher involvement. He tried to offer his ideas, feelings, con

cerns, and experiences for use in the class. This investigator 

behavior seemed to indicate to the students that they had not been 

abandoned. 
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CONVERSING 

silence This was the most frequently used teacher 
behavior. 

respond "Bob, what do you mean?" 

"Yes, but — Wade." 

"Yes, Susan spoke first." 

"Yes, that's right." 

The investigator attempted to acknowledge various communica

tions. He apparently tried to confirm reception of messages and seemed 

to demonstrate that he had listened to student messages. 

explore "Now, let's see do you feel that the view 
should include the three?" 

"Mary, are you possibly saying?" 

"I think Chris is trying to get volunteers to 
go." 

"Wait, what did you mean?" 

The investigator attempted to pick up statements and extend 

them. He tended to consult with the students regarding the meaning 

of their communications. He tried to examine the comments of the 

students. 

contribute "Let's try a different direction." 

"What about the gods of Egypt?" 

The investigator tried to generate new content and add a 

variety of ingredients. Consistent with his theory that each person 

has an important function to play within the class, he offered his 

contribution to the process. 
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include "Bruce and Bob — you came in next." 

"David, what about you?" 

The investigator seemed to act to include as many students in 

the dialogue as possible. 

REORIGINATING 

review-rec ontact-reinvite 

These behaviors seldom occurred. At the points where they did 

appear there seemed to be some class interruption. These categories 

took note of instructor efforts to revive a subject or an interaction 

that had been interrupted. 

Summary 

A summary of behavioral patterns in this study is as follows: 

The investigator appeared to be: (1) aware of students; (2) 

seeking personal contact; (3) sensitive to student behavior; ().t) focus 

on student interests and experiences; (£) directed toward participating 

with the studentŝ  (6) concerned about consulting and conferring to 

maintain interactionj (7) alert to avoidance of aloofness and passivitŷ  

and (8) willing to re-establish interactive relationships at the point 

where interruptions occurred. 

Diversity and Interaction. In the identification process 

diversity of investigator behavior and interaction between himself 

and students were prevailing conditions. 

Diversity. Diversity of investigator behavior is illustrated 

in the following: of the 1007 recorded intervals of investigator 
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behavior in the 12 categories of the Identification Process U67, U6 

percent were silence; 1$£, 1$ percent were respond; 113, H percent 

were contribute; 107, 10 percent were position; li£, percent were 

include; 22, 2 percent were invite; and the balance consisted of 98, 

10 percent spread through the other seven categories. 

Interaction. Interaction between the investigator and students 

was high. Interaction is illustrated in the relationship between 

silence and all of the other categories shown in the following plot. 

Table 1. Illustrates relationship of silence to other categories. 

To Silence 
from Category 

From Silence 
to Category 

1.0 Originating 

1.1 contact 
1.2 introduce 
1.3 invite 
l.U position 

1 
3 
8 
13 

5 
5 

1 
2 

2.0 Conversing 

2.1 silence 
2.2 respond 
2.3 explore 
2mh contribute 
2include 

178 
y? 
30 
20 
21 

177 
9h 
18 

9 
21 

3.0 Reoriginating 

3.1 review 
3.2 recontact 
3.3 reinvite 

0 
2 
2 

0 
2 
2 



CHAPTER £ 

PRESENTATION OF DATA: ANALYSIS AND EXAMINATION 

Psychological Warmth Process 

In the following chapter the data derived from the Psychological 

Warmth code is presented. Following the general pattern developed in 

Chapter h regarding the Identification Process, the data for this 

chapter was acquired from audio and video tapes taken in the class

rooms of the investigator. The taped classes were studied and coded 

for descriptions, examination, and analysis. 

Coding and Coders 

The coding team which coded the tapes for the Identification 

Process functioned in the same capacity using the Psychological Warmth 

code. 

Critical Incidents 

When the coding was completed, the data were studied and 

critical incidents representing significant parts of the investigator's 

theory were selected to be described and analyzed. In that which 

follows, critical incident plots are presented. Each plot is followed 

by a statement of the classroom situation, coded behavioral categories 

employed, a script of the investigator's verbal behavior, and an 

analysis of the incident presented. The first critical incident 
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illustrates the REJECTING behavior blocking as well as certain 

ACCEPTING behavior. 

Plots 

Plots are used to present the coding data in graphic form, 

ACCEPTING and REJECTING 
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Code 
Category 

1.0 ACCEPTING 
1.1 set 
1.2 consider 
1.3 invite 
l.Lt refer 
1.5 encourage 
1.6 reassure 
1.7 commend 
1.8 silence 
2.0 REJECTING 
2.1 hinder 
2.2 rebuff 
2.3 ignore 
2 .h block 
2.5 discourage 
2.6 belittle 
2.7 deprecate 
2.8 silence 

Figure 8. A five minute plot illustrating ACCEPTING and REJECT

ING behavior. 

Classroom situation. 

Members of an American Problems class had attended 
a rock concert as part of a class project. They 
were in the process of reporting the experience to 
the class. A discussion involving the entire 
class was in progress when this critical incident 

occurred. 

Code categories: ACCEPTING: consider, invite, refer, silence 
REJECTING: block 
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Investigator's Script 

1.8 silence no teacher talk. 

2 Investigator: "Ed, you said the police were just in front 
of the teeny-boppers." 

1.2 consider uses student statement. 

3 Investigator: "How would you analyze the behavior of the 
mob?" 

1.3 invite seeks student participation. 

ii Investigator: (not allowing the students to respond to his 
question) "Let me tell you how I feel about 
it." 

2.U block deliberately intervenes to check flow of communication. 

$ Investigator: (continues talking) "Over and over again 
I'm amazed at mass behavior." 

2.1; block deliberately intervenes to check flow of communication. 

6 Investigator: (still talking) "Do some of you have other 
feelings about it?" 

2.1| block deliberately intervenes to check flow of communication. 

The initial coded behavior, block, in the above UO second 
development was coded thus because the investigator answered 
his own question. The question appeared rhetorical since 
there was apparently no intent to let them reply. 

8-12 
1.8 silence (accepting) no teacher talk. 

This silence was coded accenting because the students picked 
up the investigator's question and carried the dialogue for 
five, ten second intervals. Their conversation was con
cerned with responsibility for the disturbance in the park. 



13 Investigator: "Sarah, you feel the band was out of order?" 

1.3 consider uses student statement. 

lii 
1.8 silence no teacher talk. 

1$ Investigator: "Ed feels they were, do you go along with 
him Roy?" 

1.U refer passes student statement along. 

16-17 
1.8 silence no teacher talk. 

18 Investigator: "Margie, you saw the people move?" 

1,3 invite seeks student participation. 

19 Investigator: "How about that, Frank?" 

1.3 invite seeks student participation. 

20 Investigator: "Was it by the fence?" 

1.3 invite seeks student participation. 

21-23 
1.8 silence no teacher talk. 

2h Investigator: "Bill, you had your hand up." 

1,3 invite seeks student participation. 

25-30 
1.8 silence no teacher talk. 

During this critical incident, as well as for the balance 
of the class period, student participation was extremely 
high. 
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Investigator behavior in Figure 10 utilized four categories of 

ACCEPTING together with one category of REJECTING. The critical in

cident began with silence, ACCEPTING. It then included consider, 

invite, and refer. After three ten second intervals the investigator 

asked a question and proceeded to answer his own question. This be

havior is block and lasted for four, ten second intervals. In this 

behavior, the investigator deliberately intervened to check the flow 

of communication. In addition, he used students' statements, sought 

student participation, passed student statements along for use by the 

class, and listened during periods of coded silences. Of the 30, ten 

second intervals, the investigator employed silence during 19 inter

vals, consider for two intervals, invite for five intervals, refer for 

one interval, and block for four intervals. The primary use of this 

critical incident was to illustrate Blocking-Rejecting behavior. 

REJECTING behavior constituted 3.£ percent of the investiga

tor's behavior in this study. Blocking constituted 3 percent with 

silence-REJECTING and ignore making up the other.5 percent. It was 

found that REJECTING behavior appeared infrequently in the investiga

tor's behavior. 

The investigator, it was found, tended to employ ACCEPTING 

behavior throughout the coded material. The following critical 

incident is concerned with the investigator's ACCEPTING behavior. 



ACCEPTING 

Time (ten second intervals) 
Code 

Category 
rr> C % O H cv» r> tr\ O >- :o 0\ O 

r~l f~» r™f rH r"^ r-' r~~i ~i rH OJ 

1.0 ACCEPriKG 
1.1 set 
1.2 consider 
1.3 invite 

refer 
1.5 encourage 
1.6 reassure 
1.7 commend 
1.8 silence 
Kc.jectinf; behavio not aooeai 

Figure 9. A five minute plot illustrating ACCEPTING, 

Classroom situation. 

