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ABSTRACT 

The purpose of this study was to investigate the effects of 

systematically designed training on certain affective behaviors: self-

concept, open-mindedness, educational attitudes (progressivism, tradi

tionalism) , and ethnic and racial attitudes of prospective elementary 

teachers. Systematically designed training incorporated special cur

riculum strategies related to the development of the above-mentioned 

affective behaviors. This training lasted sixteen weeks. The subjects 

exposed to the experimental training (a ten week field program with a 

one-to-one interaction with a child) were compared in terms of changes 

in affective behaviors with a control group exposed to the same course 

content but without the field program. 

The subjects of this study were the college students who were 

enrolled in sections of Child Development in the College of Education 

at The University of Arizona and at the Pima Community College during 

the Spring semester of 1973. 

The impact of experimental treatment was assessed by comparing 

the change in pre- and post-test performance of the subjects in both the 

experimental and control groups on the Tennessee Self Concept Scale, 

the Rokeach Dogmatism Scale, the Kerlinger Education Scale, and the 

Ethnic Attitude Scale, by using repeated analysis of variance measures. 

Evaluation of the data revealed that no significant differences were 

noted between the experimental and control group subjects from pre- to 

viii 



post-performance gains in self-concept. Both groups went up in self-

concept scores. No significant differences were noted between the 

experimental and control groups from pre- to post-performance gains in 

open-mindedness. Significant differences were seen between the experi

mental and control groups from pre- to post-performance gains in educa

tional attitude of traditionalism. The control group scores went up 

in traditional attitude and the scores of the experimental group went 

down. No significant differences were noted between the experimental 

and control group subjects in educational attitude of progressivism. 

The scores indicated that both groups became more progressive in their 

attitudes. 

Five factors were found in the Ethnic Attitude Scale: Home En

vironment, Curriculum, Educational Aspirations, School Readiness and 

Nature-Nurture. Twenty-three items on the Ethnic Attitude Scale had 

loadings sufficiently heavy to warrant their use as a base in a revised 

Ethnic Attitude Scale. 

The significant findings and trends noted in this study lead 

the author to conclude that the experimental program was having a posi

tive effect on the affective behaviors of the prospective teachers who 

were subjects in this study. 



CHAPTER I 

INTRODUCTION 

Many investigators have found that the affective behaviors of the 

teacher are the most significant variables in the classroom (Kerlinger, 

1963; Combs, 1965; Hamachek, 1972). Recently research and reason have 

indicated that how a person feels may be more important than what he 

knows (Kelley, 1965). Underlying several studies is the basic assumption 

that attitudes are filters through which stimuli are screened before be

ing translated into behavior. Teacher attitudes affect student learning 

and behavior (Silberman, 1969; Good and Brophy, 1972; Richmond, Mason, 

and Padgett, 1972). These and other studies support the need for greater 

emphasis on affective objectives in the curriculum of the teacher's col

lege. 

The "good teacher" is said to have a realistic and healthy self-

concept. He feels capable and confident in his teaching efforts (David

son and Lang, 1960; Purkey, 1970). Another quality of the effective 

teacher is that he is open-minded. Open-mindedness has been related to 

mental health, critical thinking, objectivity, and perception (Rokeach, 

1960; Pannes, 1963; Kings ley, 1966; Hill, 1971). Recently it has been 

expressed that there is a great need for teachers to be flexible and not 

anchored to traditional methods and attitudes to the exclusion "of "humane

ness" (I annone and Carline, 1971; Paulsen, 1972). Being sensitive and 

receptive to cultural differences is another important quality in teachers. 

1 
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A teacher's prejudicial attitudes and expectations for a child can become 

a self-fulfilling prophecy (Rosenthal, 1968; Dorethy, 1970). There is 

an abundance of research regarding cognitive variables affecting acquisi

tion of new responses, but the non-cognitive correlates of cognitive 

performance have unfortunately received little attention in the area of 

teacher education and in general pedagogical practices. 

Purpose of the Study 

The major purpose of this investigation was to study the effects 

of systematically designed training on certain affective behaviors: self-

concept, open-mindedness, educational attitudes Cprogressivism, tradition

alism), and ethnic and racial attitudes of prospective elementary teach

ers. Systematically designed training incorporated special curriculum 

strategies related to the development of the above-mentioned affective 

behaviors. This training lasted sixteen weeks. The subjects exposed to 

the experimental training (a ten week field program involving one-to-one 

student interaction with a child) were compared in terms of changes in 

affective behaviors with a control group exposed to the same course con

tent but without the field program. 

Rationale of the Study 

For any functioning program there is a need for feedback to eval

uate the efficacy of the project. For a period of seven years the stu

dents at The University of Arizona taking Child Development in the College 

of Education have participated in a field program in which each student 

has spent one hour a week with a child on a one-to-one basis for the pur

pose of learning to establish rapport and of gaining more knowledge about 



the behavior and development of young children. The objectives for the 

children have been in terms of improved self-concept, language develop

ment, and constructive experience with an adult model and friend. While 

individual University instructors have evaluated their own class members 

regarding the field activity there has been no systematic evaluation of 

over-all changes in affective behavior as a result of this experimental 

program. 

It has been shown that teachers' attitudes are expressed in 

teacher behavior in the classroom (Davidson and Lang, 1960; Silberman, 

1969). Several studies have indicated that teacher attitudes as manifes

ted in teacher behavior affect a child's self-concept, growth and develop 

ment, his I.Q., school achievement,and his peer interaction (Brookover, 

Erickson and Joiner, 1967; Rosenthal and Jacobson, 1968; Lagemann, 1969) 

These and other studies suggest a justification for research in the area 

of the affective domain. 

General Premises of the Study 

/ 

One of the basic underlying objectives of the Child Development 

course in the College of Education at The University of Arizona was to 

facilitate the growth of the students in the areas of cognitive and affec 

tive functioning. The program emphasized academic activities within the 

classroom setting but also tried to provide the prospective teachers with 

opportunities to improve interpersonal relationship skills by working 

with children in a one-to-one situation. Based on these general princi

ples the following training objectives were generated. 
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At the end of the training the subjects in the experimental group 

will indicate significant growth in: 

1. Their self-concept as measured by the Tennessee Self Concept 

Scale. 

2. Their open-mindedness as measured by the Rokeach Dogmatism Scale 

(Form E). 

3. Their educational attitudes as measured by the Kerlinger Educa

tion Scale (VII). 

4. Their attitudes regarding ethnic and racial characteristics in 

children as measured by the Ethnic Attitude Scale. 

Definitions of the Terms 

For the purposes of this study the listed terms have been defined 

as follows: 

Affective Behavior: The expression of feeling, emotion, mood, 

temperament; the energy of an emotion; the general reaction toward some

thing as liked or disliked (English and English, 1958, p. 15). 

Prospective Elementary Teacher: A person enrolled in college who 

is taking a beginning course in Child Development taught under the direc

tion of an Educational Psychology instructor. 

Self-concept: An evaluation of one's own self or personality; 

an attitude of rejection-disapproval or of acceptance-approval of what 

one is, in general or in some particular respect, usually one regarded 

as central (English and English, 1958, p. 486). 

Open-mindedness: Readiness to consider different points of view: 

the attitude with which we greet ideas that do not conform to our own 

prejudices (English and English, 1958, p. 486). 
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Progressivism (Progressive Education): Advocating: the accep

tance of subject matter as means rather than as ends in human develop

ment; the development of every aspect of a pupil's personality as a goal 

of education (English and English, 1958, p. 412). 

Traditionalism: Adherence to tradition as authority; a teacher 

centered and authoritarian approach to teaching students with emphasis 

on subject matter (Lindgren, 1972, p. 182). 

Ethnic Attitude (Ethnocentrism): A hypothesized syndrome of un

derlying attitudes that involve the following: dividing the social world 

into in-groups with which one identifies and into out-groups to which 

one is hostile; positive stereotypy of the former and negative stereotypy 

of the latter (English and English, 1958, p. 189). 

The constructs of self-concept, open-mindedness, progressivism, 

traditionalism, and ethnic attitude will be used in this study as de

fined by the students performance on the instruments used to evaluate 

the specific construct. 

Hypotheses to be Tested 

Hypothesis one: There is no significant difference between the 

experimental and control groups from pre- to post-performance gains in 

self-concept. 

Hypothesis two: There is no significant difference between the 

experimental and control groups from pre- to post-performance gains in 

open-mindedness. 
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Hypothesis three: There is no significant difference between 

the experimental and control groups from pre- to post-performance gains 

in pedagogical attitudes of traditionalism. 

Hypothesis four: There is no significant difference between 

the experimental and control groups from pre- to post-performance gains 

in pedagogical attitudes of progressivism. 

Hypothesis five: There is no significant change in the' 

ethnic attitudes of the experimental and control groups from pre- to 

post-performance as measured by the Ethnic Attitude Scale. 

Chapter Summary 

This chapter introduced the problem of developing appropriate 

affective behaviors in prospective elementary teachers. Teacher atti

tudes such as self-concept, open-mindedness, traditionalism, progressiv

ism, and ethnic attitudes were viewed as important factors in affecting 

teacher pupil interaction. The study proposed to investigate the impact 

of a training program on the changes of such attitudes in prospective 

elementary teachers. Relevant terms of the study were operationally 

defined and five hypotheses to be tested were outlined in this chapter. 



CHAPTER II 

REVIEW OF RELATED LITERATURE 

The literature reviewed in this chapter, as it related to this 

particular study, was divided into five parts: (1) self-concept, (2) open-

mindedness (3) attitudes of teachers, (4) attitudes of progressivism or 

traditionalism in education, and (5) attitudes toward other ethnic groups. 

Self-Concept 

The self-concept or so-called looking-glass self was proposed 

some 70 years ago by the pioneer sociologist Charles Horton Cooley (1902) 

of the University of Michigan. The self-concept is said to be learned 

and results from the accumulated experiential background of the individ

ual. It is built from the beginning of life and continues to grow and 

develop and change throughout a person's life. It develops through 

unique experience and purpose and on the individual's biological struc

ture (Combs, 1962). Torrance (1965) emphasized the thought that the self 

system develops out of a person's interpersonal experiences. He indicated 

that an individual's self-concept is determined primarily by the way 

others define him. 

Some psychologists believe that the way in which an individual 

conceives of himself is the single most important factor in his person

ality structure. One's view of himself goes far in determining how he 

will behave under various kinds of circumstances, what his level of 

7 
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aspiration will be, and what happiness and contentment he will enjoy in 

the course of his life (Morse and Wingo, 1962; Hamachek, 1972). 

Marston (1968) of the University of Wisconsin has stated that 

low self-esteem may be evident in many aspects of a person's behavior. 

While one possesses certain skills, these may fail to develop properly 

because of one's anxiety about and avoidance of overt behavior which can 

lead to an evaluation of one's performance. Concern with evaluation of 

one's inadequacy can lead to secondary symptoms such as depression, which 

may result in the development of more serious psychopathological symptoms. 

Purkey (1970) concluded that: "The self is remarkably conservative and 

once a child has formed a negative image of himself as a learner, the 

task of the teacher becomes extremely difficult. Therefore, the preven

tion of negative self-concepts is a vital step in teaching" (p. 255). 

In 1958 Staines indicated that changes in the child's self-

concept occur as an outcome of the learning situation; that the self 

must be recognized as an important factor in learning. Studies have 

shown that it is possible to develop a curriculum in which the expected 

academic learning takes place while positive self-concepts are being 

built (Frankel, 1964; Kingsley, 1966; Crovetto, Fisher, and Boudreaux, 

1967). 

