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Abstract 

Introduction 

The study was concerned with commitment to teaching and 

open-mindedness in students preparing to become teachers. A re

view of the literature indicated that commitment, strong motivation 

toward a goal, sharpened perception and facilitated retention and 

transfer. 

Statement of the problem 

The principal problem was to investigate commitment and 

open-mindedness in students entering a college of education, and the 

extent to which these two attitudes are held by students completing 

an introductory course in Human Growth and Learning. A second

ary problem was whether variability in these attitudes falls into 

patterns useful in modifying the learning experiences included in the 

course. 

Subjects 

The subjects of the study were 255 students who entered the 

course in Human Growth and Learning (Education 151 ) in February, 

1965 ( Group A) and 422 students who finished the course in January, 

1965 (Group B). Analysis of variance and the chi-square test 

established that the Groups A and B were not significantly different. 

Therefore, for some of the analyses there were 677 subjects. 

xiv 
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Procedures 

A questionnaire on commitment, on prior experiences, and on 

background variables and the Rokeach Dogmatism Scale were 

answered by students of both groups. Group A responded to a 

second questionnaire and the Rokeach Dogmatism Scale again at the 

end of the semester. 

The data of the study was derived from these procedures: 

( 1) analysis of covariance using groups classified by the degree of 

commitment, (2) analysis of the students' answers to the question

naires by number and per cent in commitment groups and by the 

chi-square test, ( 3) interviews of 30 students selected from the 

spring semester groups. 

Finding s 

The principal findings of the study were: 

1. Commitment to teaching is not significantly related ( . 05 

level) to change in dogmatism. The committed students, however, 

tends to change in the direction of less dogmatism, the ambivalent 

and not committed in the direction of greater dogmatism. 

2. Students change little in dogmatism in one semester in 

the college of education. The dogmatic student, however, tends to 

become more dogmatic. 

3. Dogmatism at the beginning of the semester is related 

( .05 level) to low scores on a transfer of generalizations test. 
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4. The instructor effect is significant ( . 05 level) in esti

mating the score of the students in dogmatism at the end of the 

semester and in estimating the change in dogmatism. The instructor 

effect is significant ( . 01 level) in estimating the students' score on 

the transfer of generalizations test. 

5. The analysis of the questionnaires and the interviews 

indicated that self-doubt and fear of not being able to cope with the 

demands of teaching are serious problems of students in the course, 

151. 

6. About half the students entering the college of education 

are not highly motivated toward a career in teaching. Even students1 

expressed commitment to teaching at the time of teacher preparation 

is not an indication of career commitment. 

Recommendations 

Career counseling and orientation to the college of education 

were recommended for the student. To increase commitment in 

students, involvement of the student, especially the ambivalent 

student, in active interaction with groups or with a single pupil in 

place of passive observation experience was suggested. 

Suggestions for further research 

A study of additional variables, such as religion, socio

economic status, service in the army, might account for a greater 
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proportion of the variance in scores on the Rokeach Dogmatism Scale 

and in change in scores on the Rokeach Scale. Case studies of the 

i n d i v i d u a l s  (  5 0 )  w h o  b e c a m e  m u c h  l e s s  d o g m a t i c  a n d  t h o s e  (  3 6 )  

who became much more dogmatic during the semester would be 

helpful in planning appropriate learning experiences. A study of the 

methods and personalities of the instructors whose students changed 

in the direction of greater flexibility might yield suggestions for 

course reorganization. 



Chapter I 

Introduction 

There is much concern with attitudes in the field of education. 

The development of positive attitudes relevant to subjects taught 

are important objectives of every teacher. The biology teacher wants 

to develop sound attitudes in the student toward individual and communi 

ty health. The English teacher is concerned with student attitudes to

ward literature; teachers of social studies are concerned with atti

tudes toward patriotism and prejudice. 

The teacher of teachers, also, has been concerned with atti

tudes of prospective teachers, their attitudes toward children, to

ward the profession. Many lists of the "attitudes of an effective teache 

have been published ( Barr, 1948; Ryans, I960 ). After reviewing 

many teacher attitude and teacher personality studies Getzels 

( 1955 ) stated: 

Despite the critical importance of the problem and a 
half-century of prodigious research effort, very little 
is known for certain about the nature and measurement 
of teacher personality, or about the relation between 
teacher personality and teaching effectiveness. The 
regrettable fact is that many of the studies so far have 
not produced significant findings. For example, it is 
said after the usual inventory tabulation that good 
teachers are friendly, cheerful, - sympathetic, and 
morally virtuous rather than cruel, depressed, un
sympathetic, and morally depraved. But when this has 
been said, not very much that is especially useful has 
been revealed. For what conceivable human inter
action - and teaching implies first and foremost a 

1 



a human interaction - is not the better if the people 
involved are friendly, cheerful, sympathetic, and 
virtuous rather than the opposite? What is needed 
is not research leading to the reiteration of the 
self-evident but to the discovery of specific and 
distinctive features of teacher personality and of 
the effective teacher, (p. 434) 

Taking this comment as sound advice, the writer studied two 

"specific" attitudes that seem logically related to effective teaching, 

commitment to teaching and open-mindedness. 

Commitment to teaching is so central an attitude to both 

effectiveness and happiness on the job that it seems to have been 

taken for granted. In spite of the growing knowledge of dynamics 

of human relationships, the increasing research on how attitude can 

be influenced, teachers' colleges have not been successful in their 

attempts to play a decisive role in the development or the modifi

cation of attitudes. Evidently commitment to teaching is supposed 

to develop from maturity and living, or as a side-issue from in

formation. The writer, believing that commitment cannot be taken 

for granted, became interested in discovering whether the learning 

experiences and the content of a course in the College of Education 

at the University of Arizona contributed to commitment to teaching. 

It is axiomatic that behavior is purposive and directed to

ward the individual's goal. Quite different theories of learning are 

supported by educators and psychologists; central in all theories of 

learning is the involvement of the learner. It seems reasonable that 
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if a prospective teacher's commitment to teaching as a vocational goal 

is well-established, courses in the college of education should be 

meaningful. The goal-directed prospective teacher would perceive 

the relevance of his studies. Interest in the subject matter would be 

intrinsic. Commitment to the goal in view would define and direct his 

perceptions, would motivate his study, would give impetus to his plan

ning, would keep him from giving up at the first obstacle. These 

ideas are well documented (Bruner and Goodman, 1947; Super and 

Overstreet, I960; Miller, I960). A study of college engineering 

students by Fredericksen and Gilbert ( 1959), for instance, showed 

that interest in engineering had as much to do with achievement as 

did aptitude. In his article on motivation in the Encyclopedia of 

Educational Research, Marx ( I960) stated categorically, "No one 

denies the principle that relevantly motivated subjects learn most 

materials more efficiently than minimally motivated subjects". Com

mitment to education is, therefore, a centrally important teacher 

attitude. The theme of an entire issue of the Journal of Teacher 

Education (June, 1965) was tfe ever-increasing need for committed 

teachers because of the increasing numbers of disadvantaged children 

in American schools today. 

Lerner ( 1962 ) states the case for commitment well: 

I want to start with one aspect of national purpose, the 
aspect I call elan. I use a French term because I don't 
know any English term. What I mean by elan is the feel
ing of commitment, the feeling of being on fire, a sense 
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of mission, a sense that there are things worth dying 
for and worth living for (p. 105). 

This study was concerned with the commitment of teachers in training. 

Are students entering the College of Education committed to teaching? 

Does the first semester at the College of Education develop commit

ment in prospective teachers? 

John W. Gardner, Secretary of the Department of Health, 

Education and Welfare, emphasizes the primary value of commit

ment. "Renewal depends in some measure on motivation, commit

ment, conviction, the values men live by, the things that give meaning 

to their lives" ( 1963). 

While emphasizing the primary value of commitment, Gardner 

also recognizes a second important attitude, that of open-mindedness. 

The pressing need today is to educate for an acceler
ating rate of change. . . . change is so swift that the 'latest 
thing1 today may be old-fashioned by the time young 
people reach adulthood. So they must be taught in such 
a way that they can learn for themselves the new things 
of tomorrow. . . . In all subjects this means teaching 
habits of mind that will be useful in new situations. ... 
curiosity, open-mindedness, objectivity, respect for 
evidence and the capacity to think critically (p. xv). 

Not only is open-mindedness a "habit of mind" useful, as 

Gardner said, in preparing students to meet and perhaps create the in

novations of the world of tomorrow, it is also related to teaching, and 

thus to teacher preparation in at least three ways* First, open-

mindedness affects receptivity to information. Ehrlich ( 1961 ) found 

that dogmatism ( closed-mindedness ) was inversely related to the 



degree of classroom learning, and that this relationship was inde -

pendent of academic aptitude. His open-minded subjects learned more 

than the closed-minded subjects. Mikol ( I960) found open-minded 

subjects learned to appreciate modern music; closed-minded ones did 

not. Open-minded candidates are open to experiences, open to what

ever new ideas, new methods, new knowledge may be encountered in 

teacher-training. Second, open-mindedness is rarely associated 

with ethnocentrism and authoritarianism, attitudes unfavorable to 

teaching effectiveness in American schools of the sixties and seventies. 

Open-mindedness is positively related to acceptance of each student-

(Bills, I960 ). Third, open-mindedness in the teacher-to-be is 

directly related to creativity in the students (Anderson, 1959; 

Torrance, 1963 ). 

The open or closed attitudes of teachers have been the subject 

of much research. From the days of the Lippit and White studies 

( 1939 ) and the work of Anderson and Brewer ( 1945 ) to the present, 

research has indicated the serious effects on learners of the closed 

attitude of teachers. Hughes ( 1959 ), Flanders ( I960), and Travers 

( 1961 ) found discouragingly few teachers maintaining and arranging 

climates that promoted learning. In many classrooms few acts were 

recorded that showed openness as reflected in an acceptance of each 

child and a support of the ideas of each child. In these closed en

vironments, negative acts of admonishment, reprimand, sarcasm and 
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threats restricted the student response. The question of open-

mindedness as a teacher attitude is important. 