Various projects had been suggested by different 
members of an American Problems class. Several of 
these projects would require the students to leave 
the school to accomplish same. One student had 
suggested calling in sick or not coming to school 
for a day or so, thus being free to work on the 
project. 

Coded categories: set, consider, invite, silence. 

Investigator's Script 

One student had suggested a method to circumvent the ad
ministration. 

1 Investigator: "But, let's work with them first." 

1.1 set establishes a starting point. 

Offered alternative to the student suggestion. 

2 Investigator: "I think we could develop a form that will 
work." 

1.1 set provides basis for interaction. 
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3 Investigator: "I'd like to work with you on that." 

1.1 set establishes point for interaction. 

£ Investigator: "Sure, if that's what you want to do," 

1.1 set makes self ready for participation. 

6 Investigator: "All of our ideas, yes, we should work 
together." 

1.1 set desires class to join in action. 

A student had suggested that the investigator work with a 
group which was devising ideas as to how field trips 
might be arranged. 

Some of the suggested student's projects would take an 
entire day out of the school. The question had been 
raised about getting out of other teacher's classes. 

* 7 Investigator: "I think we should get teacher participation." 

1.1 set offers ideas. 

8 Investigator: "No, let's begin with a few of us working 
on it." 

1.1 set establishes point for interaction. 

A student had suggested that the investigator do the work 
on the project. 

9 Investigator: "I could do it, but I think all of us should 
complete the work." 

1.1 set offers self and ideas. 

10 Investigator: "Jim, you and Penny, could you work with me?" 

1.3 invite seeks student participation. 

Jim and Penny had expressed com: ern about working carefully 
to get out of school "right." They didn't want to create 
any trouble. 



122 

11 
1.8 silence no teacher talk. 

12 Investigator: "You and Janet want to work in the library 
on the field trip to the Children's Colony?" 

1.2 consider uses student statement. 

The investigator wrote a permission pass to the library as 
he listened and talked. 

A student asked a question about the proposed trip. 

13 Investigator: "I'd be interested in that." 

1.2 consider communicates interest. 

Hi Investigator: "Bill, you tried to be excused from school. 
Tell us about it." 

1.3 invite seeks student participation. 

15 
1.8 silence no teacher talk. 

16 Investigator: "And then what happened to you?" 

1.3 invite elicits student statements. 

17-18 
1.8 silence no teacher talk. 

Bill continued telling his experience. At one point he 
appeared reluctant to continue. 

19 Investigator: "Come on — what happened?" 

1.3 invite seeks student statement. 

20 
1.8 silence no teacher talk. 



21 Investigator: "You got into the class all right, after
ward?" 

1.3 invite elicits statement from student. 

22 Investigator: "Jill, you think Bill made what kind of 
move?" 

1.2 consider uses student statement. 

23 Investigator: "I personally feel Mr. Hansen will not only 
go along, but will help." 

1.1 set establishes point for interaction. 

2U-2S 
1.8 silence no teacher talk. 

26 Investigator: "Hy experience has made me feel we could do 
it." 

1.1 set offers ideas. 

27 
1.8 silence no teacher talk. 

28 Investigator: "Your idea is to have the whole class work 
on it." 

1.2 consider uses student statement. 

29 
1.8 silence no teacher talk. 

30 Investigator: "To go with the paper form, is that what you 
said?" 

1.2 consider uses student statement. 
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The verbal interaction during this five minute plot showed the 

investigator utilizing four different behaviors, set, consider, invite, 

and silence. He entered the dialogue by demonstrating a concern for 

students' interests. The investigator provided a basis for inter

action, offered himself and his ideas for use by the class, made him

self ready to enter into dialogue, sought student participation, used 

student statements, elicited statements from the students, and remained 

silent while the students were talking. 

The investigator used set 11 times, consider five times, invite 

five times, and employed silence during the remaining nine intervals. 

The next plot, Figure 10, is a continuation of the description 

of investigator behavior ACCEPTING. 

ACCEPTING 

Time (ten second intervals) 
Code 

Catepory 
1—I cv p"\ -a LA •O T) ON r-H i—1 

H 
OJ !—1 p-J .~"l Lf\ •c i—i rH :0 f-H ON r-i O CM rH C\J rv 

f\ 
CO OJ 

1 f\ 
C\J 

o OJ 
r— 
OJ 

y? 

CO ON OJ O 

1.0 ACCEPTING 
1.1 set 

y? 

CO 

1.0 ACCEPTING 
1.1 set 1 / 
1.2 consider 
1.3 invite 
l.li refer 
1.5 encourage 
1.6 reassure 
1.7 comnend 
1.8 silence 

— 

- L / I 1.2 consider 
1.3 invite 
l.li refer 
1.5 encourage 
1.6 reassure 
1.7 comnend 
1.8 silence 

i I -
/ I \ 

1.2 consider 
1.3 invite 
l.li refer 
1.5 encourage 
1.6 reassure 
1.7 comnend 
1.8 silence 

\ / \ / \ / \ 

1.2 consider 
1.3 invite 
l.li refer 
1.5 encourage 
1.6 reassure 
1.7 comnend 
1.8 silence 

\ / 
"T 

I I \ / \ / \ 

1.2 consider 
1.3 invite 
l.li refer 
1.5 encourage 
1.6 reassure 
1.7 comnend 
1.8 silence 

\ / "T 
/-

-

1 / 
1 \ / \ 

1.2 consider 
1.3 invite 
l.li refer 
1.5 encourage 
1.6 reassure 
1.7 comnend 
1.8 silence 

\ /-
- ' / / 

1.2 consider 
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Figure 30. A five minute plot illustrating ACCEPTING-Interaction 
midway during class 



Classroom situation. 

This critical incident from an American Problems class 
began as the investigator responded to a student ques
tion concerning the meaning of the term "qualified 
elector." The student had stated, "according to the 
constitution — or is it — is the qualification of 
an elector set by the state?" 

Code categories employed: set, consider, reassure, silence. 

Investigator's Script 

Investigator: "Electors as specified in the U.S. Consti
tution?" 

1,2 consider uses student statement. 

The investigator and a student were looking through several 
books. 

Investigator: "Yes, I'm hopeful we can find it." 

1,2 consider communicates interest. 

The student was looking at a section of his book and had 
commented concerning a discovery. 

Investigator: "Your book doesn't show the difference,11 

1,2 consider uses student statement. 

Investigator: "I don't understand any better than you," 

1,2 consider participates as an equal. 

Investigator: "Your father told you about it?" 

1,2 consider uses student statement. 

The investigator not only used the student's statement but 
also relied upon the student to guide the dialogue and help 
find the answer which neither of them knew. 
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Investigator: "You found it in the appendix of your book?" 

consider uses student statement. 

7 Investigator: "I need to think about that for awhile." 

1.2 consider expresses thinking and reflecting. 

The statement from the Constitution was located and found 
to be adequate for the student. 

8 Investigator: "You said you wanted a more complete answer." 

1.2 consider uses student statement. 

9 
1.8 silence no teacher talk. 

10 Investigator: "Yes, I'd like to do that," 

1.2 consider communicates interest. 

11 Investigator: "You want to take my book along, also." 

1.2 consider uses student statement. 

The student decided to work out the answer in the library. 

12 
1.8 silence no teacher talk. 

As the investigator turned back to the class, one student 
made a statement concerning a project with which he was 
involved. 

13 Investigator: "Yes, let's start with your idea over here." 

1.1 set establishes a starting point. 

lU Investigator: "To visit the children, a group?" 

1.2 consider uses student statement 



15 
1.8 silence no teacher talk. 

16 Investigator: "You would spend the entire day studying 
it?" 

1.2 consider uses student statement. 

17-18 
1.8 silence no teacher talk. 

19 Investigator: "No, I'm not afraid of the children." 

1.1 set offers ideas. 

20 
1.8 silence no teacher talk. 

One student had expressed fear at meeting the children. 

21 Investigator: "Of course, I'm sure you can do it." 

1.6 reassure indicates confidence in student. *• 

22 Investigator: "I could help on that part." 

1.1 set makes self ready for participation. 

23-26 
1.8 silence no teacher talk. 

27 Investigator: "You say, you want him to go with you." 

1.2 consider uses student statement. 

28 Investigator: "I couldn't do that either." 

1.2 consider participates as an equal. 
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29 Investigator: "You mean to get him to let you in?" 

1.2 consider uses student statement. 

30 

1.8 silence no teacher talk. 