The self-concept is a factor in interpersonal relationships. 

Richmond, Mason and Padgett (1972) considered the notion that one's view 

of oneself is inextricably interwoven with one's perception of others. 

They felt that there is an urgent need for man to learn to live with, 

others in a more effective manner in order to combat social, racial and 

environmental problems. In a study that they conducted on "Self-concept 
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and Perception of Others", they found that the total perception of others, 

as expressed by the college students in their study, positively correla

ted with self-identity, behavior, personal self, and family self. These 

researchers concluded that "as education begins to stir against the 

thrust of accountability it must seek to determine the relevance of in

creased social- and self-awareness components of the total curriculum" 

(p. 111). 

While developing a scale to measure the social-incentive climates 

which children experience in their day-to-day interaction with teachers, 

deGroat and Thompson (1949) studied the distribution of teacher approval 

and disapproval among sixth-grade pupils. They found that children who 

experience a high degree of teacher approval have a better opinion of 

themselves, are more outgoing, and have more confidence in their ability 

to adjust to social situations. One might also look at the teacher. 

There seems to be general agreement that the teacher needs to have posi

tive and realistic attitudes about himself and his own abilities before 

he is able to reach out to like and to respect others. Those who accept 

themselves tend to be more accepting of others and perceive others as 

more accepting of them (Davidson and Lang, 1960; Purkey, 1970; and Rich

mond, Mason and Padgett, 1972). From these studies it seems clear that 

the teacher needs to see himself in essentially positive ways. Combs 

(1965) stated that teacher preparation should be based on a perceptual, 

self-concept approach. Purkey (1970) went so far as to say that attitudes 

toward students are more important than techniques and materials. 

It has been shown in many studies that the self-concept affects 

academic achievement. In a study conducted by Wattenberg and Clifford 
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(1962) it was found that measures of children's self-concept upon enter

ing kindergarten were predictive of their later accomplishments in begin

ning reading. Davidson and Lang (1960) determined that the relationship 

between children's perceptions of their teachers' feelings toward them 

and the variables: self-concept, academic achievement and classroom be

havior were positively correlated. Brookover, Erickson, and Joiner (1967) 

conducted a six-year study of the relationship between the self-concept 

of academic ability and school achievement among students in one school 

class while in the seventh through the twelfth grades. They concluded 

that students' perceptions of the evaluations of their academic ability 

by others (teachers, parents and friends) are associated with self-

concepts of academic ability. 

Open-Mindedness 

One focus of this study has been designated as open-mindedness. 

Most of the related research on open-mindedness is reported in terms of 

its opposite, dogmatism. The Rokeach Dogmatism Scale (Form E) was used 

by most of the researchers for studying dogmatism or authoritarianism. 

Rokeach (1960) conceives of dogmatism as the extent to which the person 

can receive, evaluate, and act on relevant information received from the 

outside on its own intrinsic merits, unencumbered by irrelevant factors 

in the situation arising from within the person or from the outside. 

Any individual's belief system may be located along a continuum 

from open to closed. No one is completely one or the other. Smith, 

Bruner and White (1956); Rokeach (1960), andMacDonald and Zaret (1967). 
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support this view. Opinion is a compromise between social demands, real

ity demands, and inner psychological demands. 

Human personality is affected by dogmatism. Plant (1965) and 

his associates undertook a study to determine how persons who differ mark

edly in dogmatism differ in certain other respects. The authors conclu

ded that highly dogmatic subjects could be characterized as being psycho

logically immature, impulsive, defensive, and conventional and stereotyped 

in thinking. The relationship between dogmatism and the scores on sever

al personality instruments was explored in a study by Vacchiano, Strauss, 

and Schiffman (1968). They administered the Rokeach Dogmatism Scale to 

fifty three college students. They also presented the students with the 

Edwards Personal Preference Scales, the Sixteen Personality Factors, the 

Tennessee Self Concept Scale, and the Machiavellianism Scale. A correla

tion matrix yielded clusters that supported the concept of a dogmatic 

personality. Subjects with high scores on the dogmatism scale seemed to 

have a need to receive support and encouragement from others; they had an 

intolerance for understanding the feelings and motives of others, and 

they avoided changing their environment or daily routine. They also 

found that the dogmatic person lacks self-esteem, self-acceptance, and is 

defensive about his behavior. He accepts the tried and true despite in

consistencies, and he is cautious in regards to new ideas, generally 

going along with tradition. Pannes (1963) in a study on junior-senior 

high school students found that those who scored high on the Rokeach Dog

matism Scale had great difficulty in self-acceptance. Kemp (1960) found a 

positive and significant relationship between sound mental health and 

open-mindedness in his college subjects. 
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According to Rokeach (1960) the type of belief system that a per

son holds will influence many aspects of his life. One of the most 

significant of these is that of interpersonal relationships. Rosenfeld 

and Nauman (1969) investigated the effects of dogmatism on the develop

ment of informal relationships among college women at a large mid-western 

university. The researchers concluded that while all of the students wan

ted social approval the highly dogmatic students were unable to adjust 

their belief systems to gain peer approval. The authors suggested the 

possibility that the highly dogmatic students were not aware of the dis

approval of the peer group since other research had demonstrated that 

subjects high in dogmatism were socially insensitive. 

Musella (1969) in an investigation of student teachers found that 

highly dogmatic student teachers displayed less innovation in teaching 

than did low dogmatic student teachers. Highly dogmatic student teachers, 

and possibly all dogmatic persons, saw themselves as socially acceptable; 

more socially acceptable than they see others, even supervisory personnel. 

Another relevant factor for this study is the effects of dogma

tism on learning. Mouw (1969) investigated the effect of dogmatism on 

cognitive processes of college students. The students were classified 

as high or low in dogmatism by their scores on the Rokeach Dogmatism 

Scale. The highly dogmatic subjects were less able to perform tasks that 

required autonomy and creativity, while the students low in dogmatism had 

no problems with challenges of this nature. These results supported the 

hypothesis that when aptitude is held constant open-minded individuals 

increase in their ability to perform cognitive tasks when compared to 

closed minded individuals. As the tasks became more autonomous the 
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the close-minded individual depended more directly on authority or on 

some outside source for the direction of his thought processes and there

fore did not perform as well as the open-minded individual. The educa

tional implication of this study was that the level of dogmatism must be 

taken into account when designing programs that stress individual and in

dependent work by the student. Some highly dogmatic students may not be 

able to perform adequately in these types of situations. This study is 

consistent with Rokeach's theory that an individual's belief system gov

erns his perception, his learning, and his relationship with others. 

Ausubel and Robinson (1969) indicated that it is not surprising 

that poor personality adjustment is negatively related to school achieve

ment, inasmuch as all of the symptoms of such maladjustment interfere in 

one way or another with cognitive motivational factors promoting effec

tive long-term learning. They found that anxiety was correlated negative

ly with achievement in school, and both high anxiety and the dogmatism 

authoritarianism syndrome inhibit learning which requires flexibility in 

novel situations. 

Steininger (1970) investigated the relationship of dogmatism to 

the adaptation of students to the college environment. He found a posi

tive correlation between test anxiety and dogmatism for both sexes. 

Students who were highly dogmatic were not as well adjusted to the college 

environment as were the more open-minded students. 

Kemp (1963) in his study on improvement of critical thinking in 

relation to open-closed belief systems found that high dogmatism or 

closed-mindedness decreased efficiency in thinking. The more open-minded 

individuals examined all aspects of an experience, tried to clarify any 
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ambiguity, and made efforts to see the relationship among parts. This 

was further supported by Kingsley (1966) who found that open-mindedness 

aids in learning and in critical thinking, and it enables one to profit 

from the educational services of the school, such as counseling. 

Juan and Haley (1970) investigated the relationship between in

telligence and dogmatism. Using the Medical College Admission Test(MCAT) 

and the Rokeach Dogmatism Scale Juan and Haley found that medical students 

with low scores in dogmatism scored significantly higher on the MCAT 

scales in verbal ability, quantitative ability, and general information. 

These results were contrary to the author's expectations as the MCAT was 

considered to be a form of intelligence test and should not, according 

to them, have had any correlation with dogmatism. 

Several research studies have related open-mindedness to the 

effects of teacher training programs. Amidon and Hough (1967) found that 

student teachers with more open belief systems became more empathetic in 

their relationships with students and more experimental in their teaching 

techniques than closed-minded student teachers. Hill (1971) found that 

open-minded teachers utilized data about students in a more objective 

manner than did teachers who were more close-minded. According to Mc

Donald and Zaret (1967) open teachers exhibit maximum awareness and 

acceptance of the learner and his capabilities, aspirations and needs. 

The closed teacher is said to be characterized by perceptual rigidity, 

which limits his awareness and acceptance of the learner and the learner's 

needs, capabilities and aspirations. The open teacher is more likely to 

make decisions that will encourage the student to explore and to consider 

a variety of responses in promoting his own development and learning. 
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The more open a teacher is to experience, the more likely he is to make 

effective spontaneous decisions in direct response to the learner. 

Plant (1965) concluded as the result of his study that collegiate 

experience facilitated the reduction of dogmatism. A similar study by 

Plant and Telford (1966) validated these findings. 

Attitudes of Teachers 

Kiesler (1971) has stated that a good deal of the day-to-day be

havior of the average person is in one way or another related to his 

attitudes or beliefs. He asserted that most psychologists who are inter

ested in the study of attitudes and the changes of attitudes assume that 

attitude and behavior are highly related. Many researchers reported sig

nificant relationship between attitude and behavior. Melvin L. Silberman 

(1969) pointed out that teachers' attitudes are generally revealed in 

their classroom behavior in spite of many forces operating to contain 

their expression. Many such behaviors aimed at individual students are 

visible to other students as well. It is likely that the daily classroom 

experience of recipient students is significantly altered by teacher ac

tions which express their attitudes. A study by Good and Brophy (1972) 

replicated and extended the work by Silberman. Teacher behavior toward 

different students was studied in relation to the attitudes teachers held 

toward these students. Data on dyadic teacher-child interactions were 

collected with the Brophy-Good system. Contrasting patterns were noted 

in the ways teachers interacted with students toward whom they felt 

attachment, concern, indifference or rejection. The data confirmed Sil

berman' s findings even though the Good and Brophy study was done at a 



different grade level and involved three types of student populations 

different than Silberman's. An earlier study emphasized that teachers' 

attitudes toward pupils and their behavior are related to teacher-pupil 

rapport in the classroom (Leeds, 1950). 

Problems arise in the measurement of teacher attitudes. Research

ers have questioned the validity of questionnaires and the honesty of 

the respondents. Most of the attitudinal scales used in research, how

ever, are of the pen and pencil or personal, self-report type. Allport 

(1960) in support of such instruments has written: 

When we set out to study a person's motives, we are seeking 
to find out what that person is trying to do in his life — in
cluding, of course, what he is trying to avoid and what he is 
trying to be. I see no reason why we should not start our in
vestigation by asking him to tell us the answers as he sees them. 
Most people, I suspect, can tell us what they are trying to do 
in this life with a high degree of validity, certainly not less 
on the average than the prevailing validity of projective instru
ments (p. 101). 

There is evidence that attitudes may change with training. Bloom 

(1964) found that teacher participation in child-study programs resulted 

in their obtaining greater understanding of children. Ojemann and his 

colleagues (1958) studied teacher participation in a special training 

program designed to help them to understand child behavior. Various ob

jective measures showed significant gains in understanding child behavior. 