The writer was concerned with whether a course in Human 

Growth and Learning (Education 151 ) affects open-mindedness. There

fore, the open-mindedness of teachers entering a general course in 

Human Growth and Learning, and their change in open-mindedness 

during the course was studied. Stember ( 1961) reported data to sup

port the hypothesis that a particular course of study could make a 

difference in the attitudes of students. Evidence that a "college with a 

mission" could change attitudes was reported by Newcomb ( 1943). 

Certainly a college of education is a "college with a mission", 

the mission of preparing effective teachers. The course in Human 

Growth and Learning is a basic course in the teachers' college, one 

that could perhaps be effective in accomplishing part of the "mission". 

Therefore, the answers to the two questions of this study are of 

concern to teacher educators. Does the students' expressed com

mitment to teaching change during a course in Human Growth and 

Learning? Does the degree of open-mindedness of these teachers 

in training change during a course in Human Growth and Learning? 

The problem 

The purpose of this study was to investigate the commitment 

to teaching and the open-mindedness of students entering a college 
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of education, and the extent to which these two attitudes are held by-

students completing the introductory course in Human Growth and 

Learning. A secondary purpose was to find out whether variability 

in these attitudes falls into patterns useful in modifying the learning 

experiences included in the course. 

To accomplish the purposes of the study, the author sought 

answers to the following questions: 

1. Can open-minded students be identified early in their 

matriculation in the college of education? 

2. Do commitment and open-mindedness affect transfer 

of generalizations (the ability to organize and make meaningful 

^ the principles taught in the course)? 

3. To what variables of student background known when a 

student enters the college of education are committedness and open-

mindedness related? 

4. What variables of student background known when the 

student enters the college of education are significant in estimating 

change in commitment or in open-mindedness? 

In order to accomplish the purposes outlined in the problem 

and to help answer the questions raised by these purposes the follow

ing hypotheses, stated in the null form, were tested: 

1. There is no difference between first semester students 

on variables known initially, and second semester students. 
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2. There is no difference in ability to generalize, to make 

meaningful the facts of the course as measured by a teacher-made test, 

between those students who are committed to teaching and those who 

are not committed. 

3. There is no difference in open-mindedness as measured by 

the Rokeach Scale between those students who are committed to 

teaching and those who are not. 

4. There is no difference in change in open-mindedness as 

measured by the Rokeach Scale between those students who are 

committed to teaching and those who are not. 

Assumptions 

1. That the subjects of this study, students enrolled in the 

course, Human Growth and Learning, in the 1964-65, fall and spring 

terms, are not characteristically different from those enrolled since 

the inception of the present course in 1963 and that there will not be 

a significant change in the forseeable future. 

2. That the development of relevant professional attitudes 

is an appropriate concern of any professional college, and therefore 

a concern of the teachers' college. 

3. That specific attitudes held by students entering the 

college can be identified. 

4. That since attitudes are learned, they can be modified. 
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Definitions 

Meaning varies in varying contexts, and often depends on the 

writer's or reader's frame of reference. For purposes of this study 

the following definitions were accepted by the writer. 

1. Attitude. "An attitude is a mental and neural state of 

readiness, organized by experience, exerting a directive or dynamic 

influence upon the individual's response to all objects and situations 

with which it is related" ( Allport, 1935 ). 

2. Commitment. "A personal or group engagement to sup

port and follow a line of action, an orientation or a point of view, or 

a choice" ( Good, 1959). 

3. Open-mindedness. Webster ( Webster's New World 

Dictionary, New York: World Publishing Co., I960) defines "open-

minded" as "having a mind open to new ideas; free from prejudice or 

bigotry; non-dogmatic, non-authoritarian". This meaning, or these 

meanings, are encompassed in the definition of open-mindedness in 

this study. 

4. Transfer of generalization. "The hypothesis that im

provement in one sort of performance as a result of learning in 

another sort is the consequence of mastering the applicable general 

rules or techniques useful in both tasks" (English and English, 1958). 

English and English continue "transfer of principles = transfer by 

generalization". 
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5. Open-ended question. "A question that defines the general 

topic inquired about but leaves to the option of the person replying both 

the form and the substance of the reply" ( English and English, 1958 ). 

This term is perhaps generally understood. It is included here be

cause part of the questionnaire was open-ended and all of the inter

view questions were open-ended. "Open-ended question" includes 

leaving both the form and the substance of the reply to the option of 

the respondent. 

6. Ambivalent. "Simultaneous conflicting feelings toward 

an object. " The word will not be used in the sense that clinical 

psychologists use it but in its "everyday" use (Webster's New World 

Dictionary, New York: World Publishing Co. , I960 ). 

7. Self-perceived change. A change that the individual 

feels; his expressed statement that he changed or did not change. 

Limitations of the Study 

1-.- The study was limited to the information received from 

the instruments described for use in the study ( Chapter III). 

2. Although the group was large, and included all the students 

enrolled in Education 151 during two semesters at the College of 

Education, University of Arizona, the data relate to two groups of 

students entering a particular teacher education program at one 

institution. Thus the findings are limited in their application. 
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3. Commitment to teaching and open-mindedness among 

teachers oi experience have not been studied. 

Summary 

This introductory chapter has outlined the orientation of the 

study. Commitment to teaching, viewed as strong motivation toward 

the. goal of becoming a teacher was a major concern. Reasons were 

outlined to show why commitment to teaching is logically related to 

effective learning and effective teaching, and therefore a proper 

concern of the teachers' college. Open-mindedness in the teacher 

was also discussed as relevant to learning in teacher education and 

to the acceptance of students by teachers. 

The hypotheses to be tested and the questions to which the 

writer hoped to find answers were listed. Chapter II gives a review 

of studies pertaining to commitment, to open-mindedness and to 

attitude change. An explanation of the methods and prpcedures 

used in the study will be found in Chapter III. 

The data of the study, including the statistical findings, the 

analysis of the questionnaire, and the findings of the interviews are 

given in Chapter IV. Chapter V summarizes the findings and lists 

recommendations for the practical use of the results of the study. 

Suggestions for further research are also given in Chapter V. 



Chapter II 

Review of Related Literature 

Interest in attitudes is long-standing and has persisted into the 

present. Although the vast amount of writing and philosophizing in 

regard to attitudes is beyond the scope of this study, it indicates the 

crucial importance of attitude in understanding and predicting human 

behavior. Attention here is focused on the literature relating to the 

two attitudes to be investigated, commitment to teaching and open-

mindedness. In order to understand these two attitudes, it was neces

sary to review research on certain personality factors that may 

underly these attitudes, and which may underly their modification. 

Commitment 

Commitment to teaching in the prospective teacher is strong 

motivation toward the goal. In the Gestalt-field frame of reference, 

motivation comes from a person's desire to reach a goal. A learner 

is active, dynamic, striving. Motivation is self-set, grows out of all 

the experiences of the individual, and is influenced by the present situ

ation. This is what Lewin ( 1954 ) meant by "life-space" when he said 

it was necessary to understand both the learner and his life-space in 

order to understand his motivation. Lewin continued: 

Behavior and development depend upon the state of 
the person and his environment, B = F(P, E). In this 
equation the person, P, and his environment, E, have 

12 
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to be viewed as variables which are mutually de
pendent upon each other. In other words, to under
stand or predict behavior, the person and his 
environment have to be viewed as variables con
sidered as one constellation of interdependent 
factors (p. 919 )• 

Thus, as our committed student interacts with his environ

ment in the college of education, as he uses his environment to attain 

his goal, that of being a successful teacher, both he and his environ

ment change. His commitment to his goal is both part of him as a 

person and part of his "field", his psychological environment. His 

commitment will affect him in at least three ways: ( 1 ) his percept

ion of his courses, ( 2) his retention of the material learned, and 

( 3) his self-image as a teacher. 

1. Perception. 

The committed student may be expected to perceive his 

courses in education differently from the not-committed student. 

Actively striving toward the goal of being a teacher, the committed 

student's perception of his instructor, his texts, his school activities 

is likely to be more complete. He may be expected to notice children 

wherever he meets them. In the last century a poet wrote, "Beauty 

is in the eye of the beholder". Research supports this selective 

nature of perception. Of course, the structural factors ofperception 

cannot be separated from the functional, but experiments have indi

cated the importance of directive factors such as purpose, need, 

value. Levine, Chaim, and Murphy ( 1942) presented ambiguous 



drawings to hungry and to well-fed college students. The students 

looked at the objects through a ground-glass screen. The hungry 

students saw them as food objects. The well-fed student did not. 

Bruner and Goodman ( 1947 ) discovered that poor children in judging 

the size of coins overestimated the size much more often than did his 

group of rich children. 

Analyzing the influence of need, interest and value Bruner 

and Postman ( 1948) have discussed three processes involved in per

ception. As they see it, the goal of perception is the construction of a 

meaningful environment. Perception is an adaptive process. "In 

order to achieve meaning, the organism must select its percepts from 

a multitude of potential configurations, emphasize and unify them, 

render them stable and coherent in the face of contributing sensory 

flux" ( 1948, p. 314). From this process of adaptation are deduced 

the three-fold processes of selection, accentuation and fixation. 

Selection refers to the lowering or raising of the threshold for ob

jects of distant or close personal reference to the individual. 

Because of time, need, value, interest, past experience, the selected 

objects become accentuated. They appear larger, brighter, assume 

greater intensity. Fixation denotes the persistence and preferential 

retention of the selected percepts (McGinnies, Elliot, and Bowles, 

1949). 

Other studies have shown the effects of generalized 
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motivational states on perception ( Wallach, 1959; Sherif, 1935; 

Bruner and Postman, 1953; Bruner and Taguiri, 1954). More re

cently, experiments at the Institute for Associated Research, Hanover, 

New Hampshire, have furthered our understanding of the role of per

ception ( Ames, Engle, Cantril, 1957 ). These experiments can be 

pursued in detail in The Phenomenological Problem ( Kuenzli, 1959 ) • 

All the experiments cited support the hypothesis that what an individual 

"sees" in his environment depends more on his needs and purposes 

than on what is there. Therefore, the writer finds it reasonable to 

expect the student committed to the goal of becoming a teacher to 

find his course work meaningful. Because of his needs and values, 

he is likely to "see" more in the courses in the college of education 

than the student who is not committed. 