The verbal interaction in this plot utilized four categories 

of investigator behavior — set, consider, reassure, and silence. The 

investigator used student statements, communicated interest, partici

pated as an equal, established points for interaction, indicated 

confidence in the students' ability to do a task, and was silent 

while listening to the students' statements. The investigator used 

set four times, consider l£ times, reassure one time, and silence 10 

times. The following critical incident is concerned with another 

aspect of the process of ACCEPTING. 

ACCEPTING-Interaction and Evaluation 
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Figure 31. A five minute plot illustrating ACCEPTING-Interaction 
and Evaluation. 
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Classroom situation. 

The students in an American Problems class had 
decided to evaluate a project which several students 
had just completed. The project members had made 
their presentation, a study of family life. 

Coded categories employed: set, consider, invite, refer, 
commend, silence. 

Investigator's Script 

1 
1.8 silence no teacher talk. 

Jl-teachor-vis it or in the room had asked, "Don't you think 
another side of the discussion besides that of Mike G. 
should be presented?" A student responded that the entire 
evaluation represented a series of viewpoints concerning 
marriage, children, and divorce — and that Mike G. has 
presented only one view — but one which many of the 
students liked. 

2 Investigator: "I see — but I'd like you to comment, Margie, 
on the different views." 

1.3 invite seeks student statement. 

3 Investigator: "You say your children will be able to 
choose." 

1.2 consider uses student statement. 

U Investigator: "Ed, what is it you're saying?" 

1.3 invite seeks student statement. 

1.8 silence no teacher talk. 
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Investigator: "Margie, Ed took a position that marriage 
and family should be together." 

l.U refer passes student statement along. 

Investigator: "You say the family is going to survive." 

1.2 consider uses student statement. 

8-10 
1.8 silence no teacher talk. 

Interaction was high at this time. The investigator listened 
while several students responded to the ideas generated. 

11 Investigator: "Joe, that was great, just great." 

1.7 commend indicates satisfaction with student statement. 

Mrs. Korner was school faculty member and TV director 
present during the class. 

12 Investigator: "What about that, Mrs. Korner?" 

1.3 invite seeks student statement. 

13-li; 
1.8 silence no teacher talk. 

1$ Investigator: "She said to use views-different than 
Mike G." 

1.2 consider uses student statement. 

16 Investigator: "You're saying that families should live 
together, I'm interested in that." 

1.2 consider communicates interest. 



17 
1.8 silence no teacher talk. 

Someone had made a comment and the entire class was 
laughing. 

18 Investigator: "Sure, people will decide for themselves." 

1.1 set establishes starting point. 

19 Investigator: "Families are already falling apart." 

1.1 set offers ideas. 

20 Investigator: "That's how I feel." 

1.1 set offers ideas. 

21 
1.8 silence no teacher talk. 

22 Investigator: "You mean anyone can live that way?" 

1.2 consider uses student statement. 

23 Investigator: "Jim, you take Ed's statement about 
college life." 

l.U refer passes student statement along. 

2U-29 
1.8 silence no teacher talk. 

Ideas such as the family living together, men and women 
dorms in college life, homes without marriage, children, 
and divorce occupied the dialogue. The investigator was 
silent. 

30 Investigator: "You say you saw them." 

1.2 consider uses student statement. 
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Utilizing six of the eight ACCEPTING categories, the investi

gator participated in the interaction. The requested evaluation of 

the family life project generated spontaneous responses and the re

sultant dialogue is reflected in the plot of the critical incident. 

Investigator behaviors utilized included set used three times, consider 

used five times, invite used four times, refer used two times, commend 

used once, and silence used 15> times. The investigator sought and 

used student statements, passed student statements on for the use of 

the class, indicated satisfaction with student achievement or student 

statement, established points for interaction, offered his ideas for 

class use, and was silent when interaction was occurring between stu

dents in the class. 

Pattern Development in the Psychological Warmth Process 

The investigator appeared to demonstrate several patterns of 

behavior in the Psychological Warmth Process. The majority of his 

behavior, 97 percent, was ACCEPTING. In the ACCEPTING categories his 

behavior was primarily in four sub-categories: set, consider, invite, 

and silence. An examination and analysis of his behavior in these 

four categories tended to indicate his behavior to be deeply involved 

in class participation. He attempted to provide a basis for inter

action by offering his ideas and experiences for class use. He 

actively sought student participation by eliciting statements. The 

investigator worked towards attracting attention to the class process 

and to the issues and problems being discussed. Occasionally he 
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appeared to pass various students' statements along to continue and 

maintain the interactive process. This seemed to increase class inter

action. He tended to express personal satisfaction in student state

ments and performances. 

The patterns described seem to indicate that he participated 

as a psychological equal with members of the class. The following 

extracted dialogue statements by the investigator partially summarize 

the patterns developed in the Psychological Warmth Process: 

ACCEPTING 

set " "Yes, but let's work with them first." 

"T think we should get teacher participation." 

"Let's begin with a few of us working." 

Note that the investigator, even when he appeared to be offer

ing his own ideas for class use, tended to be inclusive in the language 

rather than exclusive or didactic. In this process he apparently pro

vided a basis for interaction. He appeared as a psychological equal. 

consider "You feel the band was out of order." 

"Janet, you feel Bill made what kind of 
movement?" 

"To go with the paper form, is that what you 
said?" 

"I don't understand any better than you." 

"I need to think about that for awhile." 

The investigator tried to use students' statements. He 

apparently recognized the importance of the students adding ingredients 

to the discussion. He seemed to express his equality by using their 



13U 

statements, showing his inadequacy along with the students', and ad

mitting that he needed to reflect and think about the issues at hand. 

invite "Was it by the fence?" 

"Bill, you had your hand up." 

"Could you work with me?" 

The investigator sought student participation, elicited state

ments and attempted to involve them in the events of the class. When 

he asked them to work on something he tended to offer himself as an 

equal participant in the process. It is interesting to note that he 

called the students by their first name and accepted the reciprocal. 

In fact, he seemed to enjoy the arrangement. 

refer "Margie, Ed took a position that marriage and 
family should be together." 

"Jim, you take Ed's statement about college 
life." 

The investigator tried to pass student statements along for 

the use of the class. He sought increased interaction in the class. 

This process appears to recognize that the investigator regarded the 

students' contributions to the class as equal to his and that all 

students have vital and valuable information for class use. 

encourage-reassure-commend 

No encourage behavior appeared. 

reassure "Of course I'm sure you can do it." 

commend "Joe, that was great, just great." 

The investigator behavior encourage did not appear in the 

coded results. Investigator use of the categories commend and reassure 
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appeared to be minimal. Reassure was used one time, while commend was 

used two times. 

silence The most frequently used investigator behavior was 

silence. 

Investigator behavior was recorded as follows: 

silence 39% 

set 2h% 

consider 16% 

invite 1$% 

refer, encourage, 
reassure, commend 1.5$ 

ALL REJECTING 1.$% 

REJECTING 

All of the REJECTING categories constituted 1.5 percent of 

the investigator's behavior. Three rejecting behaviors appeared ~ 

ignore, block, and silence. Block appeared when the investigator 

asked a question of the class and then intervened to check the flow 

of communication on one extended occasion during the critical incidents. 

The result of this behavior was to prevent student participation. 

Ignore appeared once when the investigator failed to pay attention to 

a student comment. 



CHAPTER 6 

A CASE STUDY INVOLVING THE THEORY 

OF DEMOCRATIC PROCESSES 

Introduction 

The purpose of this case study is to present a classroom in which 

the theory of democratic processes, detailed in Chapter 2, is utilized. 

The intent of the investigator is to illustrate the development of a 

series of teaching episodes in a classroom where the theory of demo

cratic processes was used. The teaching episodes extended for a 

period of one school semester. During that period a variety of situ

ations occurred which served to illustrate the theory of democratic 

processes. 

The Class Setting 

The group chosen for the case study was an American Problems 

class at Tamarack-'- High School, a public school in the southwestern 

United States. The high school enrollment of Tamarack was nearly 

2,500 students while the faculty numbered over 100. Administration 

at this school seemed to encourage a certain amount of experimentation. 

The American Problems class being examined contained 33 stu

dents who had been assigned to the course by the school registrar 

1. Pseudonym for the high school. 
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during the preceding spring and summer semesters. The members of the 

class were all seniors, generally from middle and upper social eco

nomic class homes. Ethnically, the members were Anglo-Protestant, 

Agnostic, Catholic, and Jewish, and included a variety of national 

family origins. 

Most of the class members were born in other cities. Several 

students came from military families. About one-half of the class 

considered that they had traveled extensively. Twelve members of the 

had lived in other countries. Four had lived in more than seven 

countries. Three of that four said they had traveled around the 

world. 