Combs (1965) indicated that both teacher behavior and methods are 

affected by what the teacher holds to be important and consistent with 

his purposes and beliefs. Commitment grows out of beliefs, values, and 

ideas held by an individual. Researchers have found that a student's 

degree of commitment affects his self-concept as a teacher, his 
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perception of his work, and his performance in teacher training (Kingsley, 

1966; Joyce, 1968; Qashu, 1968; Goodlad, 1970). 

Attitudes of Progressivism or 
Traditionalism in Education 

Research supports the speculation that clusters of traits asso

ciated with effective teaching are related to over-all motivational 

patterns in students. Evidence from the Ryans studies (1958, 1960, 1961) 

suggest that teacher warmth is related to student achievement. The "warm" 

teacher described in the Ryans studies is one who provides emotional sup

port for pupils, is sympathetically disposed toward them, and accepts 
\ 

them as persons. This teacher is relatively unauthoritarian and is sen

sitive to students' feelings and affective responses. These descriptions 

are consistent with Kerlinger's description of progressivism in education. 

Miller and Miller (1971) found that good teachers personalized 

their teaching, knew their subject matter and related areas and perceived 

the world from the student's point of view. They also expressed the 

view that "learning occurs when the teacher maintains a neat personal ap

pearance, uses correct English, adjusts the program to individual needs 

and differences in students, organizes materials, has a good background 

in subject matter, and shows enthusiasm in teaching" (p.37). Garrison, 

Kingston, and Bernard (1967) stated that the more progressive, democratic 

teacher is usually a friendly, interested and understanding person who 

encourages pupils to interact freely with him and among themselves. Em

phasis is on the classroom as a group in which the tasks at hand are 

approached with cooperative efforts. The democratic teacher facilitates 
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the personal-social development of his pupils by creating situations in 

which individual children can experience success and can participate 

in developing and setting their own goals. 

Dawson, Messe and Phillips (1972) defined consideration as the 

tendency of a person in a leadership position to treat subordinates with 

respect, act with regard to their feelings, and establish a climate of 

mutual trust. This is part of the more progressive manner of teacher-

pupil interaction. their study at Michigan State University during 
r 

/ 
the 1969 winter teym they found that students taught with consideration 

were higher on tiiree independent measures of performance than students 

taught with hm consideration. 

Perkins (1958) has stated that positive, learner-centered class

room climates are more often associated with greater productivity and 

learning and more positive attitudes than are less positive teacher-

centered climates. He pointed out that studies reveal that the teacher's 

use of open structure, flexibility, and indirect influence are associated 

with greater student participation in classroom discussion, increased 

achievement and decreased student dependence on the teacher (Lewin, 

Lippitt and White, 1939; Withall, 1949; Bush, 1954; Schmuck, 1966). 

Garrison, Kingston and Bernard (1967) stated that generally, 

when a teacher uses domination -- imposing rigid standards of conduct on 

his students, such as raising hands to speak, asking permission to leave 

seats, and paying strict attention — nonconforming behavior may result, 

and fewer instances of good mental hygiene are seen. They also stated 
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that the dominating teacher who holds himself aloof from his students, 

setting up formal relationships geared to academic tasks, creates a bar

rier which limits the type and extent of interactions between himself 

and his pupils and between one pupil and another. According to Hamachek 

(1972) in our frantic quest for more efficient instructional strategies, 

better teaching methods, and specifically defined behavioral objectives, 

we have forgotten that the success of those better things depends very 

much on the style of the teacher who uses them. By "style" he means the 

complex and complete pattern of one's total behavior. The data of 

/ 
Travers (1970) and Hamachek (1972) supported the conclusion that the 

teaching-learning processes involve far more than the simple communica

tion of knowledge from an infallible source to an ignorant receptor. Not 

only is a teacher's mastery of his subject vital for efficient transmis

sion of knowledge, but his personality will also affect the success of 

his performance. 

Denemark (1971) asserted that teacher candidates should demon

strate evidence of academic excellence, possess a healthy, flexible but 

stable personality, and be skilled in written and oral communication. In 

helping them develop these skills teacher education should involve better 

integration of theoretical and applied study. 

In specifying teacher competencies Cooper, Jones, and Weber (1973) 

recently proposed some interesting assumptions which indicate a direction 

for teacher training: 

1. A person learns significantly only those things which he per
ceives as being involved in the maintenance of, or enhancement 
of, the structure of self. 
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2. Education should provide for the development of the personal 
qualities of the individual learner; it should provide oppor
tunities for him to establish his self-identity; and it 
should help him pursue his personal objectives. 

3. A supportive, nonevaluative environment reduces external 
threat and facilitates learning. 

4. One cannot teach another person anything meaningful that 
will have significant influence on behavior; one can only 
facilitate his learning ( pp. 17-18). 

Attitudes Toward Other Ethnic Groups 

"Attitude" is a theoretical construct. It is inferred from other 

information. The principal aspect of an attitude is the degree to which 

it is negative or positive toward something. As Kiesler (1971) pointed 

out, the "something" can be almost anything: a group of people, whether 

the group is defined by race (Mexican-American), economic position (the 

rich), vocation (the laborer), education (MD's) or physical proximity 

(my neighbors); or a single person (Abraham Lincoln). It can be inani

mate (the freeway that goes by my house) or animate (cats). It can be 

temporal (summertime), abstract (thrift), or concrete (a specific brand 

of soap). 

Garrison, Kingston and Bernard (1967) stated that when certain 

things are known or believed about a pupil, other things about him, true 

or not, are also believed. This is the halo effect. Cahen (1966) 

conducted a study to determine whether false information about pupils' 

attitudes would influence teachers' scoring of pupils' tests. His re

sults showed clearly that when the teachers-in-training scored the tests 

of allegedly brighter children, they gave them much greater benefit of 

the doubt than when they scored the tests of allegedly duller children. 



21 

Our attitudes towards others are based in part on our perceptions. 

Most studies on person perception have been restricted to the forming of 

an impression of another person by attributing to him certain overt or 

covert characteristics. Judgments might concern a stimulus person's 

size, shape, facial characteristics, clothes, what he does and says or 

what he eats and drinks. These judgments are certain to include infer

ences from these characteristics about other attributes he possesses 

(Warr and Knapper, 1968). They stated that one of the most revealing 

facts about perception is that it is selective. We do not see everything 

in our surroundings. There are thousands of coincidences in the situa

tions in which we find ourselves at any point of time. To perceive them 

all would mean pandemonium. Therefore, choices are made based on our 

experiences. How any person behaves at a given moment is a direct ex

pression of the way things seem to him at the moment. 

Thelen (1967) wrote of teacher attitude and prejudice, saying 

that when someone asks Johnny where he lives, notes the address is in a 

slum neighborhood, and then assumes that Johnny lacks verbal fluency, 

speaks in a restricted language code, is ignorant about much of the world, 

uses language only as a substitute for pointing, is overimpulsive in his 

emotional expression, and hates policemen — he is prejudiced. Prejudice 

was defined by Walter (1952) as prejudgment of a person, group, or issue. 

He stated that this definition implies ignorance or disregard of perti

nent facts. Clinchy (1948) asserted that dissecting the nature of 

attitudes reveals whatever irrationality resides in them including their 

genesis. He found that when prejudiced individuals were asked what they 
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thought of the Uranians and Wallonians, they felt the same prejudices 

against these non-existent peoples as they had toward their unlike, real 

neighbors. Research has indicated that the teacher who acts on his nega

tive prejudgments tends to have a lower expectancy for the child's 

success, sets lower standards for him, and in subtle ways communicates 

this attitude to the child, so that the teacher^s prejudgmental expec

tations for the child become a self-fulfilling prophecy. A child lives 

either up or down to the expected behavior level (Dorethy, 1970). 

According to Garrison, Kingston and Bernard (1967) a lower-class 

child probably has the greatest number of difficulties adjusting to the 

personality of his teacher because of the differences in their social 

backgrounds. This is especially true with the underprivileged child. The 

teacher is generally not a representative of his society, and his val

ues are often drastically at variance with the great majority of the 

adults in the underprivileged areas. The teacher's perception of him 

and his perception of the teacher cause both many educational problems. 

Cross cultural and cross class attitudes and understandings of 

prospective teacherswere part of a study, conducted at the Pennsylvania 

State College, relevant to teacher pupil planning and interaction 

(Boleratz and East, 1969). They examined various aspects of off-campus 

experience designed to help prospective teachers gain insight into 

cultures and life styles of children and families different from their 

own. Subjects were sophomore and junior students who participated in a 

ten week "experimental practicum". The objectives for the study included 

developing and testing appropriate instructional materials and seeking 
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to determine probable educational results of the experience. It was 

found that the participants had increased in their awareness of the life 

style and patterns of another social class. The researchers concluded 

that: 

As increasing emphasis is placed on teaching to the particu
lar life styles of students, on compensatory education for the 
disadvantaged, and on providing curricula that teach process as 
well as content, educators cannot ignore the necessity of pro
viding pre-teachers with realistic and direct experiences that 
sharpen their awareness of cultural and social class concepts 
(p. 439). 

Zimmerman (1970) found that an experimental program was effective 

in changing the attitudes of teachers. Teachers who participated in a 

special program displayed substantial differences in attitudes from 

those of conventional teachers. These differences reflected the philoso

phy of the program relating to the education of disadvantaged children. 

Rosenthal, et al. (1969) conducted a study to modify curricular emphasis, 

classroom practices and pedagogical orientations of teachers, with a 

particular focus upon the beginning school years for children of poverty 

groups. The results of the study revealed significant changes in approv

al from teachers, in frequent spontaneous student solicitation of teacher 

attention, and in less teacher censure of students than were observed 

before the experimental treatment. 

Chapter Summary 

This brief review of the literature has indicated that affective 

behaviors in teachers are important. In the preparation of teachers 

affective behaviors should be emphasized. Dogmatism was found to be neg

atively correlated with self-esteem, maturity, acceptance of new ideas, 
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mental health, perception, and critical thinking. Teacher attitudes and 

teacher behavior were found to be highly related. Teacher attitudes were 

shown to affect student achievement and mental health. Progressivism 

was related to classroom productivity, respect between teacher and pupil, 

and better interpersonal relationships and cooperation. It was sugges

ted that teacher training programs should have a better balance between 

theoretical and applied study, and that more humanistic attitudes be 

stressed. Regarding ethnic attitudes it was expressed that a halo effect 

can be a problem as related to things and people. Ethnic attitudes were 

related to perception, prejudgments, and prejudice. Some studies indi

cated that the attitudes of teachers toward ethnic groups can be changed 

and imporved. 



CHAPTER III 

METHODOLOGY 

This study investigated self-concept, openmindedness, educational 

attitudes (traditionalism - progressivism), and ethnic attitudes of stu

dents in the College of Education at The University of Arizona and the 

students at Pima Community College who were taking their initial course 

in Child Development. This inquiry considered the changes in the stated 

attitudes from the beginning of the Spring semester 1973 to its close. 

The attitude changes of the experimental group were compared with atti

tude shifts of the control group used in this study. 

Samples 

In the Spring semester of 1973 the incoming students in the 

College of Education at The University of Arizona who intended to pursue 

elementary teacher training programs were enrolled in five sections of 

Educational Psychology 101, Child Development. In this same semester, 

Spring, 1973, four combined sections of Child Development were taught at 

Pima Community College. The students in The University of Arizona course 

were selected as the experimental group and the Pima Community College 

students taking Child Development were assigned as the control group. 