2. Retention. 

Just as we may expect the committed student to perceive 

his courses in education differently from the non-committed student, 

we may also expect better retention of material learned. Not only do 

attitudes, interests and motives act as "sets" to determine what will 

be perceived in a new situation, these attitudes, interests and motives 

aid in retention of material through adding to its meaning, its rele

vance to the individual. In support of these ideas, Pressey ( 1959) 

asserts, "the relative superiority of one method or the other may 

hinge on the individual's motivation, purpos:e.y and the extent to 



which he feels the learning situation as being important and fulfilling 

a need" (p. 214). For the highly motivated student, the student whose 

learning is impelled by his orientation to his goal, meaning is intrinsic, 

there is little need for extrinsic incentives to learn and to remember. 

This is supported by the data of McKeatchie and Solomon 

( 1957 ) in their study of students enrolled in a general psychology 

class. The motivated students were tested on items learned in the 

course, and then retested on these same items the following fall. 

Eighty-six per cent retention was reported for the motivated students. 

This is far different from the rapid forgetting reported in unmoti

vated situations which have shown a 70 per cent loss the first day 

after learning ( Ebbinghaus, 1913; Gilliland, 1948). Retention seems, 

indeed, to depend greatly on meaningfulness to the learner, and on 

the motivation of the learner ( Brownell and Moser, 1949; Underwood 

and Schultz, I960 ). 

Research workers have reported the positive effects of 

choosing a major on retention of the materials learned in courses 

within the major ( Fruchtey, 1937; McDougall, 1958). In these 

studies, those motivated by having chosen a career goal were able 

to recall the generalizations of the courses a year after finishing 

the work. Therefore,~ one might expect an education major, truly 

committed to becoming a teacher, to remember major generaliza

tions in educational psychology at least an equal period of time. 
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Most of us have noticed how much a child works, how much 

he learns, how difficult it is to drag him from his self-appointed task 

when he is involved in his goal of building a tree house, or in later 

years reparing his "hot rod". Many a boy has read instructions far 

beyond his "reading level" to achieve a purpose of his own ( Strang, 

1961 ). A vocational goal is probably stronger and more prevasive 

than these transitory purposes, therefore it is not surprising that 

researchers have shown the close relationship of vocational goals and 

academic achievement (Crawford, 1930; Borow, 1947). A person 

committed to the goal of becoming a teacher might, then, be expected 

to see relationships, see possibilities of applying principles, and 

strive for academic achievement. The course material would be both 

part of the "P" and the "E" of Lewin's equation cited previously. 

Important to learning and closely allied to retention is 

transfer. In fact, unless material learned can be transferred to 

new situations, it is of little use. Most educators today favor the 

theory that transfer takes place through seeing the relationships in 

meaningful experiences ( Cronbach, 1963; Mac Donald, 1959; Mouly, 

I960; Frandsen, 1961 ). In 1957 Kittel found that sixth-grade pupils 

retained principles and transferred them to new situations when 

they were aided in discovering meaningful relationships. However, 

our daily experience indicates that even the discovery of principles 

does not guarantee transfer. In fact, Bayles in Democratic Educa

tional Theory ( I960 ) points out that the indispensable condition for 



transfer is the motivation of the student. "Any given item of training 

will transfer if and when - and only if and when - ( 1 ) opportunity 

offers, ( 2 ) an individual sees it as an opportunity, and ( 3) he is 

disposed to take advantage of the opportunity" (p. 58 (. 

Thus, we can expect the committed teacher in training to 

perceive important generalizations in his class and textbook work. 

We can expect this committed student to be alert to the uses of these 

generalizations in furthering his understanding of children. Commit

ted to the goal of learning to be a teacher he can be expected to have 

a deep desire to use the generalizations learned in class in life 

situations. 

3. In addition to the above effects of commitment to 

teaching on the student in training, probably central in his commit

ment is his self-concept, his image of himself as a teacher-to-be. 

Snygg and Combs assert that there is one need which includes all 

motives, all needs, the all-encompassing need "for the maintenance 

and enhancement of the self" ( 1959). "The behaver's field at any 

instant contains also the views of the individual about his past and 

future" ( Lewin, 1936, p. 35 ). "What a person thinks and how he 

behaves are largely determined by the concepts he holds about 

himself and his abilities" ( Snygg and Combs. 1959,. p. 122). The 

theme of perception of self is a central one at least two current 

theories of vocational development. Super ( 1951) pointed out the 



importance of perceptions of self, and the importance of vocational 

decision in developing ideas of self. In The Psychology of Careers 

( 1957 ) Super developed a phenomenological orientation to personality 

and vocations. Tiedeman, O'Hara and Mathews ( 1958), also, 

developed a theory of vocational development in which the individual's 

perception of self in the vocational role is central. O'Hara ( 1962) 

found in his study of 460 high school boys that vocational self-concepts 

were significantly related to achievement in high school. This study 

lent support to the theories of both Super and Tiedeman et al. 

Since the same principles of learning apply to the educa

tion of teachers as to the education of students at any level, the re

search reviewed on motivation, retention and transfer, by extension, 

apply to teachers in training. Therefore, in summary, it can be 

said that research confirms the idea that the student committed to 

teaching as a vocational choice will probably be impelled toward his 

goal with inner direction, not limited by external standard. He is 

likely to perceive ideas, people and events in the college of education 

as relevant to his teaching goals. Because his motivation comes 

from the meaningfulness of his goals, he should retain more of 

what he learns than the non-committed student and should be able 

to transfer the principles of teaching and learning to new situations. 

Moreover, his self-image as a teacher-to-be is a dynamic force 

in his vocational development. 



20 

Open-mindedness 

In an open society, open-mindedness, acceptance of new ideas 

and of people of all levels of social and economic development, the 

open-mindedness of the teacher is of crucial importance. Recent 

studies on learning, on creativity, on the classroom climate, on 

education of the deprived child, have attested the significance of 

flexibility, tolerance, and openness in teachers. 

The structural organizations of attitudes and the manner in 

which they permeate and describe personality is well-known. One of 

the most thoroughly studied attitude syndromes, one which has rele

vance to teacher behavior, is authoritarianism. Perhaps interest 

in this grew from the spread of fascism and the fear that teachers 

might not be training youth for life in a democratic society. Authori

tarianism was most thoroughly studied by Adorno, Frenkel-Brunswick 

Levinson and Sanford ( 1950). They reported the authoritarian 

personality as marked by rigid conformity to the values of the domin

ant culture; the authoritarian personality has repressed hostility 

that expresses itself in attacks on minority groups; the authori

tarian personality is defensive. To measure these traits the F Scale 

was developed (Adorno et al, 1950). The F Scale correlated with 

measures and judgments of ethnocentrism, anti-Semitism and race 

prejudice. However, the F Scale measured best the authoritarian

ism of persons of the political right wing. It has been widely used. 
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Rokeach ( I960), however, pointed out that the views of Adorno 

et al on authoritarianism were too narrow. He pointed out that authori

tarianism, intolerance, and closed belief systems maybe found among 

people of all shades of political opinion, all religions, all occupations. 

He observed that belief systems of people could be measured on a 

continuum from open-minded to closed-mind. No one is completely 

one or the other (p. 276). 

Open and closed systems are but ideal types, con
venient for purposes of analysis. However, the real 
people we know have systems that are neither complete
ly open nor completely closed. Furthermore, like the 
diaphram on a camera a system can expand or contract, 
within limits as the conditions vary. Gestalt theory has 
contributed to psychological understanding to the extent 
that man has open belief systems; psychoanalysis and 
behaviorism have likewise contributed to the extent 
that man's belief systems are closed (Rokeach, I960, 
p. 661 ). 

Thus, any individual's belief system may be located along a 

continuum from open to closed. Smith, Bruner, and White ( 1956) 

support Rokeach in this. They also recognized that the nature of 

open- and closed-mindedness is a matter of degree and that "opinion 

is a compromise between reality demands, social demands, and 

inner psychological demands. " 

Rokeach theorized further that an individual's belief system 

governs his perception, his learning, and his relationship with 

others. 

It is therefore assumed that all belief-disbelief 
systems serve two powerful and conflicting sets of 
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motives at the same time: the need for cognitive 
framework to know and to understand and the need 
to ward off threatening aspects of reality. To the 
extent that the cognitive need to know is predomin
ant and the need to ward off threat absent, open 
systems should result. In the service of the cogni
tive need to know, external pressures and irrational 
internal drives will often be pushed aside, so that 
information received from outside will be discrimin
ated, assessed, and acted on according to the 
objective requirements of the situation. But as the 
need to ward off threat becomes stronger, the 
cognitive need to know should become weaker, 
resulting in more closed belief systems. Under 
threat, information and source should become 
inseparable and should be evaluated arbitrarily in 
line with the rewards and punishments meted out 
by authority ( Rokeach, I960, p. 67). 

According to Rokeach, individuals become disposed to form 

closed ways of thinking in proportion as they are made to feel alone, 

inadequate, threatened or alienated from others. The effect is 

circular. The threatened and lonely person often becomes even 

more closed-minded. Thus not only is open-mindedness in the 

teacher important to his own mental health, it is important in his 

relationships with his students. 

Rokeach developed his dogmatism scale to measure the degree 

of open-mindedness of various groups. It has proved to be a measure 

of general intolerance and general authoritarianism more useful than 

the politically and ethnically based F Scale of Adorno et al. In his 

book The Open and Closed Mind ( I960) several studies indicate the 

reliability and validity of the scale ( Rokeach, Gladin, and Trujribo; 



Rokeach, McGovney and Denny; Rokeach, Toch and Rottman). These 

studies showed that closed-minded persons do not evaluate information 

on its own merits but according to its source. Since the publication of 

the Rokeach Scale there has been much research on open and closed 

systems. Soderburgh ( 1964) reported a close relationship between 

dogmatism and discipline problems in the classroom of public school 

teachers. Barker ( 1958 ) investigated the relationship of personality 

and the belief system. He found the Dogmatism Scale an adequate 

measure of opinionation and general intolerance. Kemp ( 1961 ) found 

freshmen who were low on the Dogmatism Scale (less dogmatic) 

profited most from counseling. In another study Kemp ( I960) found 

that the students who score high in dogmatism had difficulty in the 

critical thinking required in mathematics and science. Ehrlich 

( 1961 ) showed significant differences in success in learning between 

high and low dogmatic students. Kemp and Kohler ( 1965 ) found 

significant differences in learning in high and low dogmatic students 

in high school. From these studies it can be concluded that open-

mindedness aids in learning and in critical thinking, and enables 

one to profit from the educational services of the school, such as 

counseling. 