The community in which Tamarack High School was located had 

a population of approximately 260,000 people. Employment of the 

families therein was quite varied. The parents of Tamarak students 

were laborers, skilled craftsmen, professionals, government employees, 

military, unemployed, housewives, working mothers, union members, and 

politicians. Some of the students were employed in such varied situ

ations as service stations, garages, private homes (gardening and 

baby sitting), offices, newspapers, private music bands, and selling. 

The class reported in the following case was one of 21 senior 

American Problems classes in Tamarack High School. 

The Teacher 

The investigator was the teacher of the American Problems 

class. His assignment in the social studies department of Tamarack 

High School included American Problems and World History classes. 
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He had 22 years of teaching experience, 11 of which were in public 

schools, while the balance had been in private college and high school 

church schools. His public school teaching experience included in

structing classes in social studies and English as well as serving as 

a student counselor. 

During his career in both public and private schools the in

vestigator continuously experimented with his teaching behavior, 

seeking alternatives to the traditional approach to teaching. His 

personal, social, academic, and professional experiences led him to 

feel that democratic processes in the classroom would be productive 

for both the students and himself. 

The Case 

Identifying and Interacting 
with Students 

The class had been discussing some of the functions of various 

members of the United States presidential cabinet. The discussion 

occurred early in the school semester and emerged from a panel pre

sented by several students from the class. Teresa, from the corner 

of the room, complained about the routine and the boredom she had ex

perienced in previous social studies classes. At that point the 

investigator and other members of the class began to discuss ways to 

alter this condition. 

Investigator: "What are some of the possible alternatives we might 
consider? Put another way, what can we do with bore
dom? Is there some way we can work on our interests 
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so that we would feel that the class would be enjoyable?" 
(IP 1.3 inv/FW 1.3 inv)2 

Dave:̂  "I'm sure I don't want to do what we're doing. This is 
a drag!" (IP 2.1 sil/Frf 1.8 sil) 

Paula: "How about doing something interesting and fun?" (IP 
2.1 sil/PW 1.8 sil) 

Sam: "Man, I don't want do do anything except get out of 
this class and this school!" (IP 2.1 sil/PW 1.8 sil) 

Neil: "Could we do something related to what's going on? 
Wow, this stuff we're doing really kills me I" (IP 2.1 
sil/PW 1.8 sil) 

Jean: "How about makin' a real swingin' scene right here?" 
(IP 2.1 sil/PW 1.8 sil) 

After listening, responding, and calling for many other com

ments and questions, the investigator picked his way into the'~dialogue 

this way: 

Investigator: "All right, it seems to me that you're saying — (at 
the same time the teacher was talking, he was also 
writing each student's statement on the board and re
peating it as he wrote — the statements appear below) 
(IP l.lj pos/PW 1.2 con) 

. . .  t h e  c l a s s  i s  a  d r a g  

. . . you want to do something interesting — fun 

. . . you want to get out of class — school 

. . . you want to work with something related to things 
going on 

. . . you want a swinging scene right here. 

2. To aid the reader to examine and analyze the dialogue in 
this case, abbreviated coding of the categories of the Identification 
Process and Psychological Warmth which are involved will follow each 
student or investigator statement. (See Appendix A.) 

3. All names used are pseudonyms. 
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My question is — can we — I mean you and I — can we 
put your auestions into action?" (IP 1»2 inv/PW 1.3 
inv) 

Sam: "Do you mean we can actually get out of class — out 
of school?" (IP 2.1 sil/FW 1.5 sil) 

Investigator: "Seems to me you're asking several questions. Do you 
really want to quit school?" Or is it something else 
you are saying?" (IP 1.3 inv/PW 1.3 inv) 

Sam: "Well, I'm tired of doing the same dumb things day 
after day." (IP 2.1 sil/FW 1.8 sil) 

Investigator: "OK Sam, maybe we can take your statement as a clue and 
develop some activities that would be worthwhile to 
you." (IP 2.2 rsp/PW 1.3 inv) 

"Do you mean we can do what we want?" (IP 2.1 sil/FW 
1.8 sil) 

"What about the class as we want it?" (IP 2.1 sil/PW 
1.8 sil) 

"Could we do something that would get us out of this 
crummy room? Last night a couple of us were talking 
about this town and the fact that there is nothing to 
do here. Man, I'd sure like to live in a different 
place, at least where something is soing on." (IP 2.1 
sil/PW 1.8 sil) 

"Hey, let's try it — let's see if we can really get a 
different kind of class going1 Tom (investigator's 
name), do you think we could pull it off? Do you think 
the administration would really let us?" (IP 2.1 
sil/FW 1.8 sil) 

"I work under two assumptions — first, all things are 
possible until found to be impossible. Second, other 
people in positions different from mine are reasonable 
and approachable, if I'm reasonable and considerate. 
Yes, I think we can do most anything you want, or we 
want." (IP 2.U cnt/PW 1.1 set) 

"I'd sure like to know what makes parents what they 
are. Sometimes I wonder if they're real." (IP 2,1 
sil/PW 1.8 sil) 

Linda: 

Ralph: 

Mark: 

David: 

Tom:** 

Teresa: 

It. Investigator's pseudonym. 
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"There really isn't too much being done about the 
state's fish and game. We're messing up the whole 
thing around here." (IP 2.1 sil/PW 1.8 sil) 

"I don't think that what you're doing has anything to 
do with American Problems. I think we should work on 
government problems in the city and nation. After all, 
the school should have some requirements and I think 
we should follow them." (IP 2.1 sil/PW 1.8 sil) 

"Do you think we could, do something about the dumb 
draft? I'm getting closer and closer." (IP 2.1 sil/PW 
1.8 sil) 

"Yeh — wow man — how about staging a rock, something 
groovy?" (IP 2.1 sil/PW 1.8 sil) 

"Don't be silly. We should be serious. Sure, I like 
rock music, and maybe some of you are interested in 
fish and hunting — but what have those things got to 
do with American Problems? I, personally, think we 
ought to study about crime, and how we get rid of it." 
(IP 2.1 sil/PW 1.8 sil) 

"Aw, come on — all of the things you are talking about 
are taken care of already by the government, or busi
ness. Someone will take care of them. I don't think 
we can do anything except be bored in this school." 
(IP 2.1 sil/PW 1.8 sil) 

"I don't want to do nothin'." (IP 2.1 sil/PW 1.8 sil) 

The investigator (Tom), during the exchange, kept moving 

around the room. He sat down, walked about, nodded to students want

ing to talk, pointed to others who had their hands up, laughed with 

the class when certain comments emerged, and, additionally, wrote 

comments from the dialogue on the board. The written items appearing 

on the board were as follows: 

. . . this class is a drag 

. . .  w a n t  t o  d o  s o m e t h i n g  i n t e r e s t i n g  —  f u n  

Richard: 

Shirley: 

Sam: 

Obert: 

Shirley: 

Mark: 

Sam: 



. . .  w a n t  t o  g e t  o u t  o f  c l a s s  —  s c h o o l  

. . .  c a n  w e  a c t u a l l y  g e t  o u t  o f  s c h o o l  

. . .  c a n  w e  p u t  t h e s e  s t a t e m e n t s  i n t o  a c t i o n  

. . .  d o  y o u  w a n t  t o  q u i t  s c h o o l  

. . .  c a n  w e  d e v e l o p  a c t i v i t i e s  w o r t h w h i l e  

. . . design class yourself 

. . . live where something is going off 

. . . will the administration let us 

. . . things are possible until found impossible 

. . . people tend to be reasonable 

. . . what about parents 

. . .  h u n t i n g  a n d  f i s h i n g  

. . .  f o l l o w i n g  A m e r i c a n  P r o b l e m s  o u t l i n e  

. . . crazy draft 

. . . rock concert — groovy 

. . . crime 

During the first day of dialogue the investigator interacted 

with the students by asking questions, listening, remaining silent, 

stating his own position on certain comments, or issues, writing on 

the board, and generally identifying the plans, statements, positions, 

action, and concerns of each member of the class. 

Near the end of the first day, Bill, who had remained quiet 

for the entire discussion to this point, asked if he could start the 

class discussion on the following day. The bell rang ending the class 

for the day. 
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Bill began the class the next day. He stated that transpor

tation had an important function in local, state, and national problems 

and he felt he could offer some solutions. The class, initially, was 

quite skeptical. Tom asked if the ideas Bill had brought out and the 

issues of the previous day could be worked into something. A shift 

in the classroom process occurred at this point. From the verbal in

teraction and personal identification which had been going on, the 

class members moved into a process of discovering and sharing interests. 

Discovering and Sharing Interests 
with the Students 

With Bill as discussion leader, the members of the class im

mediately began suggesting ways for the class to function. Interests 

were expressed. Some of the students wanted to do library research, 

others wanted to read books independently, still others wanted to visit 

various parts of the city, and some did not enter into the discussion. 