Description of the Samples Selected 

This study involved all college students who were enrolled in 

sections of Child Development at both The University of Arizona (College 

25 
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of Education) and Pima Community College during the Spring semester of 

1973. The combined initial enrollment of the five section experimental 

group was 106. Of these 106 students, 20 dropped their enrollment dur

ing the university-wide, three week, drop-and-add period at the beginning 

of the term. The loss of the students was evenly distributed among the 

five sections. The remaining 86 students were the subjects in the experi

ment. The initial enrollment of the control group subjects was 75. Of 

these 75 students 32 dropped the course during the drcp-and-add period at 

Pima Community College, leaving 43 students as subjects in the control 

group (Table 1). 

Table 1. Statistical Description of the Sample. 

N Age of Sample 

Groups Male Female Total X S.D. 

Experimental 24 62 86 22.66 0.47 

Control 1 42 43 23.88 1.19 

Instruments Used 

The instruments used in this study consisted of a questionnaire 

(Student Survey), three standardized tests, and an Ethnic Attitude Scale. 

The Student Survey and Ethnic Attitude Scale were specifically designed 

for use in this study. All the standardized instruments as well as the 

Ethnic Attitude Scale were in a Likert scale format. The Student Survey 
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which consisted of information about purposes of the study and the back

ground data of the students, utilized a variable response format. The 

description of these instruments and their psychometric qualities are as 

follows. 

Student Survey 

The first page of the Student Survey included a brief description 

of the purpose of the study and the treatment of the data. The following 

information was also requested: student code number (self assigned); sec

tion number, sex, date of birth, place of birth, and ethnic origin. This 

information was used to identify individual subjects for pre- and post-

test comparisons. The second page asked about commitment to teaching, 

relationship to family members who were teachers, and some background 

information regarding the decision to be a teacher. At the end of the 

semester students were asked about change in their commitment as a result 

of the course in Child Development. Students were also asked to identify 

what aspect of the course affected them most (Appendix A). 

Tennessee Self Concept Scale 

This instrument was selected to measure the self-concept of the 

subjects. This scale, which is simple to administer, is well standard

ized and is multidimensional in its description of the self-concept. It 

consists of 100 self-descriptive statements which the subject uses to 

describe his own picture of himself. The scale is self-administering for 

either individuals or groups and is used with subjects age 12 or older 

who have at least a sixth grade reading level. It is also applicable to 

subjects of varying degrees of psychological adjustment. 
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The norms of the Tennessee Self Concept Scale were developed 

with a broad sample of 626 people. There were approximately equal num

bers of both sexes. The sample represented all social, economic, racial 

and intellectual levels. The reliability coefficients derived from sev

eral samples studied ranged from .61 to .96. Other evidence of reliabil

ity is found in the remarkable similarity of profile patterns found 

through repeated measures of the same individuals over long periods of 

time. This scale was validated in terms of content validity (the unani

mous agreement of a group of judges), discrimination between groups, cor

relation with other personality measures, and personality changes under 

particular conditions (Fitts, 1965, pp. 15-17). 

Rokeach Dogmatism Scale (Form E) 

The Rokeach scale was chosen to measure open-mindedness, flexi

bility and acceptance of people and ideas different from one's own, as 

needed for this study. It contains forty items on personal and social 

questions. A high score represents a more dogmatic individual. This 

scale not only helps determine how dogmatically a person holds to his 

beliefs but also how well he tolerates ambiguities. 

One score is yielded from the Rokeach Dogmatism Scale. The sub

ject is instructed to answer all questions. If he agrees strongly with 

any statement he responds with +3, moderately +2, slightly +1. If he 

disagrees strongly with a statement he answers with -3, moderately -2, 

and slightly -1. A score of 4 is added to each plus or minus response. 

Studies by Rokeach and his colleagues in English colleges and in Ohio 

State and Michigan Universities yielded reliability coefficients of .68 
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to .91. Rokeach validated his Dogmatism Scale by the Method of Known 

Groups. In one study college professors selected graduate students whom 

they knew to be high or low in dogmatism to form two groups for testing. 

In another study graduate students in psychology selected from among 

their own friends and acquaintances subjects whom they believed to be 

high or low in dogmatism. The highly dogmatic subjects in both groups 

scored significantly and considerably higher than the subjects low in 

dogmatism (Rokeach 1960, p. 73). 

Kerlinger Education Scale VII 

The Kerlinger Scale VII has been selected to measure progressive 

and traditional attitudes toward teaching. This thirty item Likert-type 

scale was constructed with the assumption that attitudes are not one-

dimensional and bi-polar, but rather that progressivism and traditional

ism are orthogonal factors. The items for A (progressivism) and B 

(traditionalism) are scored separately. 

Reliability coefficients, reported by Kerlinger (1963), ranged 

from .77 to .87 for progressivism for teachers and graduate students in 

North Carolina, Texas, and New York with samples ranging in size from 64 

to 263 subjects. These same groups had reliability coefficients of .69 

to .85 on traditional attitudes. Validity for this Kerlinger scale was 

estimated by demonstrating that education students revealed more progres

sive attitudes than did noneducational respondents (P<.001). Additional 

studies based on samples of 131 undergraduates, 93 graduates, and 229 

noncollege subjects yielded similar validity estimates (Shaw and Wright, 

• 1967, p. 84). 
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Ethnic Attitude Scale 

The Ethnic Attitude Scale was specifically developed by the 

writer to evaluate an individual's attitudes toward children of another 

ethnic and socio-economic group (specifically "underprivileged" minority 

group children) as related to the purposes of this study. Therefore, no 

previous data were available regarding the reliability and validity of 

the scale. Appropriate analysis was performed to establish the psycho

metric qualities of this instrument. The Ethnic Attitude Scale had a 

moderately high reliability as calculated by the Cronbach Alpha Test for 

Reliability (Table 2). 

Table 2. Reliability Coefficients of the Ethnic Attitude Scale. 

Groups Pre-test Post-test 

Experimental .72 .78 

Control .61 . .78 

Pilot .73 

Factor analysis revealed that the instrument consisted of five 

factors which were consistent with the purposes of the scale development. 

In addition to a factorial method of establishing validity the opinion 

of eight University of Arizona educators was sought. All of these people 

who were asked to help validate the instrument agreed with the general 

purposes and format of the instrument. 
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Experimental Procedures 

In the College of Education at The University of Arizona, Child 

Development was taught within the department of Educational Psychology. 

The three unit course met three times a week. Monday and Friday, each 

section met for one hour of in-class study and group discussion. On Wed

nesday, in a cooperative program developed by the College of Education 

at The University of Arizona and Tucson District No. 1, the students 

spent two hours a week gaining developmental insights about children of 

varying ethnic groups as well as helping the children to develop related 

cognitive and non-cognitive skills. The Child Development students thus 

spent ten weeks associating with the children assigned to them in the 

field. The students participating in the ten week specifically designed 

field program were selected as the experimental group for this study. At 

Pima Community college, Child Development was taught under the auspices 

of the Home Economics Department. This three unit course met on Wednes

days for a two hour lecture taught by a visiting faculty member from The 

University of Arizona, Department of Educational Psychology. The Child 

Development students at Pima Community College were designated as the 

control subjects for this study. 

The instructional objectives of the course content were the same 

for both the experimental and control groups: 

1. The students will learn some of the stages of mental, physical, 

social and emotional development in children. 

2. An understanding of individual differences will be gained as 

students are introduced to principles of growth and development. 
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3. The importance of the self-concept in learning will be under

stood. 

4. Insight will be gained into human needs and motives as they 

relate to development. 

5. Students will learn about problems in perception as they are 

based on individual needs and experience. 

Instructional Methodology 

In the experimental group on Mondays throughout the semester 

there was emphasis on principles of growth and development. On Wednes

days, as they participated in planned interactions with young children, 

students had the opportunity to put into practice principles discussed 

during the in-class sessions. Then on Fridays the students and instructors 

discussed activities, successes, problems and questions arising from 

their work with the child. For the control group the principles of Child 

Development were presented in a two hour lecture on Wednesdays. 

During the Wednesday field program time, in the second week of 

classes, at The University of Arizona, program leaders came from Tucson 

District No. 1 schools to give orientation help to the students in the 

experimental group as preparation for the field experience (Figure.1-A). 

Students in the experimental group met in an auditorium and broke into 

discussion groups of from eight to twelve people who were joined by a 

program leader. The students had an opportunity at this time to talk 

with experienced and successful teachers (Figure 1-B). The objectives 

of the program were discussed (Figure 1-C). Practical ideas and sugges

tions for creative learning tasks were demonstrated and experienced 

(Figure 1-D). 



MODEL 

Figure 1. Field Program Orientation 
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Typical Day Activity Profile 

The field program required planning and preparation on the part 

of each student. The students were transported by bus to the Tucson 

District No. 1 schools involved (Figure 2-A). Discussion and sharing of 

ideas took place during the fifteen minute bus rides going and coming. 

At the elementary school each Child Development student was randomly 

assigned to a child (Figure 2-B). He worked with the same child on a 

one-to-one basis for ten weeks. Their interaction could take place in 

the child's room or in free areas of the school grounds (Figure 2-C). 

Each of the Child Development students had planned specific activities 

which would help him to relate with his child. Sometimes these activi

ties were designed to give clues about the child's development, for in

stance a reading project assessed language development, reading skills 

and provided an opportunity for modeling good language usage (Figure 3-A). 

A touch box (or bag) provided language interaction as well as the develop

ment of sensory perception (Figure 3-B). Labeling and categorizing proj

ects helped a child to learn space relationships and figure discrimina

tion, important skills for reading (Figure 3-C). The use of scissors 

and other materials provided an opportunity for the Child Development 

student to observe small muscle development and coordination in children 

(Figure 3-D). No child was pressured to learn specific skills. It was 

a time for friends to relax, to share ideas and activities (Figure 3-E). 

The Child Development student was striving to help the child in.three 

ways: 
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Figure 2. Child Development Field Program 



Figure 3. Goal Related Activities 
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1. Helping the child develop his self-concept. He did this by pro

viding success opportunities, new experiences, and by giving 

his undivided attention. 

2. Being a Language Model. He accepted the child's own language 

while providing the child with a language model and many activ

ities that promoted oral language. 

3. Being a Friend. This required his dependability, kindness 

and caring. 

On the last day of the field program the buses reversed their 

trip and the children came to the University to visit (Figure 4-A). The 

Child Development student met his own little friend (Figure 4-B) and took 

him or her to a favorite place on campus (Figure 4-C). For many children 

the elevators, the fountain, and the tall buildings were new experiences. 

There were many things to enjoy with their friends (Figure 4-D). At the 

end of the hour the children returned to the buses to rejoin their teach

ers and to return to their schools (Figure 4-E), and this ended the field 

experience. 

Design of the Study 

Pre- and post-test measures on the Tennessee Self Concept Scale, 

The Rokeach Dogmatism Scale and the Kerlinger Educational Scale compared 

the experimental and control groups using analysis of variance. A gener

al design for analyzing the performance of the subjects on these variables 

was used as follows: 

M *T *M Experimental Group 

M »-M Control Group 



Figure 4. Friends Meet at The University of Arizona 
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Analysis of variance and factor analysis were used to assess the 

results of the two groups on the Ethnic Attitude Scale. Cronbach's Alpha 

was computed to establish the reliability of the Ethnic Attitude Scale. 