Perhaps even more relevant to this study, considering the 

importance of open-mindedness in the teacher in training, are two 

studies which reported the effects of open-mindedness on personality 
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development. Pannes ( 1963) studied junior-senior high school 

students. He found those who scored high on the Rokeach Scale had 

great difficulty in self-acceptance. Kemp ( 1961b) found positive and 

significant relationship between sound mental health and open-

mindedness in his college subjects. 

None of the subjects of these studies were students in a 

teacher's college. Nevertheless, by extension, it seems reason

able to assume that similar findings would result from a study in 

which the subjects were teachers in training. Thus, the student 

teacher who scores low on the Dogmatism Scale might be expected to 

learn the principles of the course in Human Growth and Learning 

more easily, and maintain better mental health than the student who 

scores high in dogmatism. 

Attitude change 

Rokeach's concept of the open and closed mind suggests that 

changing the attitudes of students is a complex task. An individual's 

belief system has developed over the years, is integrated with his 

personality and is not easily altered. Personality factors, such as 

an individual's emotional make-up, the quality of his relationships 

with others, and his self-concept make change difficult or easy for 

him(Krech, Crutchfield, Ballachey, 1962). The degree to which 

attitudes are changed depends on many factors. Compounding the 
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difficulty is the variety of ways in which these factors are inter

related. 

Therefore, if teacher educators wish to modify the attitudes of 

their students they cannot rely on information alone. Studies have 

shown that individuals often are "closed" to information that does not 

support their attitudes. They consider the information propaganda 

and reject it (Jahoda, Cooper, 1947 ) or they make the evidence con

form to their own beliefs, especially under conditions of insecurity 

( Festinger et al, 1956). Neither can teachers rely on therapy, 

individual or group, to aid them in the modification of attitudes. 

However, there are two ways in which attitudes can be changed which 

are somewhat within the control of the teacher. Evidence from re

search indicates that ( 1) change takes place in a non-threatening 

climate and (2 ) change takes place in a personal relationship. 

Although the security of the student stemming from early 

childhood experiences affects the willingness of the student to take 

risks necessary to change ( Schactel, 1959; Frenkel-Brunswick, 

1948), the data massed from many studies by Hovland et al ( 1953 ) 

proved that conditions which are reassuring, that are non-threatening, 

are effective in modifying attitudes. Many studies on the non-

threatening climate and its effect on attitude change have been 

fostered by the leaders of non-directive psychotherapy ( Rogers, 

1942, 1954, I960; Dymond, 1954; Gorow, 1952). Studies by other 
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groups not directly concerned with threat and non-threat have 

supported the importance of security and the freedom of the individual 

to accept change. The task of modifying attitudes is not easy. The 

highly prejudiced seem to becoem even more hostile ( Smith, 1955 ). 

Feelings of inadequacy, social inhibitions and anxiety affect persuasi-

bility (Janis, Lumsdaine and Gladstone, 1951; Janis and Terwilhger, 

1962 ). Cohen ( 1959 ) found evidence that person of low self-esteem 

felt threatened by the environment. The protection of the ego from 

threat causes resistance to attitude change (Katz, McClintock, 

Sarnoff, 1956, 1957 ). 

It is reasonable to expect, then, that whatever the teacher 

does to decrease the anxiety of the student and to make the class

room climate supportive so that feelings of success replace feelings 

of low self-esteem provides a climate where change is possible. 

Rogers ( 1951 ) presents a summary statement on change and the 

non-threatening climate: 

Experience which, if assimilated, would involve 
change in the organization of self tends to be resisted 
through denial or distortion of symbolization. The 
structure and organization of self appears to become 
more rigid under threat; to relax its boundaries when 
completely free from threat. Experience which is 
perceived as inconsistent with the self can only be 
assimilated if the current organization of the self 
is relaxed and expanded to include it (p. 390). 

Positive personal relationships also foster change. The 

friendly relationship of the teacher and the student, and the 
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successful relationship of the student to his group increase the possi

bility that attitudes will be modified. 

The power of persons in changing attitudes of others is 

affirmed by many studies. For example, relationship with an 

individual who becomes a model is a potent force for attitude change. 

The models must be consistent with the individual's self concept 

( Bailyn, 1959). A study (Witty, 1947) surveyed the teachers who 

became models for their pupils. The "model" teachers provided 

opportunities for growth for the students. Peck and Havighurst 

( I960) in their study of the youth of Prairie City gave data support

ing the identification of adolescents with the available models among 

the young adults of the community. Studies of Katz ( 1957 ), Berelson, 

Larzarsfeld, McPhee ( 1954), Katz andLarzarsfeld ( 1955) affirm 

the power of persons in changing attitudes. They found that tele

vision and radio communication do not reach the majority of the 

people or change their attitudes except through the influence of 

people, such as friends and neighbors. Menzel and Katz ( 1955) 

found doctors who were innovators of new drugs were the doctors 

who were named most frequently by colleagues as friends. The 

mass media may play an informative role, yet what seems to influ

ence people most is other people. It would seem that if a teacher 

wishes to modify attitudes of commitment and open-mindedness 

in students, one possibility would be for the teacher, himself, to 
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become a model of commitment and open-mindedness. 

Relationship with a group provides a base for change in atti

tude that seems powerful. Asch's classic experiment ( 1951 ) in 

which an individual finds his estimate of the length of lines contra

dicted by the group showed that although there were individual differ

ences in yielding to "group pressures", forty per cent gave in and 

changed to agree with the group. Later experiments added to the 

evidence of the power of social reinforcement ( Verplanck, 1955; 

Rosenberg, 1956; Quay, 1959; Gerard, 1961 ). 

There is evidence that active response to the group in

creases change. Metnick and McGinnies ( 1958 ) showed that groups 

that saw films followed by group discussion lost after one month 

only one fourth of the gains in change in attitude brought about by 

the film. 

Perhaps greatest change comes when group decision follows 

discussion. Lewin and his associates ( 1943 ) studied the effect of 

group decision on attitudes toward entrenched food preferences. To 

both groups the same information was given, and similar discuss

ions were held about the nutritiousness, economy, the preparation 

of little used meats, such as beef hearts, kidneys, sweetbreads. 

One group followed the discussion by decision to use these unfamiliar 

foods. More of the decision group ( 32 per cent) were serving these 

after several months, then the non-decision group ( 3 per cent). 
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Other research has confirmed the evidence of this early study on 

group decision. The data of two studies (Pennington, Harvey, Bass, 

1958; Metnick and McGinnies, 1958) affirm that group discussion and 

group decision motivate the individuals in a group to accept the group 

goals as personal goals. Active discussants in a group tend to change 

more than listeners ( Janis and King, 1954). 

As can be seen from these studies, activities in groups seem 

to change attitudes for the better. However, the type of contact as 

well as the personality factors of the individuals in the group deter

mine how the activities will change the individuals (James, 1955; 

McGuigan, 1958; Mussen, 1950). Contact with new ideas and people 

different from oneself is not sufficient. Mussen found no average 

change in the attitude of white boys after a summer at camp with 

Negro boys. Sherif et al ( 1961 ) showed that integrated activities 

changed attitudes only when the group worked toward common goals, 

goals in which every one felt personally involved. 

Summary 

The studies reviewed support the belief that commitment 

might be expected to direct the student's perception of the meaningful 

aspects of his courses in the college of education. Commitment 

might be expected to increase the possibility of retention and the 

transfer of the principles of education courses to new situations. 
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Commitment to teaching as a vocation might also increase the voca

tional development of the student through his concept of himself as a 

future teacher. 

In addition, the studies support the belief that open-mindedness 

in a teacher in training is important, because, like commitment, it is 

likely to increase the student's ability to learn and to think critically. 

Studies also support the belief that open-mindedness in the teacher 

increases his mental health and his acceptance of himself. 

Finally, the studies reviewed tend to support the belief that 

change in attitude can be facilitated through a non-threatening 

climate, though group identification and through personal relation

ships. It is obviously easier to establish a personal relationship 

with a person who is open and accepting. Again, the strong group 

identification of the student committed to teaching can be expected 

to make modification of attitude possible. 



Chapter III 

Methodology 

This study investigated commitment to teaching and open-

mindedness in students entering the College of Education at the 

University of Arizona and the change in these attitudes at the close 

of the first semester. 

Since the data were collected in Education 151 (Human 

Growth and Learning) and because the study concerned, in part, 

changes in attitudes which might be expected from such a course, a 

brief description of Education 151 is appropriate. Human Growth and 

Learning is usually the first, and often the "try-out" course in the 

College of Education at the University of Arizona. Its content is 

within the field of educational psychology. The course meets for two 

hours, three times a week. It is a six unit course, required of all 

students in the College of Education. Text materials used in the 

course were: Lee J. Cronbach's Educational Psychology ( 1963), 

Readings in Educational Psychology (Ellis B. Page, editor, 1964), 

films and certain articles from professional journals. The course 

also provided opportunities to observe children as they visited the 

State Museum, located on the campus, and the Pioneer Historical 

Museum nearby. Some students observed children at the "Y" and 

at local nursery schools. The learning experiences were the same 
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in all sections except for differences in the interests, and, therefore, 

the emphases of each instructor. Six instructors taught the first 

semester classes (Group B ). Five of these continued to teach the 

course the second semester. 

Subjects 

The subjects for the study were 255 students who entered 

Human Growth and Learning (Education 151) in February 1965 ( Group 

A) and 422 students who finished the course in January 1965 (Group 

B). End of course data only were obtained from Group B. The 

students in Group B were included in the study in order to extend the 

population to all students enrolled in Education 151. The subjects' 

age range was 19-60; the average age was 22. Some of the back

ground factors for the students when they entered the course are 

given in Table 1. 