The dialogue proceeded as follows: 

Bill: "Last night, Bob, Alan, and I talked about what we're 
doing in class. We would like to have each of us 
choose what we would like to do. We would like to see 
if we could carry this idea off. The three of us would 
like to plan — you know — kinda build a transportation 
system for the city." (IP 2.1 sil/PW 1.8 sil) 

Tom: "Bill, would you use one of our present cities as a 
model, or would you rather use a newly created city?" 
(IP 2.3 exp/FW 1.3 inv) 

Sam: "I think you ought to include a drag strip." (IP 2.1 
sil/PW 1.8 sil) 

Shirley: "When I was walking home last night I thought about 
this idea for a class and then I talked it over with 
my mother and father while we were eating. My dad 
thinks you're crazy. He said what's it got to do with 
American Problems?" (IP 2.1 sil/PW 1.8 sil) 
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"Man, I'd sure like to see you guys do something about 
school." (IP 2.1 sil/FW 1.8 sil) 

"Come on you guys, give 'em a chance. Bill, what kind 
of transportation have you dreamed up?" (IP 2.1 sil/PW 
1.8 sil) 

Through the dialogue of discovery and sharing interests, the 

investigator was able to employ the students' interests and invite 

them to pursue their ideas more fully. The class dialogue offered a 

variety of interests: a drag strip, a traditional class, analysis of 

school life, and even included one person encouraging the ideas of a 

fellow student. After sharing these interests, there seemed to emerge 

a desire to identify a central problem. 

Deriving a Problem 

As the various individual interests were expressed and shared, 

the over-all problem seemed to gradually emerge and gain the attention 

of several class members. Tom was one of the first to recognize a 

possible problem of local interest for the class. 

Tom: (developing the continuing discussion): "Seems to 
me that we have something rolling here. As I view it, 
each of you can work out something that will be 
especially useful to you. I suspect that this could 
be quite enjoyable." (IP l.h pos/PW 1.2 con) 

Larry: "Tom, what about the whole class trying to build a 
city. We could take all of our ideas and projects 
and see if we could make it look like a city." 
(IP 2.1 sil/PW 1.8 sil) 

At this point Bill asked Judy if she would write the suggested 

ideas on the board. Most of the class responded to Larry with an 

array of recommendations. Several of the class sat as though they 

had no interest at all. 

Obert: 

Susan: 



Before the end of the period, the class had divided into the 

following groups: transportation, courts, police, recreation, sports, 

industry, economics, finances, crime, hospitals, business, government, 

education, teenagers, parents, families, illness, employment, poverty. 

One small group of students was silent, verbally uninvolved, but 

seemingly interested. Several students conveyed quite apparent dis

interest in the proceedings. 

From the various interests expressed and developed into prob

lems by the 33 class members, the investigator plotted the eventual 

grouping shown in Figure lU which follows. 

Focusing on the Problem 

Figure 12 indicates the ideas for study and how the students 

grouped under the leadership of Bill, with Judy doing the writing on 

the chalk board. This initial grouping remained rather constant 

throughout the case. As the various problems were suggested, the 

class members began focusing on specific problems. In addition, they 

suggested the following activities in pursuing solutions to the prob

lems: 

. . .  r e s e a r c h  i n  s c h o o l ,  c o m m u n i t y ,  s t a t e ,  a n d  n a t i o n  

. . . interview various people in designated interest 
and problem areas 

. . . take one or several field trips 

. . . work with other classes, students, and school 
departments 

. . . observe and participate in work related to 
chosen interests and problems. 
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Environment 
Conservation Industry- Government Investigator 

(Tom) Group Group Group 

Elementary-
Secondary 
Education 
University 

Hospitals 
Illness 
Physical 
Mental 

Courts 
Police 

Group Group 
Group Group 

Teenagers 
Parents 
Families 

Silent 
Disinterested Silent Business 

Group Group Group 
Group 

Employment 
Poverty 

Unemployment 

Economy 
Finances 

Parks 
Recreation 
Sports 

Crime 

Group Group 
Group Group 

Figure 12. Organization of class interest groups. 
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As the class moved to work in individual groups Fred S., who 

had not thus far talked, turned to Tom and asked if he were going to 

do anything in class besides, "... what teachers usually do." The 

dialogue resulting from this comment follows: 

Tom: "Fred, I'd never thought of it quite like that before. 
What do you have in mind?" (IP 2.2 exp/PW 1.2 con) 

Fred: "Yeh — well, like you know — teachers always tell 
students what to do, but they really never do anything 
except talk, or lecture." (IP 2.1 sil/Ftf 1.8 sil) 

Tom: "Fred you may have a point — how do some of the rest 
of you feel about Fred's position?" (IP 2.5 incl/PW 
1.3 inv) 

Sam: "Teachers are supposed to give assignments, and then 
make the students do the work." (IP 2.1 sil/PW 1.8 
sil) 

Pete: (speaking for the first time) "Come on, if Tom wants 
to do something that's his business, let's get to work 
on the city?" (IP 2.1 sil/PW 1.8 sil) 

Following the above dialogue, the class divided into interest 

groups. Judy, who had left the board and had joined the transporta

tion group, called Tom over to talk to her group. 

Judy: "How do we get out of this class to visit some of the 
places around town? Do we just not come to school? 
That seems a little dangerous. We'd be caught for 
ditching. I've never been able to get away with any
thing." (IP 2.1 sil/PW 1.8 sil) 

Tom: "You mean leave school without clearing with the 
attendance officer?" (IP 2.3 exp/PW 1.2 con) 

Mark: (from a nearby group) "When we took the forensic trip 
to Cartersville, the school said no excuses. We all . 
got C excuses — for ditching." (IP 2.1 sil/PW 1.8 
sil) 
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Tom: "My feeling is that we can work something out. 
Arrangements such as this seem to include not only our 
own class members, but several others. Let's see if 
we can get all the people concerned to work with us." 
(IP 2.U cot/PW 1.1 set) 

Bill: "Tom, why don't you see if you can swing it? I think 
you'd have better luck. You work out some way to get 
us excused from class." (IP 2.1 sil/PW 1.8 sil) 

Tom: "OK, is there anyone who would like to work with me on 
this little project? We may be able to find a way to 
get us out of school." (IP 2.5 inc/PW 1.3 inv) 

No one responded. The members of the various groups went back 

to individual group discussions. Tom moved from group to group asking 

questions, responding to questions, making comments, and listening. 

Near the end of that period, Frank, who had been one of the silent 

persons approached Tom and asked if he could help arrange for students 

to leave school. 

The following field trip form (Figure 1̂ ) was developed by 

Frank and Tom. It was presented to the class, the deans, principal, 

and other faculty members and was approved by all of them. It proved 

to be a useful device in aiding students to pursue their special 

interests in the community. Furthermore, it provided consideration 

for all interested persons: students, parents, the sponsoring teacher, 

the attendance office personnel, deans, and teachers from other 

classes. As the case developed, the various interest groups focused 

more intensely on their selected problem. It soon became apparent 

that they were developing a variety of approaches to their respective 

problems. 



TAMARACK HIGH SCHOOL 
Official School Field Trip 

" desires to go on a field trip to 
(student's name) (matric) 

(description, address, and telephone number of location) 
This field trip has been organized through the period ^ 

(subject) 
class and will roquire the student to miss period 

(periods to be absent) 
class(es) on . 

(date) 
Understanding that this is a voluntary activity not required for suc
cessful completion of the course and the student will provide his own 
transportation and be responsible for his activity without direct su
pervision, my permission is granted for this field trip. 

Sponsoring teacher's signature Parent's signature 

I understand that making up all classes missed is my responsibility. 

Student's signature 

This student will be allowed to go on the field trip only if teachers 
of the class to be missed jjx3icate below, \>ith their signatures, that 
the student is doing passing v»rk in his class, will miss nothing which 
can not be made up and will not be narked absent on the date of the 
proposed field trip. 

PERIOD SUBJECT SIGNATURE OF TEACHER 

1 
2 
3 
4 
5 : 
6 

Dean's approval Date 

STUDENT MUST KLTUr-N THIS FORM TO TEACHER ORIGINATING THE FIELD TRIP AND 
THAT TEACHER WILL LEAVE THE FIELD TRIP FORM IN THE ATTENDANCE OFFICE. 

Figure 13. Field Trip Form. 
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Developing Problem Approaches 

During the period when the problem approaches were being 

developed, the investigator met with individuals and small groups, 

entered into dialogues, listened to students develop ideas, and gener

ally shared the entire process. 

In the development of the central problem, approaches to the 

various areas of interest were diverse. Sometimes an approach would 

be considered, used, found inadequate, and then discarded. Other 

approaches were developed and found useful. The following dialogue 

illustrates the process. 