CHAPTER IV 

RESULTS 

Included in this chapter are the results of comparison of the 

experimental and control group subjects on the various instruments used, 

a factor analysis summary of the Ethnic Attitude Scale, and a brief dis

cussion of perceived course effects by the experimental and control group 

subjects. 

Comparison of the Experimental and Control Groups 
on the Tennessee Self Concept Scale, the Rokeach 
Dogmatism Scale, and the Kerlinger Education Scale 

Comparison of Two Groups on the 
Tennessee Self Concept Scale 

Hypothesis one was tested and the impact of experimental treat

ment on the self-concept of students was assessed by comparing the per

formance of the subjects in both groups on the Tennessee Self Concept 

Scale. Analysis of variance with repeated measures results are summar

ized on Table 3. The data from the analysis of variance summary indi

cated that there were no significant differences in the self-concept of 

experimental and control group subjects. The F-ratio of .93 with 1, 127 

degrees of freedom was not found to be significant. 

40 
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Table 3. Analysis of Variance Summary of Comparisons of Two Groups 
on the Tennessee Self Concept Scale 

Source Mean Squares df F-ratio 

Groups 1849.86 1 .93 

Error (G) 1994.53 127 

Trials 5674.81 1 16.23 ** 

G. by T. 658.70 1 1.88 

Error (T) 349.59 127 

* *  P C . 0 1  

It is interesting to note that there were observable significant 

differences in self-concept when comparison was made between pre- and 

post-test performances of the groups combined together. The mean pre-

performance of both the groups was 338.92 in contrast to their post 

performance of 348.30 which is significantly higher. These results are 

indicative of the fact that post-instructional gains were noticeable in 

both of the groups, however, these gains disappeared when the groups 

were compared separately at the termination of treatment. The F-ratio 

for two Trials was found to be 16.23 (1, 127 df) significant at the .01 

level. 

The third comparison, Group by Trials, on the Tennessee Self Con

cept Scale did not reveal significant differences. An F-ratio of 1.88 

(1,127 df) was too low to attain significance at the stated levels of 

confidence. Hypothesis one was accepted as stated in the null. 



42 

Comparison of Two Groups on the 
Rokeach Dogmatism Scale (Form E) 

Hypothesis two was tested by comparing the performance of the 

subjects in both the experimental and control groups using the Rokeach 

Dogmatism Scale to assess the impact of experimental treatment on open-

mindedness. The results are summarized in Table 4 as follows. 

Table 4. Analysis of Variance Summary of Comparisons of Two Groups 
on the Rokeach Dogmatism Scale (Form E) 

Source Mean Squares df F-ratio 

Groups 4770.85 1 3.53 * 

Error (G) 1353.61 127 

Trials 1432.81 1 6.28 * 

G. by T. 324.19 1 1.42 

Error (T) 228.28 127 

* P < . 05 

These results indicated significant Group differences in open-

mindedness. The F-ratio of 3.53 (1, 127 df) was found to be significant 

at the .05 level. The experimental group was more open-minded than the 

control group as indicated by their lower mean scores (Table 5). In the 

second comparison, Trials, the pre- and post-test performances of the 

total group were significant at the .05 level with an F-ratio of 6.28 

(1, 127 df). In comparing Groups by Trials on the Rokeach Dogmatism 

Scale an F-ratio of 1.42 (1, 127 df) did not reveal significant statis

tical differences. Hypothesis two was accepted as stated in the null. 



Table 5. Comparisons of Pre-test and Post-test Means of the Experimental 
and Control Group Subjects on Four Measures. 

Experimental Control 

Pre Post Pre Post 

Scale N X S. D. X S.D. N X S.D. X S.D. 

Tennessee 
Self Concept 

86 339?69 37.68 351.33 26.28 43 337.40 34.31 342.26 39.05 

Rokeach 
Dogmatism 

86 138.81 25.20 141.94 26.89 43 145.56 31.02 153.44 31.53 

Kerlinger 
Traditionalism 

86 53.07 9.02 52.22 7.85 43 56.91 9.14 59.05 9.17 

Kerlinger 
Progressivism 

86 69.66 8.69 72.52 8.97 43 68.30 10.47 70.53 10.68 
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Comparison of Two Groups on the 
Kerlinger Education Scale VII 

Use of the Kerlinger Education Scale facilitated the assessment 

of performance differences in the two groups in terms of Traditionalism 

and Progressivism. 

Traditionalism. While testing hypothesis three in terms of 

traditional attitudes, the Groups showed high significant differences. 

An F-ratio of 12.91 (1, 127 df) was significant at a .01 level. The con

trol group subjects were more traditional in their attitudes than the 

experimental group (Table 6). 

Table 6. Analysis of Variance Summary of Comparisons of Two Groups 
on the Kerlinger Education Scale VII: Traditionalism. 

Source Mean Squares df F-ratio 

Groups 1629.63 1 12.91 ** 

Error (G) 126.23 127 

Trials 1.40 1 .05 

G. by T. 128.00 1 4.69 * 

Error (T) 27.28 127 

* P <.05 ** P < .01 

An F-ratio of .05 Q.» 127 df) did not indicate significant dif

ferences in Trials. Considering Groups by Trials results the F-ratio of 

4.69 (1, 127 df) was significant at the .05 level. It is interesting to 

observe that whereas the control group went up in traditionalism as indi

cated in their mean scores of 56.91 on the pre-test to 59.05 on the post-

test, the ejqjerimental group went down in traditionalism with a pre-test 
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mean of 53.07 and a post->test mean of 52.22 (Table 5). Hypothesis three 

was rejected. There were significant differences between the experimen

tal and control groups in traditionalism. 

Progressivism. In testing hypothesis four the results indicated 

that there were no significant differences in progressivism of the ex

perimental and control group subjects (Table 7). The F-ratio of 1.03 

(1, 127 df) was not found to be significant. In the comparison of 

Trials, the performance of the combined groups was highly significant 

with an F-ratio of 17.62 significant at the .01 level. The combined 

group mean went up in progressive attitude from pre- to post-test eval

uation. Hypothesis four was accepted as stated in the null. 

Table 7. Analysis of Variance Summary of Comparisons of Two Groups 
on the Kerlinger Education Scale VII: Progressivism. 

Source Mean Squares df F-ratio 

Groups 160.74 1 1.03 

Error (G) 155.51 127 

Trials 453.35 1 17.62 ** 

G. by T. 5.65 1 .22 

Error (T) 25.72 127 

** P <.01 

Comparison of the Experimental and Control Groups 
on the Ethnic Attitude Scale 

As indicated earlier, the two groups of subjects were asked to 

react to the 44 statements concerning educational problems of disadvan

taged children (Appendix B). All items were to be answered using the 



46 

six point rating scale. On this rating scale a rating of 1 indicated a 

strong disagreement whereas a rating of 6 indicated very strong agree

ment. 

At the beginning of the program the responses of the two groups 

of subjects were analyzed using analysis of variance. Change in ethnic 

attitudes of the experimental and control groups were analyzed by look

ing at shifts in their attitude from pre- to post-test scores. The 

analysis of the data (pre-test phase) indicated no significant differ

ences in the stated ethnic attitudes of the experimental and control 

group subjects. Considering this initial equivalency in their ethnic 

attitudes prior to instruction, their post-test scores were analyzed to 

ascertain the differences in their attitudes at the post instructional 

phase. Table 8 summarized the comparative results for each item of the 

scale at post-test evaluation. There were eleven items that indicated 

significance at the .05 level. Comparing performance of the groups on 

individual items it was noticed that the performance of the experimental 

and control groups differed significantly on the following items: 

Item 3: The culturally different child's own language is adequate 
for his needs in the community where he will live. 

In comparing the performance on this item the experimental subjects 

agreed more with this statement than did the control subjects. In other 

words the experimental group felt that a culturally different child's 

own language was adequate for social communication whereas the control 

group did not feel the adequacy of language at the same level. This 

was indicated by a mean of 3.85 for the experimental group (S.D. of 1.23) 

which was significantly higher than a mean performance of the control 



Table 8. Analysis of Variance Summary of the Performance of Experimen
tal and Control Groups on the Ethnic Attitude Scale (Post-test). 

Item N 

Group I 

X S.D. N 

Group II 

X S.D. F-ratio 

1 86 2.24 1.24 43 2.67 1.29 3.32 
2 86 3.40 1.26 43 3.16 1.11 1.03 
3 86 3.85 1.23 43 3.30 1.44 4.94 * 
4 86 3.60 1.31 43 3.21 1.32 2.57 
5 86 3.11 1.06. 43 3.40 1.42 1.69 
6 86 2.55 1.18 43 3.14 1.36 6.45 ** 
7 86 3.52 1.35 43 3.49 1.52 .02 
8 86 2.76 1.10 43 2.70 1.02 .08 
9 86 3.64 1.31 43 3.51 1.50 .24 
10 86 4.34 1.36 43 4.49 1.09 .40 
11 86 3.49 1.07 43 3.65 1.08 .66 
12 86 5.31 .80 43 5.19 .95 .68 
13 86 4.59 .95 43 4.49 1.25 .28 
14 86 5.00 .92 43 .4.77 1.01 1.70 
15 86 4.20 1.28 43 4.42 1.27 .85 
16 86 2.77 1.26 43 3.19 1.56 2.64 
17 86 3.36 1.38 43 3.81 1.45 2.94 
18 86 5.09 .83 43 4.67 1.05 5.98 ** 
19 86 3.78 1.20 43 4.16 .94 3.34 
20 86 1.64 .90 43 2.53 1.47 17.96 ** 
21 86 3.83 1.15 43 3.84 1.45 .002 
22 86 2.69 1.28 43 3.37 1.22 8.81 ** 
23 86 3.72 1.20 43 3.91 1.22 .67 
24 86 3.97 1.15 43 3.81 1.37 .43 
25 86 3.60 1.22 43 3.93 1.17 2.06 
26 86 2.79 1.19 43 3.09 1.12 2.01 
27 86 3.51 1.14 43 3.77 1.05 1.50 
28 86 4.15 1.25 43 4.28 .97 .34 
29 86 4.43 .98 43 4.07 1.17 3.33 
30 86 4.30 1.12 43 4.40 1.04 .20 
31 86 4.81 .91 43 4.37 1.35 4.77 ** 
32 86 3.92 1.05 43 3.98 1.17 .08 
33 86 4.66 1.06 43 4.56 1.06 .27 
34 86 3.44 1.23 43 3.98 1.17 5.54 ** 
35 86 3.64 1.06 43 3.77 1.24 .37 
36 86 3.85 1.19 43 4.14 1.15 1.73 
37 86 3.94 1.00 43 4.37 1.24 4.12 * 
38 86 3.95 1.24 43 4.19 .97 1.14 
39 86 3.17 1.30 43 3.33 1.18 .42 
40 86 4.73 1.02 43 4.65 1.01 .18 
41 86 • 5.10 .98 43 4.70 .98 4.90 * 
42 86 2.98 1.58 43 3.56 1.44 4.15 * 
43 86 1.81 1.12 43 2.35 1.33 5.70 ** 
44 86 4.34 1.48 43 3.95 1.55 1.84 

* P < .05 ** P < .01 
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group (mean 3.30 and S.D., 1.44). The F-ratio for this comparison was 

4.94, significant at the .05 level. 

Item 6: Before their first school experience, most underprivileged 
children have learned from older children that school is 
an interesting place and anticipate favorably coming to 
school. 