Table 1 

College Classification, Major Area, and Sex of Students of 
Fall and Spring Semester Groups 

Semester 
Fall 1964 Spring 1965 
(N = 422) ( N = 255 ) Groups pooled 

Student 
classifi
cation 

Junior 
Senior 
Graduates and 
unclassified 

332 
58 
32 

187 
41 
27 

519 
99 
59 

Major 
Area* 

Elementary 
Secondary 
Other** 

200 
205 

17 

85 
148 

22 

284 
357 

36 
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Table 1--Continued 

Semester 
Fall 1964 Spring 1965 
(N = 422) (N= 255 ) Groups pooled 

Sex Male 124 99 223 
Female 298 156 454 

*Area in the College of Education, elementary or secondary. 
**Not in the College of Education. 

The range in ability as indicated by grade point average was from a 

low of four to a high of one. The mean grade point average was 2. 57. 

The range in I. Q. as indicated by the Otis Gamma group test was 

from 89 to 137. The mean Otis Gamma I. Q. was 119. Further 

information on the background variables of the subjects is given in 

Table 2, Chapter IV. 

Measures 

1. The major instrument used in the study of commitment 

was a questionnaire composed of nine simply worded, direct questions 

concerning the students vocational choice, influences on this vocational 

choice as he perceived them, his previous experiences with children, 

his plans for the future (Appendix A). This questionnaire was 

adminstered by the writer at the end of the semester to students in 

Group B during the last class meeting of each section of Education 

151. Most of the students knew the writer, at least by sight. How

ever, each instructor introduced the writer, and explained that a 



study was being made of the students in Education 151 for the purpose 

of adapting future learning experiences of the course to the individuals 

in the course. A questionnaire was given to each student by the 

writer, who read each question aloud and gave opportunity for ques

tions concerning it. The same questionnaire, administered at the 

second class meeting of the spring semester, was used to collect 

data on commitment from the classes of Group A. At the close of 

the spring semester question one of the first questionnaire with two 

questions concerning change added was used in Group A classes 

(Appendix B). The purpose of this questionnaire was to obtain an 

indication of change in commitment to teaching and the causes, as 

the student perceived them, for any change. During all administra

tions of the questionnaires students appeared interested and atten

tive, perhaps because such questionnaires are a novelty in this 

college, 01? perhaps because students want to tell about their own 

experiences and plans. One reason the writer chose this method 

of obtaining data on commitment was cost in time and money needed 

to study a large number of students. The major reasons for the use 

of the questionnaire, however, were: ( 1 ) it suited the purpose of the 

study, which was to obtain economically the students' own ideas on 

his commitment to teaching, ( 2 ) some students answer more fully 

and more thoughtfully on a paper and pencil questionnaire 

than in a face-to-face situation (Strang, 1949), and 
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( 3 ) experts disagree as to the best methods of collecting data of the 

kind needed for this study (Traxler, 1953; Tyler, Jersild, and Tasch, 

1949; Symonds, 1931; Wrenn, 1951; Walters, 1954; Thorndike and 

Hagen, 1955 ). In this disagreement of "experts" the writer prefers 

the position of G. W. ALlport ( I960 ) who wrote in regard to this 

kind of questionnaire: 

When we set out to study a person's motives, we 
are seeking to find out what that person is trying to do 
in this life - including, of course, 'what he trying to 
avoid and what he is trying to be. I see no reason why 
we should not start our investigation by asking him to 
tell us the answers as he sees them. Particularly 
revealing are people's answer to the question, 'What 
do you want to be doing five years from now? 1 Similar 
direct questions can be framed to elicit anxieties, 
loyalties and hostilities. 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 aver
age than the prevailing validity of projective instru
ments (p. 101 ). 

2. A measure of openness, of flexibility, of acceptance of 

people and ideas different from one's own was needed for this study. 

The Rokeach Dogmatism Scale, Form E, seemed to be the best 

measure presently available ( 1964-1965 ) to indicate how open or 

how closed a person holds his belief system. Construct and 

empirical validation studies of the Rokeach Dogmatism Scale may 

be found in The Open and Closed Mind ( Rokeach, I960 ). The 

Scale is a general measure of authoritarianism independent of 

"leftist" or "rightest" authoritarianism. The Dogmatism Scale, 



Form E, because it measures how dogmatically a person holds his 

belief system, indicates also the subject's tolerance of ambiguities, 

his defensiveness and his tendencies to stereotype. These are rele

vant to teacher education. Studies by Rokeach and his colleagues in 

English Colleges and in the Ohio State and Michigan Universities 

yielded reliability coefficients of . 68 to .91. The Rokeach Scale, 

Form E, yields one score. The subject is instructed to answer all 

questions. If he agrees strongly with any statement he responds +3, 

moderately +2, slightly +1. If he disagrees strongly with the state

ment he answers -3, moderately -2, slightly -1. A score of plus 

4 is added to each plus or minus response. The sum of these trans

formed scores is the subject's total score. These are the scores 

used in this study to indicate open or closed mindedness. A high 

score indicates a high degree of dogmatism, ethnocentrism, de

fensiveness, and intolerance of ambiguities. A low score indicates 

a degree of flexibility, tolerance of ambiguities, and openness. 

Studies which helped establish the reliability and validity of the 

Rokeach Scale were discussed in the Review of the Literature, 

Chapter II. 

3. A test was needed to compare the effect of commit

ment and open-mindedness on the students' ability to use the 

principles taught in the course in new situations. The writer, 

aided by a professor of psychology of forty-five years' experience 
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devised a test of "transfer of generalizations" composed of fifteen 

multiple-choice items. These items were from classroom situations, 

news articles, and magazine cartoons. 

Three former teachers of child development agreed that 

the items tested the application of principles common to beginning 

courses in Educational Psychology. Further evidence (although ex 

post facto ) of the validity of the test were the statements by three of 

the instructors of the course that the test had placed the student in 

the same rank order as the instructor did, as far as understanding of 

principles was concerned. No test of the reliability of this test was 

made. However, the same test was given to all classes. It was 

judged that any inconsistency in measurement would apply in each 

class. The test was attached to the final examination so as to enlist 

the greatest possible motivation for all commitment groups. A copy 

of the test is included in the appendix. 

Procedures 

The data of the study was derived from these four procedures: 

( 1 ) comparison of the fall and spring semester groups by analysis of 

variance and by the chi-square test, ( 2 ) analysis of covariance using 

groups classified by degree of commitment, ( 3 ) analysis of the 

students' answers to the questionnaires by number and per cent in 

commitment groups, and by the chi-square test, (4) interviews of 
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thirty students selected from the spring semester group. 

1. Semester differences. The hypothesis of no difference on 

measurable and non-measurable characteristics between semester 

groups was tested. For measurable characteristics the analysis of 

variance technique was used, for non-measurable,the chi-square test. 

The variables used in the analyses of variance were: 

a. Age in years 

b. Grade point average 

c. Otis gamma ( raw score) 

d. Hours in Psychology 

e. Hours in other behavioral sciences ( anthropology and 

sociology 

f. General pretest (educational psychology) 

g. Number of children in the family 

These variables known initially were to be used in co-

variance in testing the hypothesis of no difference between commit

ment groupings ( Group A). This is one of the reasons why they were 

used to test the differences between semester groups ( A and B ). 

The other was to establish that groups A and B were not different. 

Failure to reject the hypothesis of no difference tends to substanti

ate the belief that inferences from the spring semester could be 

made to the total population of students of Education 151. The 



hypothesis of no difference between semester groups as measured by 

the Rokeach end score was also tested. The Rokeach end score was 

one variable to be used in the analysis of covariance for testing the 

hypothesis of no difference between commitment groups. 

To compare semester differences on certain non-

measurable characteristics contingency tables were constructed 

where one variable of classification was semester, and the second 

was sex, marital status, position in family, student classification 

(junior, senior, other), or major area (elementary or secondary). 

2. Problems of Commitment and Change. 

a. The hypothesis of no difference on certain variables 

between students committed to teaching, those unsure, and those not 

committed to teaching at the end of the semester was tested by analy

sis of covariance of the scores of individuals on: 

( 1 ) the Rokeach score of the student at the end of 

the semester, called in the rest of the study 

"the Rokeach end score" 

( 2 ) the change in Rokeach score 

( 3 ) the score on a transfer by generalization test. 

b. Three additional analyses of covariance were 

employed to test the hypothesis of no difference on certain variables 

between groups characterized by change in commitment from the 

beginning to the end of the semester as measured by 
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( 1 ) the Rokeach end score 

(2 ) the change in Rokeach score 

( 3 ) the transfer by generalization test. 

"Change in commitment" for this analysis refers to 

changed noted by the writer in the students' answer to question one on 

the questionnaire (Appendix A) when a comparison was made between 

his answer to the question at the beginning of the semester and his 

answer to the same question at the end of the semester. Question one 

was: 

1. How would you describe your choice of teaching 

as a vocation? Answer this in words you think 

best describe the state of your feelings about 

this choice. 

c. The hypothesis of no difference was tested between 

groups of students who report change in commitment and those who 

report no change as measured by 

( 1 ) the Rokeach end score 

( 2 ) the change in Rokeach score 

( 3 ) the transfer by generalization test. 

The change referred to in this analysis is change 

perceived by the student himself in his feelings about teaching as a 

vocation. Data for this analysis were derived from the students' 
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answer to question two on the questionnaire at the end of the semester 

( Appendix B ). 

2. Do you perceive any change since February 1st 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 February. 

The variables considered in covariance for the out

lined analyses in a, b, and c were: 

( 1) Age 

(2 ) Sex 

( 3 ) Grade point average 

( 4 ) Otis gamma 

( 5 ) Hours in Psychology 

( 6 ) Hours in other behavioral sciences 

( 7 ) General pretest, course 

( 8 ) Position in family 

( 9 ) Number of children in the family 

( 10 ) Marital status 

( 11) Student classification 

( 12 ) Major area of teaching interest, elementary, 

secondary or other 



(13) Instructor 

( 14) Score on the Rokeach Scale at the beginning of 

the course 

3. Analysis of the questionnaires. The students were classi

fied by their answers to the questionnaires into groups committed to 

teaching, ambivalent toward teaching, and not committed to teaching. 