Bill: "Sure the transportation group ties in with your edu
cation group — but my question was — how can we work 
together? On Thursday we're going to the airport, 
next Monday we have the medical doctor talking on 
planned parenthood. Now, what can vie do?" (IP 2.1 
sil/PW 1.8 sil) 

Linda: 

Judy: 

Bill: 

Linda: 

Bill: 

Tom: 

"But your committee and ours on education could inter
view the school board together. Have you worked out 
any questions?" (IP 2.1 sil/PW 1.8 sil) 

"Questions? We haven't even decided whether we can 
go." (IP 2.1 sil/PW 1.8 sil) 

"We can go — at least some of us. What we need here 
is to work out what we're going to do — and when we 
can go" (IP 2.1 sil/PW 1.8 sil) 

"We have the appointment with the school board. Three 
of them said they would be there Wednesday." (IP 2.1 
sil/PW 1.8 sil) 

"Look I'll go. If any of the others want to go we'll 
work them in. Now how are we going to do it?" (IP 
2.1 sil/PW 1.8 sil) 

"Are you just going in cold, or have you worked up 
something?" (IP 2.3 exp/FW 1.3 inv) 
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Linda: "Wow — we've been working on this interview for days, 
Tom, sure we're preparedI We have a lot of questions. 
We just want to know how transportation will work in." 
(IP 2.1 sil/FW 1.8 sil) 

In this dialogue, several approaches developed: intergroup 

work, interviewing, writing, seeking appointments, and developing 

questions. The investigator offered to help as it was needed. 

During the problem development, the class made several deci

sions: (l) the city being built would have an approximate population 

of ̂ 00,000 people; (2) each problem and project would be presented to 

the class; and (3) Bill was to chairman both the steering committee 

and the transportation committee. 

Conducting the Study 

Each of the interest groups shown in Figure 2 developed a 

series of plans and activities for themselves and for the class. 

From these plans they structured their study and viork for the balance 

of the semester. 

Several of the interest groups undertook correspondence with 

selected people and agencies. One of the dialogues concerning this 

correspondence occurred within the transportation group. 

Tom: "Bill, you were thinking of writing Heavy Industries 
in Tokyo, is that right?" (IP 1.3 inv/PW 1,3 inv) 

Bill: "Well, yes, but we also felt we should write-to people 
in the Japanese government along with our own govern
ment and the governments in other countries." (IP 2.1 
sil/FW 1.8 sil) 

Judy: "We need some help with some of the addresses. Could 
you help us?" (IP 2.1 sil/PW 1.8 sil) 
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Tom: 

Alan: 

Bob: 

Tom: 

Alan: 

Judy: 

Tom: 

Alan: 

"Sure, we may be able to get some of them from the 
library, or perhaps from some other places here in 
town." (IP 2.U cot/PW 1.1 set) 

"'I got stuck on the first letter. I'll need a little 
help." (IP 2.1 sil/W 1.8 sil) 

"Your Dad could help you." (IP 2.1 sil/PW 1.8 sil) 

"How much have you written now?" (IP 2.3 exp/PW 1.8 
inv) 

"Bill and I made a list of places to write. He and I 
thought we could divide them up and write — you know 
— after we get one written." (IP 2.1 sil/PW 1.8 sil) 

"I could type some of them and get Debbie to help me." 
(IP 2.1 sil/PW 1.8 sil) 

"Let me see your list of places?" (IP 1.3 inv/PW 1.3 
inv) 

"Why don't I read it — then all of us will know the 
names and places — or maybe we could add some names 
to the list." (IP 2.1 sil/PW 1.8 sil) 

Alan read the list which included railroads, airports, mono

rail companies, major automobile producers, distributors, retailers, 

among others from Canada, the United States, Japan, and England. 

Relationship with students out of class. In another stage of 

development within the transportation group, Bill explained the ar

rangements that he had made with several of his friends. 

Bill: "You know, I didn't know how I was going to get the 
blueprints (of the city) drawn up. Man, I came up with 
something real." (IP 2.1 sil/PW 1.8 sil) 

Tom: 

Bill: 

"What did you do?" (IP 2.3 exp/PW 1.3 inv) 

"Two years ago I flunked geometry. My two best buddies 
couldn't get me through. They take advanced math — 
so I just asked them to help. It's really going." 
(IP 2.1 sil/PW 1.8 sil) 
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Alan: "It was a blast. We all went to Bill's house. We had 
some juice. The guys did the drawing. Bill, Bob, 
Judy, and I gave them the ideas and they did it." (IP 
2.1 sil/PW 1.8 sil) 

Tom: "What ideas did you put into it?" (IP 2.3 exp/FW 1.3 
inv) 

Judy: "Alan really told it. We told the guys about the city, 
the monorails, railroads, kinds of cars. We put in 
the airports, out of town, we had helicopter pads. A 
lot of transportation was underground — especially 
cars with gas fumes." (IP 2.1 sil/PW 1.8 sil) 

Bob: "The plans took about five nights work. They look 
great. Our parents about lost their minds — but I 
guess they helped too." (IP 2.1 sil/PW 1.8 sil) 

Interviews. The transportation group set up interviews with 

a dragctrip operator, the city planning and zoning commission, a taxi 

company, an airport, automobile dealers, garages, and several members 

of the engineering department of the local university. One of the 

dialogues in this stage of the case went as follows: 

Alan: "How many places have we contacted so far?" (IP 2.1 
sil/PW 1.8 sil) 

Judy: "We've called the airport. I talked with Mr. Forsythe 
and we are going, out for an interview. Tom, can you 
get the forms for us?" (IP 2.1 sil/PW 1.8 sil) 

Tom: "What forms?" - ... 

Bob: "The ones to get us out of school. Aren't they in the 
file cabinet over there?" (IP 2.1 sil/PW 1.8 sil) 

Tom: "Yes ~ what else are you doing in the interview and 
who else have you contacted?" (IP 2.2 rsp/PW 1.3 inv) 

Bill: "Bob, you get the forms from the file. Judy, have you 
got the question sheet? You know the one's we're 
going to ask at the airport." (IP 2.1 sil/PW 1.8 sil) 

Alan: "That list is great but it won't work for the man at 
the drag." (IP 2.1 sil/PW 1.8 sil) 
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Bill: "Yes — but we can pick the questions we need. Some 
of them will be the same. We won't need to make a list 
for each place we go." (IP 2.1 sil/W 1.8 sil) 

Judy: "Come on! We went over that when we made the lists. 
When we go to the airport let's meet at my house. OK?" 
(IP 2.1 sil/PW 1.8 sil) 

Tom: "This list of questions sure covers the whole of things. 
Judy, you ask about women employees here in number 18 
— what did you have in mind?" (IP 2.3 exp/PW 1.3 inv) 

Judy: "You know, Tom, if it's airplanes — why no women 
pilots? And besides that, some of us want to know what 
jobs are for women and what jobs are for men?" (IP 
2.1 sil/PW 1.8 sil) 

Tom: "Do you feel that airports should have all jobs equally 
available for men and for women?" (IP 2.3 exp/l-W 1.3 
inv) 

Judy: "I don't know1 -- but I want to find out what the air
port director has to say about it." (IP 2.1 sil/PW 
1.8 sil) 

Alan: "Some jobs are for men and some are for women, and I 
personally don't think you should mix them." (IP 2.1 
sil/PW 1.8 sil) 

Bill: "We need to get some things done here — Tom, you save 
the questions until we complete the city. Then we will 
have'time to mess around talking about it." (IP 2.1 
sil/PW 1.8 sil) 

Near the end of this discussion, each member of the transpor

tation group had a copy of the field trip form to complete and return. 

Each completed a list of the appointments, filled out the question 

list, and supplied the necessary information concerning transportation 

to and from the appointments. 

Presentation to class. Another phase of the process was the 

group presentations to the class. The following dialogue resulted 

from the work accomplished by the transportation group. 



1# 

Bill: "OK, we have these things on the board (pointing), the 
bulletin boards over here, and each of us will give 
some information. We'd like you to ask questions as we 
go along with our report." (IP 2.1 sil/PW 1.8 sil) 

Dave: "Do you want us to ask auestions about your part of the 
work on the city, or what — what I mean is — you know 
— we all did something on this. . ," (IP 2.1 sil/PW 
1.8 sil) 

Tom: "I'm not sure I understand you, Dave. Did you, Bill?" 
(IP 2.3 exp/PW 1.3 inv) 

Bill: "I think we can do both things. We will give our re
port and where your work fits bring it in — is that 
OK?" (IP 2.1 sil/PW 1.8 sil) 

Dave: "Teh — I think it will make the whole thing tie to
gether better. Then when we give our reports we can 
use the stuff presented here along with our reports." 
(IP 2.1 sil/PW 1.8 sil) 

The dialogue continued. In that which follows, selected 

excerpts from the class presentation are documented. 