The results of this item indicated that the control group agreed more 

than did the experimental group that children received favorable impres

sions from older children regarding school experiences. The control 

group mean of 3.14 (S.D. 1.36) was significantly higher than the mean 

of the experimental group (mean 2.55, S.D. 1.18). at the .01 level with 

an F-ratio of 6.45. 

Item 18: Cognitive development of deprived children can best be 
facilitated using materials and resources from their 
own culture. 

The experimental group (mean 5.09 and S.D. 0.S3) agreed more strongly 

than did the control group (mean 4.67, S.D. 1.05) that deprived children 

learn best with materials from their own culture. The F-ratio for this 

comparison was 5.98 significant at the .01 level. 

Item 20: There are significant differences in measured intelligence 
between races and the cause of this is heredity rather 
than environment. 

The experimental group disagreed more strongly than did the control 

group in the idea that there are intellectual differences between the 

races caused by heredity rather than environment. The experimental 

group disagreed very strongly with a mean score of 1.64 (S.D. .90), and 

the control group disagreed strongly with a mean of 2.53 (S.D. 1.47). 

The F-ratio for this item was 17.96 significant at the .01 level. 
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Item 22: Some underprivileged children approach school lacking 
certain intellectual skills which they can never make up. 

The experimental group disagreed more strongly with this statement (mean 

2.69, S.D. 1.28) than did the control group (mean 3.37, S.D. 1.22) indi

cating that they felt that a child could make up some intellectual skills 

which he may be lacking at first. The F-ratio for this item was 8.81 

significant at the .01 level. 

Item 31: Teachers involved in the education of minority group 
children often fail because of their own unhealthy 
attitudes. 

The experimental group (mean 4.81, S.D. .91) agreed more strongly with 

this premise than did the control group (mean 4.37 and S.D. 1.35). In 

other words the experimental group agreed more strongly than did the 

control group that teacher attitudes can affect their success or failure 

in teaching minority group children. The F-ratio for this comparison 

was 4.77, significant at the .01 level. 

Item 34: Minority group children are less verbally agressive than 
children from "typical middle-class homes." 

The experimental group disagreed more strongly (mean 3.44, S.D. 1.23) 

than did the control group (mean 3.98, S.D. 1.17) with this statement. 

Apparently the experimental group felt that minority group children are 

not too much less verbally agressive than "middle-class" children. The 

F-ratio for this item was 5.54 significant at the .01 level. 

Item 37: When parental pressure for educational attainment becomes 
excessive the achievement orientation drops off. 

The control group agreed more strongly with this statement than did the 

experimental group. The control group agreed with a mean score of 4.37 

(S.D. 1.24) while the experimental group as a whole were not so sure 
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(mean 3.94, S.D. 1.00). The F-ratio for this item was 4.12 significant 

at the .05 level. 

Item 41: Children can learn to appreciate other cultures in inte
grated schools. 

The experimental group agreed with this idea significantly more (mean 

5.10, S.D. .98) than did the control group (mean 4.70, S.D. .98). Appar

ently the experimental group felt that there was a definite advantage in 

integrated schools, for the children can learn more about each other and 

appreciate the values and differences of their various cultures. The 

F-ratio for item 41 was 4.90 significant at the .05 level. 

Item 42: Certain inherited abilities (e.g., musical aptitude and 
dancing ability in blacks) are characteristic of the 
individuals of specific ethnic groups. 

The experimental group disagreed more strongly on this issue than did the 

control group. The experimental group mean was 2.98 and S.D. 1.58. The 

control group mean was 3.56 and S.D. 1.44. The experimental group appar

ently felt that specific abilities (e.g. musical aptitude and dancing 

ability in blacks) are not inherited by given ethnic groups. The F-ratio 

of 4.15 was significant at the .05 level. 

Item 43: Specific abilities can only be taught to the persons of 
a given ethnic group. 

The experimental group disagreed more (mean 1.81, S.D. 1.12) than did the 

control group (mean 2.35, S.D. 1.33). This implied that the teaching of 

specific abilities should not be restricted to certain ethnic groups. The 

F-ratio of 5.70 was significant at the .01 level. 

The rest of the items (1, 2, 4, 5, 7, 8, 9, 10, 11, 12, 13, 14, 15, 

16, 17, 19, 21, 23, 24, 25, 26, 27, 28, 29, 30, 32, 33, 35, 36, 38, 39, 
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40, and 44) did not show significant difference in responses between 

the experimental and control group subjects. Hypothesis five is accep

ted as stated in the null. 

Factor Analysis on the Ethnic Attitude Scale 

In addition to the analysis of variance the data obtained from 

the newly devised Ethnic Attitude Scale was analyzed factorialy. Such 

analysis was expected to shed some light on the construct validity of 

the instrument. The factoral analysis results are summarized on Table 

9. As evident from the results in the table, five specific factors 

have emerged from this analysis. The descriptions of these factors are 

as follows: 

Factor I: This factor was labeled Home Environment because most 

of the items loading heavily on this question were about the 

home and family influences on the underprivileged child. 

Factor II: This factor was labeled Curriculum because most of 
r 

the items with heavy loadings under this factor pertained to 

teaching strategies appropriate for the underprivileged child. 

Factor III: The label given to this factor was Educational 

Aspirations. Most of the items with the heavier loadings 

under this factor pertained to an underprivileged child's 

aspirations and feelings about school. 

Factor IV: This factor was labeled School Readiness. It seemed 

that the items loading heavily for this factor pertained to 

cognitive skills and abilities for adjustment to school. 



Table 9. Factors on the Ethnic Attitude Scale. 

Item # I II Ill IV V h2 

1 -.55 .36 
2 -.43 .47 .45 
3 .09 
4 .41 -.47 .44 
5 .54 .47 
6 -.40 -.45 .46 
7 .17 
8 .48 .41 
9 .61 .46 
10 -.51 .33 
11 .64 .43 
12 -.65 .50 
13 -.66 .45 
14 -.63 .54 
15 -.42 .43 .38 
16 .36 .28 
17 .41 .31 
18 -.62 .46 
19 .57 .46 
20 .23 
21 .58 .44 
22 .41 .25 
23 .31 .39 .29 
24 .61 .59 
25 .74 .57 
26 .59 .52 
27 .39 .38 
28 .63 .58 
29 .45 .35 
30 .44 .40 
31 .68 .51 
32 .60 .44 
33 .49 .44 
34 .46 .28 
35 .53 .44 
36 .50 .39 
37 .45 .28 
38 .43 .46 .41 
39 .49 .38 
40 -.47 -.55 .57 
41 .71 .52 
42 .49 .-29 
43 .13 
44 .36 .15 
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Factor V: The label given to this item was Nature-Nurture. The 

items loading heavily for this factor pertained to inherited 

or learned characteristics or qualities and the debate be

tween them. 

Factor I: Home Environment. The items and their loadings on this 

factor are as follows: 

Item 2. The impoverished child usually comes to school with more 
curiosity than his middle-class peers. (-.43) 

Item 6. Before their first school experience, most underprivi
leged children have learned from older children that 
school is an interesting place and anticipate favorably 
coming to school. (--40) 

Item 9. Most lower-class mothers spend less time talking to their 
children than do middle-class mothers. (.61) 

Item 16. Teachers of young children from culturally different 
homes must provide frequent rest-periods, since these 
youngsters tire more easily than peers from the new 
demands of schooling. (.36) 

Item 17. Generally speakind children from culturally different 
homes have considerably more difficulty in acquiring 
academic skills than children from typical anglo 
families. (.41) 

Item 19. It can be safely assumed that underprivileged homes 
lack the hidden curriculum which is the greatest stum
bling block in the educational attainment of their 
children. (.57) 

Item 21. Socially deprived children usually have lower education
al aspirations than children from higher socio-economic 
families. (.58) 

Item 23. Children of various racial groups differ significantly 
in their learning styles. (.31) 

Item 24. Minority Group children are less inclined to sacrifice 
immediate gains in order to attain long range objec
tives. (.61) 
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Item 25. Due to frequently unsatisfying family life underprivi
leged children are less trusting of adults. (.74) 

Item 27. Since culturally different children lack appropriate 
linguistic models in the home they become verbally 
retarded. (.39) 

Item 28. Because many underprivileged children experience fail
ures in their early years their self-concept is low 
and inadequate. (.63) 

Item 36. Lack of parental pressure for educational attainment 
an underprivileged child less achievement oriented. (.50) 

Item 38. It is typical of an underprivileged child to give a 
"yes-no" response which makes it difficult to carry on 
a conversation. (.43) 

Item 39. Minority group children often come from large families 
which may cause undesirable personality growth in 
later years. (.49) 

For Factor I the item that produced the heaviest loading was 

item number 25 which had a loading of .74 with a commonality of .57. 

Factor II. Curriculum. The items and their loadings on this 

factor are as follows: 

Item 10. The biggest deficit of the underprivileged Mexican-
American child lies in his lack of language skills. 

(-.51) 

Item 12. The teacher should plan experiences that will help the 
underprivileged child identify things of value in his 
own environment. (-.65) 

Item 13. Preschool programs for underprivileged children should 
stress preparing them to meet the demands of the school 
situation. (-.66) 

Item 14. It would be helpful if the parents of underprivileged 
children could be taught how best to aid and support 
the school curriculum. (-.63) 

Item 15. Special preschool classes to teach standard English, 
and accustom the child to classroom discipline, would 
be a good way to assist underprivileged groups. (-.42) 
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Item 18. Cognitive development of deprived children can best be 
facilitated using materials and resources from their 
own culture. (--62) 

Item 40. Most of the educationally relevant intellectual skills 
can be developed in minority group children by using 
appropriate teaching strategies. (-.47) 

Item 41. Children can learn to appreciate other cultures in 
integrated schools. (.71) 

The item that produced the heaviest loading for Factor II was 

item number 41 which had a loading of .71 with a commonality of .52. 

Factor III. Educational Aspirations• The items and their loadings 

for this factor are as follows: 

Item 2. The impoverished child usually comes to school with 
more curiosity than his middle-class peers. 

(.47) 

Item 5. Because they know it is their one chance for personal 
advancement, most underprivileged children are eager 
to acquire an education. (-54) 

Item 8. Children from lower economic areas are more apt to be 
physically fit than children from middle-class homes. 

(.48) 

Item 11. Minority group children are more like middle-class 
children at fifth grade (after several years of school
ing) than when they enter school. (-64) 

Item 22. Some underprivileged children approach school lacking 
certain intellectual skills which they can never make 
up. (-41) 

Item 23. Children of various racial groups differ significantly 
in their learning styles. C-39) 

Item 26. Minority group children are less capable of divergent 
thinking. (-59) 

Item 40. Most of the educationally relevant intellectual skills 
can be developed in minority group children by using 
appropriate teaching strategies. (-'55) 
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Item 44. The general patterns of growth and development proceed 
along the same lines across all ethnic groups. (-36) 

The item which produced the heaviest loading was item number 11 

which had a loading of .64 with a commonality of .43. 

Factor IV. School Readiness. The items and their loadings on this 

factor are as follows: 

Item 4. A child from an underprivileged home needs a highly 
structured program until he gains control in the 
school situation. (.41) 

Item 15. Special preschool classes to teach standard English, 
and accustom the child to classroom discipline, would 
be a good way to assist underprivileged groups. (-43) 

Item 30. Since intellectual behavior is learned children of 
minority groups can be taught to behave intelligently. 

(.44) 

Item 32. Minority group children display more anxiety when faced 
with educational demands. (.60) 

Item 33. Parent assisted learning is a better way to facilitate 
educational growth in culturally different children. 