The answers to the questionnaires of the students in each of these 

commitment groups were tabulated according to the number and per 

cent in each group that answered a question in a certain way. The 

chi-square test was used to compare the commitment groups on these 

answers. For these comparisons the sample was the 677 students 

of groups A and B pooled ( fall and spring semesters ). 

For the analysis of variance, the analyses of covariance 

and the chi-square test the level of significance chosen was the 

. 05 level. 

4. Interviews. There is some support for the belief that 

information concerning attitudes and opinions is best obtained through 

a personal interview ( Kahn and Cattell, 1961; Tyler, 1961). There

fore, 30 students selected from the spring semester group were 

interviewed during the last two weeks of the semester. Stratifying 

the sample of interviewees by degree of commitment was considered. 

However, change in the commitment of some of the students was 

expected. For this reason, it was decided that stratification by 
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classes was more useful to the study. The students were listed by-

classes, and a sample of six students was chosen from each class. 

A table of random numbers was used for the selection ( Dixon and 

Massey, 1957, p. 370). 

The three purposes of the interview were: 

a. To support and elaborate the statistical findings of 

the study in regard to commitment 

b. To discover how the student perceived his commit

ment to teaching as a profession, any change in commitment since 

the beginning of the semester and the causes for the change as the 

student perceived them 

c. To gain suggestions concerning activities the 

student thought would be of greatest benefit for the development of 

teachers in training. 

To accomplish these purposes, an appointment was made 

by telephone with each interviewee. The writer explained that the 

purpose of the interview was to talk with the student about his voca

tional plans and to give him an opportunity to talk about his experi

ences in Education 151. An explanation of how the interviewee was 

chosen was given during this telephone call. That the students 

were highly motivated toward the interview was evidenced by the 

large number of requests to be interviewed by students not chosen. 
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Further evidence was the promptness of arrival of each interviewee. 

Only one of the 30 forgot his appointment and telephoned for a differ

ent hour. 

The interview was held in privacy in an office in the 

Education Building. Each student was assured that every thing in 

the interview would be considered confidential. A few of the students 

seemed worried at first lest their instructor hear about their re

marks. Sixteen of the interviews were recorded on tape. Ten of 

the students asked that their remarks not be recorded, one asked 

that the recorder be turned off half-way through the interview. The 

writer had difficulty adjusting the recorder before three interviews 

and decided to do without it rather than postpone the interviews. In 

all cases, whether the interview was taped or not, notes were 

written by the interviewer immediately following each interview. 

The interview was semi-structured. Open-ended ques

tions used in the interview were: 

( 1 ) How do you feel about teaching as a vocation for 
you now that you've finished a semester in the 
college? 

In some cases this question was sufficient to call forth 

all the information needed in regard to commitment. If the inter

viewee did not elaborate, this question was followed by two others: 

a. How do you feel about the college of education? 
b. When a person chooses a vocation he some

times has certain feelings because of his choice. 
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If you do, could you tell me about your 
feelings - about your choice? 

( 2 ) How do you feel about student teaching? 

( 3 ) You read about the deprived child and there's 
been a lot of discussion of what desegrega
tion may do to the school situation. How do 
you feel about your own acceptance of every 
child? 

( 4 )  H o w  d o  y o u r  f r i e n d s '  a t t i t u d e s  a b o u t  t e a c h i n g  
affect you? 

( 5 ) How has the program at the college of education 
helped you in your own development? 

( 6) If you were reorganizing the course in Human 
Growth and Learning which experiences would 
you be sure to keep as valued parts of the course? 

These questions were asked of all the thirty students. 

They were, of course, not asked always in the same order, but in the 

order that seemed to grow from the flow of the interview. Inasmuch 

as order of questions sometimes affects replies, this may be a 

weakness of the study. However, in years of experience in fact and 

opinion finding interviews, the writer has found that most students 

find it easier to communicate if the interviews are conversational in 

tone, and if the interviewee is allowed as much freedom from "frames 

of reference" as possible. Therefore, except for a brief referral to 

the question on commitment answered three months before by each 

student and the statement that the interviews were to be used for 

information leading to a possible revision of the course in Human 



Growth and Learning, no suggestions were given the student concern

ing response. Some information was not especially relevant to 

commitment to teaching and open-mindedness. Most of the inform

ation was relevant, however, to student experiences and feelings in 

his first semester at the college of education. 

Summary 

The data of this study on commitment to teaching and open-

mindedness in students in the first semester at a college of education 

was obtained through use of questionnaires and the Rokeach Dogma

tism Scale. Comparison of the fall and spring semester students 

by an analysis of variance was made to confirm the belief that infer

ences might be made to the population of Education 151. As data 

were obtainable at the beginning and at the end of the semester for 

spring semester students, these 255 students were the subjects for 

analyses of covariance to study the effects of commitment on open-

mindedness and change in open-mindedness. 

The students of both semesters were divided according to 

their statement of commitment to teaching into groups committed, 

ambivalent, and not committed to teaching as a vocation. The 

replies to the questionnaire were compared, and the chi-square 

statistic was used to test the significance of difference between 

these groups. 
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Thirty students, chosen randomly, were interviewed in 

regard to their commitment to teaching. The interviewees discussed 

the learning experiences in the course, Human Growth and Learning, 

that they believed contributed to their development as teachers. 

Experiences which might be presumed to increase commitment and 

competence in teaching were probed. 

Data from the statistical comparison of the two semesters, 

and from the analyses of covariance to test the hypotheses of the 

study, as well as data from the questionnaires and from the inter

views are reported in Chapter IV. 



Chapter IV 

Results 

The data obtained in this study relate to commitment and open-

mindedness in students in their first semester at a college of 

education in a state university. The data summary will be presented 

in four main sub-divisions: ( 1 ) results relating to differences on cer

tain variables between the two semester groups, A and B; ( 2 ) results 

relating to commitment, open-mindedness, transfer of generaliza

tions and change in the spring semester group; ( 3) results describing 

the students of the two groups, A and B, pooled; (4) data obtained 

through interviews of thirty students of the spring semester group. 

These students described their commitment to teaching as a profess

ion, self-perceived change, and the experiences in Education 151 

which they found contributed to their development as teachers-to-be. 

Differences on certain variables between the spring andfall semester 

groups 

In order to make inferences to the academic year population of 

Education 151 students, a comparison of the 422 students of the fall 

semester and 255 students of the spring semester was made. An . 

analysis of variance was carried out by means of a computer pro

gram to determine the significance of differences betweenmeans of 

48 
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the two semester groups on background variables. The background 

variables on which the groups were compared are: 

1. Age 

2. Grade point average 

3. Otis Gamma, raw score 

4. Hours in psychology 

5. Hours in other behavioral sciences (anthropology, socio

logy) 

6. Pretest, educational psychology 

7. Number of children in the family 

Means and F ratios to test the hypothesis of no difference between 

the spring and fall semesters are shown in Table 2. Of the seven 

background variables none was significant at the .01 level and only 

two were significant at the .05 level. One of the significant vari

ables, the number of children in the family, although showing a 

difference statistically, is probably not a variable that would be 

significant behaviorally. It can be seen from the table that the 

mean size of the family of a fall semester student was 3. 071; the 

mean size of family of the spring semester student was 3.400. The 

ranges for the two semesters were similar, one to thirteen children 

for the fall group, one to fourteen children in the families of the 

spring group. The other background variable on which there was a 

statistically significant ( .05 level) difference was the number of 



Table 2 

Comparison of Fall and Spring Semester Groups on Variables Known at the Beginning of the Semester 

Fall Spring Fall and Spring 
( N = 422 ) ( N = 255 ) pooled ( N = 677 ) F 

Range M Range M M SD ( df = 1; 675 ) 

Age 19-60 22.270 19-51 23.020 22.552 5.784 2.675 

Grade point average 4.000 - 4.300 -
1.000 2.568 1.000 2.575 2.571 0.585 0.027 

Otis Gamma 37-79 61.427 31-78 60.655 61.136 8.595 1.282 

Hours, Psychology 0-33 4.682 0-48 4.333 4.551 4.429 0.987 

Hours, other behavioral 
sciences 0-40 4.249 0-43 5.165 4.594 5.274 4.819* 

General Pretest 16-46 29.021 12-43 29-188 29.084 4.501 0.218 

Number of children 
in family 1-13 3.071 1-14 3.400 3.195 1.829 5.170* 

*Significant at . 05 level 
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hours in behavioral sciences other than psychology. The mean differ

ence between the groups was less than one hour. The two groups show 

ranges of hours zero to forty, fall, and zero to forty-three, spring. 

There was no significant difference between the fall and 

spring semester groups as measured by the variables of age, grade 

point average, Otis Gamma score, hours of credit in psychology, or 

scores on the general pretest in educational psychology. Since there 

were no significant differences on these variables between the two 

groups, inferences based on the sample of 255 (the spring semester 

group) will be made to the academic year population of Education 

151. 

A further comparison of the fall and spring semester groups 

was made using the chi-square statistic to test the significance of 

the differences between the groups on certain non-measurable 

characteristics which were to be used in the analysis of covariance. 

The chi-square statistic was used to test that the two semesters had 

the same proportions of students in the various categories of non-

measurable characteristics. The non-measurable characteristics 

on which the two semester groups were compared were marital 

status, student college classification (junior or senior), the major 

area (elementary or secondary), of the student in the College of 

Education, and sex. Marital status may affect both commitment 

and open-mindedness, the first because of increased 
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responsibilities, the second because of increased flexibility demanded 

for success in marriage. There were more single students than 

expected in the fall and fewer than expected in the spring semester. 

There were fewer married students than expected (o < e) in the fall 

group, and more married than expected ( o > e) in the spring group. 

The contingency table and chi-square statistic presented in Table 3 

shows no significant difference between students of the spring and fall 

semesters on the variable of marital status. 

There is support for the belief that position in the family 

affects an individual's personality ( Bolles, Metzer, Pitts, 1941). 