Alan: "The pamphlet we passed around is what I'm talking 
about. It came from Tokyo — the package of papers 
and other stuff came from New York." (IP 2.1 sil/FW 
1.8 sil) 

Tom: "Do you want the class to look at the material as you 
continue your report — or what?" (IP 2.3 exp/PW 1.8 
sil) 

Judy: "Yes, we always wait until the material is passed all 
around. ... I like to ask questions and talk about 
the material when I have it. It's more fresh in my 
mind." (IP 2.1 sil/PW 1.8 sil) 

Later, the discussion turned to the monorail system-. 

Tom: "Bill R. and Alan B., what you're saying is that the 
monorail will cost approximately one million dollars 
per mile to build? Seems pretty expensive to me." 
(IP 2.2 rsp/PW 1.8 con) 
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Jackie: 

Tom: 

Jackie: 

Tom: 

Bob: 

Judy: 

Bill: 

Fred: 

Alan: 

(from the economics and financing committee) "We talked 
with Mr. Crisp from the bank. When we interviewed him, 
he told us that a project like the monorail and the 
other things in our city would provide a whole bunch of 
good things. He said it would make the whole town 
richer. That's what he said — he said it would have 
to be done right." (IP 2.1 sil/PW 1.8 sil) 

"Did he talk with you about inflation, unemployment, 
employment, and other economic factors?" (IP 2.3 
exp/PW 1.3 inv) 

"No, he said he would discuss that when he came out to 
the class." (IP 2.1 sil/PW 1.8 sil) 

"Bill R., what contacts did you make with banks, or 
financing agencies?" (IP 2.5> inc/PW 1.3 inv) 

"One of the things we have to present is a report on 
various costs of the transportation. We have several 
people coming in to talk about the finances. In fact, 
one place has our plans. They told us that they would 
give us an estimate on part of the operation." (IP 
2.1 sil/PW 1.8 sil) 

"One thing is for sure — it really takes a bundle of 
money to run a city." (IP 2.1 sil/PW 1.8 sil) 

"I'd like to get us back on the monorail itself. I 
think the way we have designed it will be much better 
than we have now." (IP 2.1 sil/PW 1,8 sil) 

"What does the monorail have that's so great?" (IP 2.1 
sil/FW 1.8 sil) 

"To begin with, it has no smog. The noise is very low, 
especially if we use the kind recommended by the 
Canadian company. They developed a rail that is almost 
soundless." (IP 2.1 sil/PW 1.8 sil) 

Linda: "How do we get on the thing? Will it be close to our 
homes? I've never seen one of the things." (IP 2.1 
sil/PW 1.8 sil) 

Bill: "I'll put all the diagrams, blueprints, pictures, and 
charts we have up on the board. Alan, Bob, and. July 
would you pass out the sheets? When the class has read 
through this material, we will tell you about all the 
things we have with us here. In addition to this, as 
we said, we have some speakers coming in." (IP 2.1 
sil/PW 1.8 sil) 



Alan: "In the sheets is a program of our entire report." 
(IP 2.1 sil/PW 1.8 sil) 

Tom: "You mean you are going to present your entire program 
now?" (IP 2.3 exp/PAT 1.2 con) 

Bill: "No, we'll present part of it now and then we will try 
to follow the schedule on the sheet — but the way this 
crazy class goes we may not be able to." (IP 2.1 sil/FW 
1.8 sil) 

On this particular day, the transportation committee began a 

series of presentations which lasted throughout the semester. During 

the time the committee was presenting its report, other students would 

have ideas, comments, material from their studies, or illustrations to 

enrich the developing project. One of important value to the project 

was the opportunity to examine ideas, events, and general qualities 

of the total class experience. 

Examining the Results 

Examining the results was an ongoing part of the entire pro

ject. From the beginning of the operation the investigator and the 

students entered into the process of examining the results as the 

study proceeded step by step. 

Bill and the transportation committee developed several pos

sible ways of deriving their problems from shared interests. The 

investigator became involved at a point where he and they had to under

take some serious considerations and arrive at decisions. The dialogue 

occurred as follows. 

Tom: "All right, it seems to me that you have too much to 
cover in one semester." (IP l.U pos/Prf 1.1 set) 
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Alan: "Well, what can we do? All of us like the things we're 
doing." (IP 2.1 sil/PW 1.8 sil) 

Judy: "What do you think, Tom, should we cover all of the 
city problems related to transportation — or what?" 
(IP 2.1 sil/PW 1.8 sil) 

Bill: "Man, this got to be too big for me — I think we 
ought to decide what we could do — and work on that." 
(IP 2.1 sil/JW 1.8 sil) 

Tom: "How will you determine what you will use? You have 
railroads, air, auto, along with private and public 
transportation. Then besides this you have the whole 
project to coordinate." (IP 2.3 exp/Pi 1.2 con) 

Bill: "Maybe we ought to take each idea and vote on it?" 
(IP 2.1 sil/PW 1.8 sil) 

Bob: "You're crazy, there are only four of us to vote." 
(IP 2.1 sil/PW 1.8 sil) 

Bill: "All right, let's take each idea and talk about it and 
then make a choice." (IP 2.1 sil/PW 1.8 sil) 

Judy: "It may be helpful to talk it over among ourselves and 
then get some help from some of the others in the class." 
(IP 2.1 sil/PW 1.8 sil) 

Near the end of the semester, when the students had nearly ex

hausted themselves with work on the project, one of the class members 

asked what they had accomplished. This examining dialogue proceeded 

as follows. 

Sam: "We have really worked on these things this year — 
but what's it all for? Nobody is going to use any of 
the stuff we have learned. The people in town were 
anxious to work with us, but I don't think they'll 
change. The whole thing was fun — sometimes a pain — 
but mostly fun. I don't think it makes any difference." 
(IP 2.1 sil/PW 1.8 sil) 

Bill: "He's right. It's been great. I don't think I've ever 
learned so much, but I don't think anything will hap
pen." (IP 2.1 sil/FW 1.8 sil) 
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"When I first started the semester I didn't like what 
we were doing at all, but now I enjoy it. We never 
did do what we were supposed to do for a regular Ameri
can Problems class. I didn't realize how much it takes 
to run a city." (IP 2.1 sil/PW 1.8 sil) 

"How do you determine what is valuable for a class?" 
Bill R., you said you had never learned so much." 
(IP 2.3 exp/PW 1.3 inv) 

"I've never done too much in school, but in this I got 
to do it. It was mine. Sure, you were here but we 
got to run the whole thing." (IP 2.1 sil/PW 1.8 sil) 

"I don't think we had enough time to read. If I were 
to do this attain, I'd want to read more about what we 
were doing." (IP 2.1 sil/PW 1.8 sil) 

"When I started out I thought you didn't mean it. You 
know, my parents and I read nearly every book, or 
article we talked about." (IP 2.1 sil/PW 1.8 sil) 

"I'd like to go back to what Sam said about using what 
we learn. Can anyone answer his question — or at 
least respond to it?" (IP l.U pos/PW 1.1 set) 

"That's it, Torn,.- e.v'eryone gets strung out over some
thing being practical. We enjoyed it. I didn't be
lieve the whole thing would come off — but it did. 
That's it —-we did it. Who cares whether we can use 
it?" (IP 2.1 sil/PW 1.8 sil) 

Projects of the central problem other than transportation. In 

addition to the dialogues and developments of the transportation com

mittee there were the other parts of the total projects. Transporta

tion was singled out for study since it was a core section of the 

study. The other projects were as follows: courts-police-crime, 

business-industry, government, education, family life education, hos-

pital-medical, and employment-poverty. 

Work conducted by various of the groups included the following 

activities: correspondence, interviews, guest speakers, panels, field 

Shirley: 

Tom: 

Bill: 

Judy: 

Teresa: 

Tom: 

Obert: 
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trips, simulated trials, debates, tours, demonstrations, library work, 

book reports, and many others. The investigator was involved with all 

of the groups. 

Case Study Summary 

In this case study, an attempt was made to provide information 

concerning the process engaged in by the investigator and class mem

bers as the operationalized democratic processes in a classroom. The 

case was presented using the seven categories representing the inves

tigator's theory of democratic processes. The dialogues were coded 

utilizing the Identification Process and Psychological Warmth codes 

developed by the investigator. 

Identifying and interacting with students. The investigator 

made contact with students, inviting their participation while posi

tioning himself in relation to them. He presented alternative 

thoughts, issues and problems; he listened to the students' comments; 

and he set frames of reference, used students' statements, and gener

ally exhibited a willingness to interact. 