(.49) 

Item 34. Minority group children are less verbally agressive 
than children from "typical middle-class homes". (.46) 

Item 35. Underprivileged children lack question asking skills 
which is a common cause of their poor scholastic 
attainment. (.53) 

Item 38. It is typical of an underprivileged child to give a 
"yes-no" response which makes it difficult to carry 
on a conversation. (.46) 

Item 42. Certain inherited abilities (e.g. , musical aptitude and 
dancing ability in blacks) are characteristic of the 
individuals of specific ethnic groups. (.49) 

Item number 32 was the item that produced the heaviest loading 

on Factor IV. Item 32 had a loading of .60 and a commonality of .44. 
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Factor V. Nature-Nurture. The items and their loadings on this 

factor are as follows: 

Item 1. Children from impoverished homes usually inherit the 
lower intelligence of their parents. (--55) 

Item 4. A child from an underprivileged home needs a highly 
structured program until he gains control in the school 
situation. (—.47) 

Item 6. Before their first school experience, most underprivi
leged children have learned from older children that 
school is an interesting place and anticipate favor
ably coming to school. (--45) 

Item 29. Minority group children usually become the victims of 
a self-fulfilling prophecy in our schools run by mem
bers of a dominant race. (-45) 

Item 31. Teachers involved in the education of minority group 
children often fail because of their own unhealthy 
attitudes. (-68) 

Item 37. When parental demands with regard to achievement 
become excessive the achievement orientation drops 
off. (.45) 

The item that produced the heaviest loading on Factor V was 

item number 31 which had a loading of .68 with a commonality of .51. 

Perceived Course Effects 

The responses of the experimental and control group subjects 

were analyzed in terms of perceived course effects (Appendix A) Scores 

of the experimental group indicated that the field program was the most 

valuable facet of the Child Development course (79.7%). For the control 

group 77.8% of the scores indicated course content as the most valued 

facet of the Child Development course. 



CHAPTER V 

SUMMARY, CONCLUSIONS, RECOMMENDATIONS AND LIMITATIONS 

It was the purpose of this investigation to study the effects 

of systematically designed training on affective behaviors (self-concept, 

open-mindedness, educational attitudes and attitudes toward other 

ethnic and racial groups) of prospective elementary teachers. 

The subjects of this study consisted of the college students 

enrolled in sections of Child Development at both The University of 

Arizona (College of Education) and at Pima Community College during the 

Spring semester of 1973. There were 129 subjects involved in the total 

study: 86 in the experimental group and 43 in the control group. 

Summary 

The impact of experimental treatment was assessed by comparing 

the change in pre- and post-test performance of the subjects in both 

the experimental and the control groups on the Tennessee Self Concept 

Scale, the Rokeach Dogmatism Scale, the Kerlinger Education Scale, and 

the Ethnic Attitude Scale, by using repeated analysis of variance mea

sures . 

Use of the Tennessee Self Concept Scale revealed significant 

differences in self concept only when Groups were compared. The pre

test mean of both of the groups combined was 338.92 in contrast to their 

post-test performance of 348.30 (significant at the .01 level). There 

58 
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were no statistical differences noted in other comparisons on this 

scale (Table p. 41). 

The results of the comparison of the two groups on the Rokeach 

Dogmatism Scale indicated Group differences in open-mindedness (signifi

cant at the .05 level). In the second comparison, Trials, the pre- and 

post-test performances of the total groups were significant at the .05 

level. There were no significant differences noted when comparing 

Groups by Trials (Table 4, p. 42). 

The Kerlinger Education Scale was used to assess group perfor

mance differences in terms of Traditionalism and Progressivism. In 

traditionalism, Groups showed significant difference at the .01 level. 

No significant differences were noted in comparing Trials. The Groups 

by Trials comparison revealed significant differences at the .05 level. 

It was noted that the control group went up in traditionalism while the 

experimental group went down in traditionalism from the pre- to post-

test comparison (Table 6, p. 44). 

In evaluating progressivism the scores on the Kerlinger Educa

tion Scale indicated that there was a significant difference at the .01 

level when comparison was made on Trials. Both of the groups went up 

in progressive attitude from the pre- to post-test evaluation. No other 

significant differences were noted (Table 7, p. 45). 

Analysis of variance results on the Ethnic Attitude Scale indi

cated that the experimental and control groups differed significantly 

on eleven items: 
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1. Item 3. The experimental subjects agreed more than did the con

trol group that a culturally different child's language is 

adequate for his social communication (significant at the .01 

level). 

2. Item 6. The control group agreed more than did the experimental 

group that underprivileged children receive favorable impres

sions about school from older children (Significant at the 

.01 level). 

3. Item 18. The experimental group agreed more strongly than did 

the control group that deprived children learn best with 

materials from their own culture (Significant at the .01 level). 

4. Item 20. The experimental group disagreed more strongly than 

did the control group with the idea that there are intellec

tual differences between races, caused by heredity rather 

than environment (significant at the .01 level). 

5. Item 22. The experimental group disagreed more strongly than 

did the control group that some underprivileged children 

approach school lacking certain intellectual skills which 

they can never make up (significant at the .01 level). 

6. Item 31. The experimental subjects agreed more strongly than 

did the control subjects that teachers of minority group 

children can fail if their own attitudes are unhealthy (sig

nificant at the .01 level). 

•7. Item 34. The experimental group disagreed more strongly than 

did the control subjects that teachers of minority group 



ren are less verbally agressive than are children from "typi

cally middle-class homes" (significant at the .01 level). 

8. Item 37. The control group subjects agreed more strongly than 

the experimental subjects that excessive parental demands 

cause a child's achievement orientation to drop off (signifi

cant at the .05 level). 

9. Item 41. The experimental subjects agreed more than the control 

subjects that children can learn to appreciate other cultures 

in an integrated school situation (significant at the .01 

level). 

10. Item 42. The experimental group disagreed more strongly than 

the control group that specific abilities are inherited by 

given ethnic groups (significant at the .05 level). 

11. Item 43. The experimental group disagreed more than the control 

group that specific abilities can be taught only to persons 

of a given ethnic group (significant at the .05 level). 

No other items on the Ethnic Attitude Scale indicated signifi 

cant differences between the experimental and control group subjects. 

In order to shed some light on the construct validity of the 

Ethnic Attitude Scale factor analysis was computed and five factors 

were derived. These five factors were labeled as follows: 

Factor I. Home Environment 

Factor II. Curriculum 

Factor III. Educational Aspirations 

Factor IV. School Readiness 

Factor V. Nature-Nurture 
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When asked what facet of the Child Development course had the 

greatest influence on them, the experimental group responses indicated 

that the Field Program was the most valuable facet of the course (79.7%). 

Course Content was the response given most by the control group subjects 

(77.8%). 

Conclusions and Interpretations 

Conclusion—Hypothesis one: 

Hypothesis one is accepted as stated in the null. No signifi

cant differences were noted between the experimental and control group 

subjects from pre- to post-performance gains in self-concept. 

Interpretation— Hypothesis one: 

That both groups went up in self concept is believed to be, in 

part, a result of the nature of the course and the course objectives. 

In the Child Development courses taught by all instructors of the 

Spring semester of 1973, the importance of a positive self-concept was 

emphasized. Students apparently found that it was acceptable to acknowl

edge positive personal qualities. Students were taught that success 

experiences are beneficial to children and to themselves. There was a 

greater mean gain by the experimental group (12 mean points) than by the 

control group (4 mean points). The writer hypothesized that these gains 

in mean points might have been related to success with the children in 

the field experience. 



63 

Conclusion—Hypothesis two: 

Hypothesis two is accepted as stated in the null. No signifi

cant differences were noted between the experimental and control groups 

from pre- to post-performance gains in open-mindedness. 

Interpretation—Hypothesis two: 

Both groups became more dogmatic. The control group became 

more dogmatic than did the experimental group. The data of other stud

ies have indicated a significant decrease in dogmatism in students as 

they learn more about a given subject. The writer hypothesizes that 

there is a relationship between progressivism in education and open-

mindedness. All students went up in progressive attitude scores, lead

ing the writer to believe that perhaps they became more open in terms 

of educational attitude even though they measured decreases in open-

mindedness in terms of Rokeach measures which lean heavily on political 

and religious attitudes. 

Conclusion—Hypothesis three: 

Hypothesis three is rejected as stated in the null. There were 

significant differences between the experimental and control group sub

jects from pre- to post-performance gains in traditionalism. 

Interpretation—Hypothesis three: 

Experience in the field program in which students were on a one-

to-one basis with children of different ethnic backgrounds for" a period 

of 10 weeks helped them to see individual differences thereby affecting 

a change in their teaching attitudes. Experience in planning activities 
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for children of different subcultures and differing needs is related to 

the development of more progressive and less traditional teacher atti

tudes. This was noted in the experimental group who had the field ex

perience. The control group, without any field experience with chil

dren went up in their traditional attitude scores. 

Conclusion—Hypothesis four: 

Hypothesis four is accepted as stated in the null. There were 

no significant differences between the experimental and control group 

subjects from pre- to post-performance gains in pedagogical attitudes 

of progressivism. 

Interpretation—Hypothesis four: 

Both of the groups went up in progressive attitude scores. This 

was probably due, in part, to the nature of the Child Development course. 

All instructors, whose groups were involved in this study, were from 

the Department of Educational Psychology in the College of Education at 

The University of Arizona. These instructors shared the philosophy 

that individual students are important, and flexibility, creativity, 

and student involvement should be stressed within the course structure. 

It is believed by this writer that the instructors were modeling pro

gressive attitude and behavior as well as teaching about it, and this 

affected student response. 

Conclusion—Hypothesis five: 

Hypothesis five is accepted as stated in the null. There were 

no significant changes in the ethnic attitudes of the experimental and 
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control group subjects from pre- to post-performance as measured by 

the Ethnic Attitude Scale. 

Interpretation—Hypothesis five: 

Performance of the two groups on the Ethnic Attitude Scale was 

not found to be statistically significant. Since the responses were 

not significantly different on all the items, hypothesis five was held 

to be tenable as stated in the null. It was found through analysis of 

the data that ethnic attitude is multifaceted. Upon analyzing the de

sign of the question items it was'found that some questions related to 

ethnic attitudes and others to knowledge about other ethnic groups. 

Both the experimental and control group subjects were relatively equiv

alent in their scores on the Ethnic Attitude Scale which indicated to 

this writer that the groups were fairly similar on this variable as 

they took their initial course in-Child Development. Since the scale 

did cover knowledge about ethnic groups then similar course content 

should bring about similar response. 

Recommendations 

It is recommended that a longitudinal study based on the same 

purposes and utilizing the same or similar tools might be beneficial to 

evaluate attitudes of prospective teachers (a year before taking the 

Child Development course; immediately before treatment; after treatment, 

and later after some teaching experience). 

It is recommended that continued experimentation with scales 

designed to measure affective behaviors be pursued. The Tennessee Self 
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Concept Scale and the Kerlinger Education Scale seemed appropriate for 

this study. A more applicable scale for dogmatism might be developed 

which focuses more specifically on educational attitudes. The writers 

experience with analysis of variance and factor analysis on the Ethnic 

Attitude Scale supported the discrimination of twenty items. The twenty 

items on the Ethnic Attitude Scale loaded heavily and seemed balanced 

for factor coverage. The Revised Ethnic Attitude Scale looks promising 

for use and development (Appendix C). 