Dreikurs ( 1946, p. 27 ) says, "The first-born may be troubled his 

whole life long by the feeling that his position is under threat. " Since 

Rokeach asserted that a feeling of threat is part of the syndrome of 

closed-mindedness, the writer thought position in the family should 

be included as one of the variables to be studied. There were more 

only, middle, and youngest children in the fall semester than ex

pected, and fewer oldest children than expected. There were more 

oldest children in the spring semester and fewer only, youngest and 

middle children than expected. The contingency table and chi-

square statistic presented in Table 4 indicate, however, that the 

semester groups are not significantly different on the students' 

position in the family. 
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Table 3 

Comparison of Fall and Spring Semester Groups on Marital Status 
of Students 

Semester group 
Marital Status Fall 1964 Spring 1965 Groups pooled 

Single 340 
(330.993) 

191 
(200.007) 

531 

Married 82 
( 91.007) 

64 
( 54.993) 

146 

Groups pooled 422 255 677 

x
2 = 3.017 

X 2 . 0 5 ( d f = 1 )  =  3 ' 8 4  

Table 4 

Comparison of Fall and Spring Semester Groups on the 
Position in the Family-

Students1 

Semester group 
Position in family Fall 1964 Spring 1965 Groups pooled 

Only child 48 
( 44.880) 

24 
( 27.120) 

72 

Oldest child 139 
(148.978) 

100 
( 90.022) 

239 

Youngest child 111 
(107.838) 

62 
( 65. 162) 

173 

Middle child 124 
( 120. 304) 

69 
( 72.696) 

193 

Groups pooled 422 255 677 

2  = 2. 898 
2  ( d f =  3 )  =  7 . 8 1  

X 

* .05 
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Student college classification is another variable often dis

cussed in connection with attitudes of college students. Newcomb 

( 1945 ) and Plant ( I960 ), for instance, found that seniors were more 

liberal and less dogmatic than under-classmen. Therefore student 

college classification might be considered an important variable for 

comparing the semester groups of this study. In the fall group 

there were fewer seniors and fewer graduate and unclassified 

students than expected. In the spring semester group there were 

fewer juniors and more graduates and unclassified students than 

expected. However, as shown by a chi-square test, the difference 

between the semester groups was not significant at the .05 level 

( T a b l e  5 ) .  

There was a significant difference between the students of 

the fall and spring semesters on two variables, major area (ele

mentary or secondary), and sex. The proportion of students 

studying to be elementary school teachers differed from the propor

tion studying to be secondary school teachers. This difference was 

significant at the . 01 level. There were more students in the ele

mentary curriculum in the fall than expected. In the spring 

semester, there were more students in the secondary curriculum 

than expected ( Table 6). There was also a difference between the 

two semester groups in the proportion of males to females ( Table 7). 

There were fewer males in the fall semester group than expected. 
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Table 5 

Comparison of Fall and Spring Semesters Groups on the College Classi
fication of Students 

Semester group 
Student classification Fall 1964 Spring 1965 Groups pooled 

Junior 332 
(323.513) 

187 
( 195.487) 

519 

Senior 58 
( 61.710) 

41 
( 37.290) 

99 

Graduates, unclassified 32 
( 36.777 ) 

27 
( 22.223) 

59 

Groups pooled 422 255 677 

x
2 = 2.831 

X 2 . 0 5 ( d £ =  2 )  =  5 ' 9 9  

Table 6 

Comparison of Fall and Spring Semester Groups on Major Area of 
Students 

Semester group 
Major area Fall 1964 Spring 1965 Groups pooled 

Elementary 200 
( 177.651 ) 

85 
(107.349) 

285 

Secondary 205 
(220.038) 

148 
(132.962) 

353 

Not education 17 
( 24.310) 

22 
( 14.690) 

39 

Groups pooled 422 255 677 

x
2 = 16. 029** 

x
2 

Q1(df = 2) = 9.21 

••Significant at . 01 level 
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Table 7 

Comparison 6f""Fall and Spring Semester Groups on Sex of Students 

Semester group Groups 
Sex Fall 1964 Spring 1965 pooled 

Male 124 99 223 
( 139.004) ( 83.996) 

Female 298 156 454 
(282.996) ( 171.004) 

Groups pooled 422 255 677 

v2 = 6.412* 

2 (df = 1) = 3. 84 
.05 

* Significant at . 05 level 
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In the spring semester there were more males than expected. This 

difference was significant at the .05 level. 

In summary, there were twelve variables known at the begin

ning of the semester on which differences between semesters were 

studied. Significant differences were found on four variables. The 

hypothesis of no difference between semester groups was rejected on 

only four variables out of twelve. On major area, sex, hours in 

behavioral sciences other than psychology, number of children in the 

family, either there is a difference between semesters or the differ

ence showing in this sample is a result which might be expected in 

sampling five times in a hundred times or once in a hundred, depend

ing on the significance level. For eight variables: age, grade point 

average, Otis Gamma, hours in psychology, score on the general 

pretest, marital status, position in family, and student classifica

tion, either there was no difference in the semester populations or 

the difference is not large enough to show up in a sample of this size. 

Therefore, inferences will be made from the measurements of the 

students of group A to the academic year population of Education 151 

students. 

Differences between commitment groups ( Group A, spring semester ) 

The study of commitment to teaching and its effect on dogma

tism and on transfer of generalizations (in students training to 
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become teachers) were of central importance to this study. The 255 

students of the spring semester group constitute the sample of sub

jects about whom information was obtained both at the beginning and 

at the end of the semester. In order to test the significance of differ

ences between commitment groups after adjustment for the effects 

of certain variables analysis of covariance was chosen because it is 

a technique that provides for such adjustment. The sample size 

would have been much reduced if person-to-person matching between 

students classified as committed to teaching, ambivalent, and not 

committed had been attempted. To equate these groups on means 

and standard deviations would have been equally unsatisfactory. 

For the analyses, the students' score on the Rokeach Scale was used 

to indicate his relative position on a continuum from open- to close-

minded and his statement on the questionnaire was used to assign 

him to a commitment group. 

The first hypothesis, that is, that there is no difference on 

certain variables between students classified as ( 1) committed, 

(2) ambivalent, and ( 3) not committed to teaching as a vocation 

was tested by three analyses of covariance by regression method. 

The regression equations are: 

1. a regression equation showing the Rokeach score ( Y) 

at the end of the semester expressed in terms of the commitment 
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variable and the covariates (X's ). 

2. a regression equation showing the change in Rokeach 

score (Y) expressed in terms of the commitment variable and the 

covariates ( X's ), and 

3. a regression equation showing the transfer of generaliz

ations test score (Y) expressed in terms of the commitment 

variable and the covariates (X's ). 

The covariates in the analyses were: 

1. Age 

2. Grade point average 

3. Otis Gamma 

4. Hours in psychology 

5. Hours in other behavioral sciences 

6. Pretest, educational psychology 

7. Number of children in the family 

8. Rokeach score at the beginning of the semester 

9. Sex 

10. Marital status 

11. Position in the family 

12. College classification as junior, senior 

13. Major area, elementary, secondary, graduate 

14. Instructor 
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a. The regression equation showing the Rokeach score 

at the end of the semester expressed in terms of the commitment 

variable and the covariates is given in Table 8. An F ratio is 

given for each regression coefficient for variables denoting mea

surable characteristics and for the statistical effect of each vari

able denoting non-measurable characteristics. The F ratio is the 

test statistic for the hypothesis that a coefficient is equal to zero 

or that an effect is equal to zero. The coefficient for the Rokeach 

beginning score is large and significantly different from zero ( . 01 

level). Apparently the student who scores high at the beginning of 

the semester in dogmatism as measured by the Rokeach Scale tends 

to score high at the end. This may reflect the stability of the 

Rokeach Scale. It may also be interpreted as showing that the 

semester in the college of education has had little effect on students 

that is reflected in scores on a dogmatism scale. The instructor 

effect on the attitudes measured by the Rokeach Scale indicates the 

importance of in-service training of instructors in order that they 

might provide learning experiences more appropriate than the pre

sent ones. 

The F ratio for each of the other variables was too 

small to be statistically significant. However, it is worth noting 

that the statistical effect of being committed to teaching lowered 
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Table 8 

A Regression Equation for an Analysis of Covariance for Comparing 
Commitment Groups on End Rokeach Scores 

Y, End Rokeach 

Variable 

Regression 
coefficients 
and constants 

with R 
Test statistic 
F df 

Age - .15990 X2 . 524 1 

Grade point average +1.77684 X2 .990 

Otis Gamma - .11250 X3 .444 1 

Hours, Psychology - .02693 X4 .019 1 

Hours, other behavioral sciences - .21629 X5 1. 557 1 

General Pretest + .11409 X6 .256 1 

Number of children in family - .53726 X? .984 1 

Rokeach, beginning score + .72410 Xg 289.269** 

Sex - if male 
- if female 

+ .60457 
- .60457 

.263 1 

Marital status - if single 
- if married 

+ .35971 
- .35971 

.064 

Position in family - if only 
- if oldest 
- if youngest 
- if middle 

+2.01503 
+ .17513 
-3.31327 
+1.12311 

1.186 3 

Classification - if junior 
- if senior 
- if other 

- .19971 
+ .98274 
- .78302 

.  I l l  2 
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Variable 

Regression 
coefficients 
and constants 

with R 
Test statistic 

F df 
Major area - if elementary - . 98443 

- if secondary +2.01642 
- if other -1.03199 

989 

Instructor - if A 
- if B 
- if C 
- if D 
- if E 

+2.59834 
+3.72993 
-4.29730 
+1.68808 
-3.71905 

3.215* 

Commitment - if committed -2.71372 
(beginning) - if ambivalent +1. 19977 

- if not committed +1. 51395 

1. 305 

Commitment - if committed -12. 16010 
(end) - if ambivalent +2.00857 

- if not committed -4.62577 
- if not at all sure +14.77728 

.465 

Interaction - if committed 
(Otis x Com. ) - if ambivalent 

if not committed 
if not at all sure 

+ .20777 X3 

-  .00090 x 3  

+ . 02640 X3 

- .23328 X, 

442 

Constant +44.26315 

Multiple correlation, R .788 
Error variance 218.801 
Degrees of freedom: error 225 

^Significant at .05 level, ^Significant at . 01 level 



the estimated score twelve points. This is, in estimating the end 

Rokeach score of a committed student 12 points would be subtracted. 