Discovering and sharing interests with the students. Using 

students' statements along with his own, the investigator participated 

in a creative process wherein the interests of the class were identi

fied and used as the ingredients for class participation. 

Deriving problems. The interests and concerns of the class 

members became the ingredients of the class work. These, in turn, 

were the genesis of problems which emerged from the interactive class 

process. 



Focusing on the problem. The problems generated in the class 

presented opportunities for students and the investigator to make 

choices. This choosing afforded the participants a chance to detect 

and focus on a central problem of particular class interest. 

Developing problem approaches. The central problem presented 

unique demands on the participants. They grouped themselves and 

selected special areas of problems related to the central problem 

which were of particular interest to the members of that group. The 

personality of each group member, together with the nature of the par

ticular problem chosen helped determine the approach to the problem. 

Conducting the study. Each group approached its special area 

in a variety of ways. Field trips, surveys, lectures, interviews, 

panels, and numerous other methods were used to develop each problem 

and ultimately present it to the class. 

Examining the results. An ongoing part of the entire case 

was the examining of results. The interactive process afforded many 

opportunities for personal and group examination of that which was 

occurring. This process functions continuously as feedback and self, 

and group, appraisal. 



CHAPTER 7 

SUMMARY 

The purpose of the study was to examine the teaching acts of 

the investigator whose major objective in teaching was to employ-

democratic processes. The behavior generated in the investigator's 

classroom was used as the basis of the study. A theory was presented 

regarding the investigator's operational beliefs concerning his be

havior in the classroom. Literature related to the various components 

of the theory were reviewed. The theory was developed to: 

1. provide direction for the study; 

2. aid in developing instruments for use in the study; 

3. aid in collecting data for the study; 

h. aid in organizing the data; 

aid in the process of describing, examining, and analyzing 

the data. 

The investigator's theory was arranged as follows: 

1. The investigator's position regarding democracy and democratic 

process was explained. 

2. The investigator's position concerning becoming and being a 
« 

human in a democratic society was established. 

3. The investigator's explanation regarding his use of the demo

cratic processes in teaching was presented. 
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U. Three aspects of the democratic process were presented. 

a. The investigator explained his behavior by stipulating 

seven broad categories indicating his operational 

beliefs in the classroom. The seven categories are 

identifying and interacting with students, discovering 

and sharing interests, deriving problems and concerns, 

focusing on problems and concerns, developing ap

proaches to problems and concerns, conducting the 

study, and examining the results. 

b. The investigator explained his specific classroom be

havior as being concerned with an Identification 

Process. 

c. The investigator explained another specific focus and 

position regarding his teaching behavior as Psycholo

gical Warmth. 

A case study was presented utilizing the investigator's theory 

of democratic process. The seven broad categories indicating the 

operational beliefs of the investigator were used to organize the 

developments of the case. Using these categories, the developments 

of an American Problems class were presented and described. 

Two instruments for coding were developed and used to describe 

the investigator's behavior. One of these was referred to as the 

Identification Process. The Identification Process code has three 

main categories: ORIGINATING, CONVERSING, and REORIGINATING. ORIGI

NATING has four sub-categories: contact, introduce, invite, and 
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position. CONVERSING has five sub-categories: silence, respond, 

explore, contribute, and include. REORIGINATING has three sub

categories: review, recontact, and reinvite. Definitions of each 

category explained a specific behavior of the investigator when he 

was utilizing the Identification Process. 

The Psychological Warmth Code has two main categories: 

ACCEPTING and REJECTING. ACCEPTING has eight sub-categories: set, 

consider, invite, refer, encourage, reassure, commend, and silence. 

REJECTING has eight sub-categories: hinder, rebuff, ignore, block, 

discourage, belittle, deprecate, and silence. Definitions of each 

of these categories, both ACCEPTING and REJECTING, explained specific 

behavior of the investigator when he operationalized the Psychological 

Warmth process. 

Data were collected using the Identification Process and the 

Psychological Warmth codes. These data were presented using critical 

incidents which described the investigator's behavior in the class

room. Several critical incidents were chosen, plotted, described, 

and examined. 

Findings of the Study 

A senior American Problems class of the investigator was used 

for the case study. The class was described and examined utilizing 

the investigator's general process theory. 

Identifying and Interacting with Students 

In this stage of the case the investigator asked questions, 

offered alternatives, explored student ideas, used statements of 
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students, took position on issues, acknowledged student positions, 

listened silently while the students established statements, identified 

with the class collectively and personally, generally consulted each 

person, and remained interactive throughout the entire case. 

Discovering and Sharing Interests with Students 

Interests were expressed by students and the investigator. 

The investigator invited full participation. He included his interests 

along with the interests of the students. The interests were varied. 

Deriving Problems 

Several interests suggested by various members of the class 

attracted different individuals. A main organizing problem emerged. 

An assortment of problems related to the main problem was established. 

The members of the class organized around these interest areas. 

Focusing on the Problem 

The class organized around the main idea and then each group 

focused on a different problem related to the initial problem of build

ing the city. In all there were 16 groups which had various interests. 

Developing Problem Approaches 

A variety of approaches were developed appropriate to each 

interest and problem confronted by each member and group in'the class. 

Conducting the Study 

A series of plans and activities were developed to conduct the 

various phases of the study. Correspondence with agencies, business, 
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industry, individuals, and organizations was used. Fellow students, 

school faculty, members of the community, national figures, and key 

personalities were contacted and consulted. Interviews with persons 

whose interests or occupation were related to various problems were 

had. Eventually the results were presented to the class. 

Examining the Results 

Examining the results was an ongoing part of the entire case. 

The whole case was an examining process around interests personal and 

shared. Different stages of the case allowed for examination, analy

sis, and synthesis. 

Identification Process 

Findings of the Identification Process showed that the three 

main categories of the process were, in fact, utilized. ORIGINATING, 

the first main category, was employed by the investigator to establish 

personal cpntact, to establish a beginning for interaction, to indicate 

his willingness and desire to interact, to supply certain information 

for class use, and to stimulate participation. 

CONVERSING, the second category, was the main feature of the 

Identification Process. Used most frequently, CONVERSING was em

ployed by the investigator to acknowledge various student behaviors, 

to explore statements and actions of students, to generate communica

tion with new content and ingredients, to include as many students as 

possible in the dialogue and class process, and to remain silent, 

listening while the students talked. 
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REORIGINATING, the third category, was used infrequently. When 

the class was interrupted, REORIGINATING proved useful in continuing 

the process. 

Diversity and interaction in the Identification Process 

occurred throughout the various episodes utilized in this study. 

Psychological Warmth 

The Psychological Warmth Process consists of two main cate

gories: ACCEPTING and REJECTING. The eight categories of the ACCEPT

ING area were used most frequently. These behaviors the investigator 

established points for interaction, offered himself and ideas for 

class use, showed his desire to participate, used student statements, 

participated as an equal, maintained interaction, communicated his 

interest in students, sought student participation, elicited student 

statements, passed student statements along for class use, indicated 

satisfaction with student behavior, and remained silent — listening. 



APPENDIX A 

A BRIEF CODE KEY 
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Identification Process Code 

1.0 ORIGINATING 

1.1 contact extends greeting, 
awareness, makes contact 

1.2 introduce makes statements, 
gives reasons for class 

1.3 invite seeks participation 

1.U position suggests class 
direction 

2.0 CONVERSING 

2.1 silence no teacher talk 

2.2 respond acknowledges commu
nication, answers student 

2.3 explore analyzes and con
sults for meaning 

2.U contribute communicates new 
content and ingredients 

2.5 include attracts additional 
students 

3.0 REORIGINATING 

3.1 review initiates recapitu
lation 

3.2 recontact speaks and re
iterates communication of 
contact and awareness 

3.3 reinvite again indicates 
will and desire to interact 

169 

Psychological Warmth Code 

1.0 ACCEPTING 

1.1 set established starting 
point, provides for partici
pation 

1.2 consider uses student state
ment 

1.3 invite seeks participation 

1.U refer passes statements along 

1.5 encourage indicates under
standing of task 

1.6 reassure indicates confidence 
in student 

1.7 commend indicates satisfac
tion with statement 

1.8 silence no teacher talk 

2.0 REJECTING 

2.1 hinder acts as obstacle, 
monopolizes time 

2.2 rebuff refuses to seek par
ticipation 

2.3 ignore fails to respond to 
student, shifts topic 

2.U block checks flow of communi
cation, prevents involvement 

2.5 discourage indicates lack of 
understanding of task, mini
mizes task 

2.6 belittle indicates lack of 
confidence in student 

2.7 deprecate indicates dissatis
faction with performance or 
statement 

2.8 silence no teacher talk 
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