Replication of this study utilizing more comparable groups is 

recommended [same teacher(s) for both groups, same year in college, and 

same text]. Because the study was conducted in only one locality it 

needs to be replicated elsewhere in order to be more easily generalized. 

This study was initiated for the purpose of evaluating experi

mental training impact on affective behaviors in prospective elementary 

teachers. A similar study might be conducted to evaluate field program 

effects on the affective behaviors of the children involved. 

Limitations of the Study 

A larger sample size and random assignment could be made which 

would facilitate more objective analysis. The controlling of related 

attitudes and aspirations of the subjects is sometimes difficult. Some 

of the control subjects of this study were majoring in nursing. Pima 

Community College students usually took this beginning course in Child 

Development in an earlier academic year than did The University of 

Arizona students. The study would have been stronger if the control 
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and experimental groups could have been matched better in terms of sam

ple size and sex variables. 

There were some mixed treatment effects in this study that were 

difficult to eliminate, such as teacher variables (four different in

structors); time of day; two different schools assigned for the field 

experience, and different class organization between the Pima Community 

College (a two hour lecture) and the College of Education at The Univer

sity of Arizona ( two one-hour lecture/discussion sessions and a two-

hour field program) courses. 

Measuring affective changes, especially changes over a short 

period of time is difficult. Changes are generally evaluated subjec

tively by the individual, and it is hard to identify specific factors 

that make a difference in one's attitudes when "causes are multiple and 

grow out of the total situation." 



APPENDIX A 

STUDENT SURVEY 

Purpose of the Study: In order to evaluate the effectiveness of the 
Child Development course on the students enrolled, this series of 
questionnaires is being given.. 

The questions will be related to your attitudes, habits, aspirations, 
etc. Please read the instructions on the individual questionnaires 
carefully in order to record your responses accurately. There are no 
right or wrong answers. It is important that you reply in terms of your 
true feelings. 

Student Information: These questionnaires will be answered anonymously, 
but for research purposes the following student information is needed. 

Code number (Please assign yourself a code number and record 
or remember it for future use). 

Educ. Psych 101 Section 

Sex M F 

Date of Birth 

Place of Birth 

Ethnic origin (circle one) Anglo Mexican-American Black 
Other (Please specify) 

Experience in dealing with children (Please specify age level and 
ethnic background of the children). 

Treatment of the Data: The data of this study will be considered in 
terms of group responses. Individual responses and data will be held 
in confidence. 

This type of study cannot be conducted without the willing and honest 
participation of individuals such as yourself. Thank you for your 
cooperation and assistance. 
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Pre-test Page Two 

1. How would you describe your choice of teaching as a vocation? 
Answer this in words which you think best describe the state of 
your feelings about this choice. Please underline one of the 
following statements: 

I am certain I want to be a teacher 
I am not at all sure I want to be a teacher. 
I am still undecided. 
One day I'm sure; the next day I'm not. 
I am still trying to decide. 
I do not think I want to be a teacher. 
I am now certain that I don't want to teach. 

2. Have you any relatives who have been teachers? (wife, father, mother, 
grandparents, aunt, etc.) Include the relationship. 

3. Who and/or what has influenced your choice? 

4. If you are "undecided", please give some reasons that make you 
uncertain about teaching as a vocation? 

5. Can you state when you first thought about teaching as a vocation 
for you? 

6. If you had the opportunity or the resources, what choice of vocation 
would you make? 

7. Have you had any group experiences involving some teaching such as 
scout leader, YMCA or YWCA advisor, teacher in Sunday School, coach, 
camp counselor, other? 

8. Position in family (only child, younger of two, 4th of 8, etc.). 

9. If things could be as you wished, what would you like to be doing 
five years from now? 
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Post-test Page Two 

1. How would you describe your choice of teaching as a vocation? 
Please underline one of the following statements: 

I am certain I want to be a teacher. 
I am not at all sure I want to be a teacher. 
I am still undecided. 
One day I'm sure; the next day I'm not. 
I am still trying to decide. 
I do not think I want to be a teacher. 
I am now certain that I don't want to teach. 

2. Do you perceive any change since January 18th (Beginning of the 
semester in Child Development) in your feelings about teaching as 
a vocation for you? 

I am about the same. 
I am more certain I want to be a teacher. 
I am less certain I want to be a teacher. 
I am more interested in another field. 
I still think I want to teach but in a different grade than I 

thought I'd like in January. 

3. What aspect of this Child Development Program has affected you most? 
Please underline one of the following statements. 

Had no affect. 
Content of the course. 
Teacher as a model. 
Field Program (laboratory) Opportunity to apply growth and 

development principles to a real life situation. 
Individual Class Involvement. 



APPENDIX B 

ETHNIC ATTITUDE SCALE 

We want to inquire about your opinions and feelings on a variety of items 
concerning the educational problems of minority group children. It is 
just your views we want, and there are no right or wrong answers, just 
personal opinions. Please use the following scale for all items and 
next to the item's number put the appropriate number in the box preceding 
the statement that most closely expresses your opinion. 

Answer all items using the following scale: 

6: Agree very strongly 3: Disagree 
5: Agree strongly 2: Disagree strongly 
4: Agree 1: Disagree very strongly 

EXAMPLE ITEM: 

1. Minority group children usually have problems making friends 
in school. 

If you agree very strongly with the above statement, you would write "6" 
in the box preceding the statement. If you should happen to disagree 
with it very strongly you would put a "1" in the box. Make sure to 
respond to each statement as honestly as you can. 

1. Children from impoverished homes usually inherit the lower 
intelligence of their parents. 

2. The impoverished child usually comes to school with more 
curiosity than his middle-class peers. 

3. The culturally different child's own language is adequate for 
his needs in the community where he will live. 

4. A child from an underprivileged home needs a highly structured 
program until he gains control in the school situation. 

5. Because they know it is their one chance for personal advance
ment, most underprivileged children are eager to acquire an 
education. 
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6. Before their first school experience, most underprivileged 
children have learned from older children that school is an 
interesting place and anticipate favorably coming to school. 

7. If a young child is found to be too immature to perform well 
in first grade work, it is best to delay his school entrance 
another year. 

8. Children from lower economic areas are more apt to be physi
cally fit than children from middle-class homes. 

9. Most lower-class mothers spend less time talking to their 
children than do middle-class mothers. 

10. The biggest deficit of the underprivileged Mexican-American 
child lies in his lack of language skills. 

11. Minority group children are more like middle-class children 
at fifth grade (after several years of schooling) than when 
they enter school. 

12. The teacher should plan experiences that will help the disad
vantaged child identify things of value in his own environment. 

13. Preschool programs for underprivileged children should stress 
preparing them to meet the demands of the school situation. 

14. It would be helpful if the parents of underprivileged children 
could be taught how best to aid and support the school curri
culum. 

15. Special preschool classes to teach standard English, and 
accustom the child to classroom discipline, would be a good 
way to assist underprivileged groups. 

16. Teachers of young children from culturally different homes 
must provide frequent rest-periods, since these youngsters 
tire more easily than peers from the new demands of schooling. 

17. Generally speaking children from culturally different homes 
have considerably more difficulty in acquiring academic skills 
than children from typical anglo families. 

18. Cognitive development of deprived children can best be facil
itated using materials and resources from their own .culture. 

19. It can be safely assumed that underprivileged homes lack the 
hidden curriculum which is the greatest stumbling block in the 
educational attainment of their children. 
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20. There are significant differences in measured intelligence 
between races and the cause of this is heredity rather than 
environment. 

21. Socially deprived children usually have lower educational 
aspirations than children from higher socio-economic families. 

22. Some underprivileged children approach school lacking certain 
intellectual skills which they can never make up. 

23. Children of various racial groups differ, significantly in 
their learning styles. 

24. Minority group children are less inclined to sacrifice 
immediate gains in order to attain long range objectives. 

25. Due to frequently unsatisfying family life underprivileged 
children are less trusting of adults. 

26. Minority group children are less capable of divergent thinking. 

27. Since culturally different children lack appropriate linguis
tic models in the home they become verbally retarded. 

28. Because many underprivileged children experience failures in 
their early years their self-concept is low and inadequate. 

29. Minority group children usually become the victims of a self-
fulfilling prophecy in our schools run by members of a 
dominant race. 

30. Since intellectual behavior is learned children of minority 
groups can be taught to behave intelligently. 

31. Teachers involved in the education of minority group children 
often fail because of their own unhealthy attitudes. 

32. Minority group children display more anxiety when faced with 
educational demands. 

33. Parent assisted learning is a better way to facilitate 
educational growth in culturally different children. 

34. Minority group children are less verbally aggressive than 
children from "typical middle-class homes". 

35. Underprivileged children lack question asking skills which is 
a common cause of their poor scholastic attainment. 

36. Lack of parental pressure for educational attainment makes an 
underprivileged child less achievement oriented. 
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37. When parental demands with regard to achievement become 
excessive the achievement orientation drops off. 

38. it is typical of an underprivileged child to give a "yes-no" 
response which makes it difficult to carry on a conversation. 

39. Minority group children often come from large families which 
may cause undesirable personality growth in later years. 

40. Most of the educationally relevant intellectual skills can be 
developed in minority group children by using appropriate 
teaching strategies. 

41. Children can learn to appreciate other cultures in integrated 
schools. 

42. Certain inherited abilities (e.g., musical aptitude and dancing 
ability in blacks) are characteristic of the individuals of 
specific ethnic groups. 

43. Specific abilities can only be taught to the persons of a given 
ethnic group. 

44. The general patterns of growth and development proceed along 
the same lines across all ethnic groups. 



APPENDIX C 

REVISED ETHNIC ATTITUDE SCALE 

1. Children from impoverished homes usually inherit the lower intel
ligence of their parents. 

5. Because they know it is their one chance for personal advancement, 
most underprivileged children are eager to acquire an education. 

8. Children from lower economic areas are more apt to be physically 
fit than children from middle-class homes. 

9. Most lower-class mothers spend less time talking to their children 
than do middle-class mothers. 

11. Minority group children are more like middle-class children at 
fifth grade (after several years of schooling) than when they enter 
school. 

12. The teacher should plan experiences that will help the disadvantaged 
child identify things of value in his own environment. 

13. Preschool programs for underprivileged children should stress 
preparing them to meet the demands of the school situation. 

14. It would be helpful if the parents of underprivileged children 
could be taught how best to aid and support the school curriculum. 

18. Cognitive development of deprived children can best be facilitated 
using materials and resources from their own culture. 

21. Socially deprived children usually have lower educational aspirations 
than children from higher socio-economic families. 

24. Minority group children are less inclined to scarifice immediate 
gains in order to attain long range objectives. 

25. Due to frequently unsatisfying family life underprivileged children 
are less trusting of adults. 

26. Minority group children are less capable of divergent thinking. 

28. Because many underprivileged children experience failures in their 
early years their self-concept is low and inadequate. 
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29. Minority group children usually become the victims of a selfful-
filling prophecy in our schools run by members of a dominant race. 

31. Teachers involved in the education of minority group children often 
fail because of their own unhealthy attitudes. 

32. Minority group children display more anxiety when faced with educa
tional demands. 

33. Parent assisted learning is a better way to facilitate educational 
grownth in culturally different children. 

35. Underprivileged children lack question asking skills which is a 
common cause of their poor scholastic attainment. 

37. When parental demands with regard to achievement become excessive 
the achievement orientation drops off. 

41. Children can learn to appreciate other cultures in integrated 
schools. 

43. Specific abilities can only be taught to the persons of a given 
ethnic group. 
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