The committed student would be expected to move 12 points in the 

direction of greater openness, more flexibility, greater acceptance 

of new experiences than the not committed student. Twelve points 

is more than one half the standard deviation. The ambivalent and 

"not at all sure" student would be expected to move toward greater 

dogmatism, less flexibility. 

b. The regression equation showing the change in 

Rokeach scores at the end of the semester, expressed in terms of 

the commitment variable and the covariates, is shown in Table 9. 

The coefficients and the effects are numerically the same as in 

Table 8 except for the coefficient representing the score on the 

Rokeach Scale at the beginning of the semester. Again we note that 

the coefficient for the beginning Rokeach score is significant at the 

. 01 level and the instructor effect at the . 05 level in estimating 

change in Rokeach score. From this fact, it can be concluded that 

the students' score on the Rokeach Scale at the beginning of the 

semester might be used to section classes according to the prob

able ease with which change in commitment and open-mindedness 

might be accomplished. Appropriate learning experiences for 

each section could then be provided. One might also conclude 
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Table 9 

A Regression Equation for an Analysis of Covariance for Comparing 
Commitment Groups on Change in Rokeach Scores 

Y, Rokeach Change 

Variable 

Regression 
coefficients 
and constants Test statistic 

with R F df 

Age - . 15990 Xx . 524 1 

Grade point average +1.77684 X2 .990 1 

Otis Gamma - . 34518 X3 . 444 1 

Hours, Psychology - .02693 X4 .019 1 

Hours, other behavioral sciences - .21629 X5 1. 557 1 

General Pretest + . 11409 X6 .256 1 

Number of children in family - .53726 X? .984 1 

Rokeach, beginning score - .27590 Xg 41. 996** 1 

Sex - if male 
- if female 

+ .60457 
- .60457 

.263 1 

Marital status - if single 
- if married 

+ .35971 
- .35971 

.064 1 

Position in family - if only 
- if oldest 
- if youngest 
- if middle 

+2.01503 
+ .17513 
-3.31327 
+1.12311 

1. 186 3 

Classification - if junior 
- if senior 
- if other 

- .19971 
+ .98274 
- .78302 

.  I l l  2 



Table 9--Continued. 

Variable 

Regression 
coefficients 
and constants 

with R 
Test statistic 
F df 

Major area - if elementary - . 98443 
- if secondary +2.01642 
- if other -1.03199 

.989 

Instructor - if A 
- if B 
- if C 
- if D 
- if E 

+2.59834 
+ 3.72993 
-4.29730 
+1.68808 
-3.71905 

3.215* 

Commitment 
(beginning) 

if committed 
if ambivalent 
if not committed 

-2.71372 
+1.19977 
+1.51395 

1. 305 

Commitment - if committed -12. 16010 
(end) - if ambivalent +2.00857 

- if not committed -4. 62577 
- if not at all sure +14.77728 

.465 

Interaction - if committed 
(Otis x Com.) - if ambivalent 

- if not committed 
- if not at all sure 

Constant 

20777 X3 

00090 X3 

02640 X3 

23328 X3 

+44.26315 

442 

Multiple correlation, R . 534 
Error variance 218.801 
Degrees of freedom: error 225 

^Significant at .05 level, ^Significant at .01 level 
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that experiences under one instructor encouraged change more than 

those under another instructor. 

c. The regression equation showing the transfer of 

generalizations test score in terms of the commitment variable and 

the covariates is shown in Table 10. The F ratio for two coeffici

ents in the equation, the pretest in educational psychology and the 

Rokeach score at the beginning of the semester, were significant 

at the . 05 level. It is not surprising to find that a pretest in educa

tional psychology is significant for predicting a score on a transfer 

of generalizations test in educational psychology, since previous 

studies have shown that the generalizations of a subject taught 

transfer more easily than isolated and unassociated facts. Perhaps 

these two tests were testing the same thing with different items. 

The significance of the F ratio for the beginning Rokeach score 

supports the belief that open-mindedness as reflected by a score on 

the Rokeach Scale may increase the meaningfulness of educational 

psychology to the student. That is, the student who scores low on 

the Rokeach Scale is more likely to transfer generalizations to new 

situations. 

The statistical effect of sex of the student on the transfer 

test score is also significantly different from zero ( . 05 level). 

A higher transfer test score would be estimated for the female 

student than for the male. Table 11 describes the spring semester 
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Table 10 

A Regression Equation for an Analysis of Covariance for Comparing 
Commitment Groups on the Transfer Test 

Y, Transfer Test 
Regression 
coefficients 
and constants Test statistic 

with R F df 

Age - .02607 X1 . 924 1 

Grade point average - .37831 X2 2.977 1 

Otis Gamma + . 03787 X3 . 000 1 

Hours, Psychology + . 03152 X4 1.688 1 

Hours, other behavioral sciences + .00355 X5 . 028 1 

General Pretest + .05719 X6 4.274* 1 

Number of children in family + .01816 X? .075 1 

Rokeach, beginning score - .01166 Xg 4.979* 1 

Sex - if male _ .29752 4.217* 1 
- if female + .29752 

Marital status - if single .61932 12.624** 1 
- if married + .61932 

Position in family - if only - .31945 .961 3 
- if oldest - .17255 
- if youngest + .22696 
- if middle + 2.6504 

Classification - if senior _ .49098 2.788 2 
- if senior + .35776 
- if other + .13321 



68 

Table 10--Continued. 

Variable 

Regression 
coefficients 
and constants 

with R 
Test statistic 

F df 

Major area - if elementary + .356215 
- if secondary + .126811 
- if other - . 48303 

1. 056 

Instructor if A 
if B 
if C 
if D 
if E 

+ .56458 
- .78885 
+ .95696 
- .40861 
- .32408 

8.557** 4 

Commitment - if committed - .06109 
(beginning) - if ambivalent + .00553 

- if not committed + .05556 

. 049 

Commitment - if committed +2.36615 
(end) - if ambivalent + .32799 

- if not committed -4.70856 
- if not at all sure +2.01442 

1. 610 

Interaction - if committed 
(Otis x Com.) - if ambivalent 

- if not committed 
- if not at all sure 

- .03464 X3 

- .00669 X3 

+ .07835 X3 

- . 03702 X, 

1. 646 

Constant +8.08384 

Multiple correlation, R . 590 
Error variance 3.299 
Degrees of freedom: error 225 

*Significant at . 05 level, **Significant at . 01 level 
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Table 11 

Means on Certain Variables for Males and Females 
Spring Semester 

Sex 
Male Female 

( N = 99 ) ( N = 156 ) 
M M 

Independent variables 

Age 23. 768 22.545 23. 020 6. 132 
Grade point average 2. 737 2.473 2. 575 • 602 
Otis Gamma 59- 515 61.378 60. 655 9. 381 
Hours, Psychology 4. 424 4.276 4. 333 5. 084 
Hours, other behavioral 

sciences 5. 465 4. 974 5. 165 6. 081 
General Pretest 27. 879 30.019 29. 188 4. 843 
Number of children in family 3. 454 3.365 3. 400 2. 136 
Rokeach, beginning 147. 404 142.404 144.302 23. 3*5 

Dependent variables 

Rokeach, end 146. 576 140.603 142. 922 22. 634 
Rokeach, difference . 717 1. 801 -1. 380 16. 470 
Transfer Test 8. 485 9-199 8. 922 2. 117 

Groups pooled 
(N = 255) 

M SD 



students classified by sex. The male student in Education 151 might 

be described as older, as scoring lower on the Otis Gamma, and 

lower on the pretest in educational psychology than the female. He 

has more credit hours than the female in psychology, anthropology 

and sociology. . In addition, the regression equation shows that the 

effect of marital status in estimating the score on the transfer of 

generalizations test is significant at the . 01 level. Table 12 describes 

the marital status of the spring semester students who were the 

sample for the analyses of cSovariance. It can be seen from Table 12 

that the "average married student" is older than the single student, 

gets better grades, scores slightly higher on the Otis Gamma test, 

has had fewer hours in psychology but more in other behavioral 

sciences (anthropology, sociology) than the single student. The 

analysis of covariance shows a higher estimated score on the trans

fer test for the married student than for the single student. This 

higher score may reflect more study by the married student than by 

the single student. This higher score of the married student may 

mean that the married student has used the principles of educational 

psychology more often than the single student. His home situation 

may act as a laboratory where he tries out the principles of inter

personal relationship and child development taught in the course in 

educational psychology. 



Table 12 

Means on Certain Variables for Spring Semester Students Classified 
by Marital Status ' 

Marital status 
Married Single Groups pooled 
( N = 64) ( N = 191 ) ( N = 255 ) 

M M M SD_ 

Independent variables 

Age 29.156 21. 152 23.020 6. 132 
Grade point average 2.424 2. 626 2. 575 « 602 
Otis Gamma 61.062 60.518 60.655 9. 381 
Hours, Psychology- 4. 188 4. 382 4. 333 5. 084 
Hours, other behavioral 

sciences 5.969 4. 895 5. 165 6. 081 
General Pretest 29.766 28.995 29.188 4. 843 
Number of children in family .469 4. 382 3.400 2. 136 
Rokeach, beginning 148.484 142.901 144.302 23. 315 

Dependent variables 

Rokeach, end 143.031 142.885 142.922 22. 634 
Rokeach, difference -5.453 - .016 -1.380 16. 470 
Transfer Test 9. 828 8. 618 8. 922 2. 117 
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The F ratio for the instructor effect on the score on the 

transfer test is large and significant at the . 01 level. Table 13 gives 

descriptive statistics for the spring semester groups classified by-

instructor. It is evident that the learning experiences in some of 

the classes favor the transfer of generalizations. 

The effect of commitment on the transfer of generaliz

ations test is not clear. The statistical effect is not significantly 

different from zero. This probably reflects great variability within 

the commitment groups. However, the estimated score on the trans

fer test for a student committed to teaching is slightly more than 7 

seven points higher than the estimated score of a student who is not 

committed. On this test, a higher score indicates greater ability 

to transfer generalizations. 

Means and standard deviations for the independent and 

dependent variables used in the regression equations presented in 

Tables 8, 9 and 10 are given as group descriptions in Table 14. 

Means describing the sample of students classified at the end of 

the semester as committed, ambivalent and not committed are also 

given in Table 14. 

The three regression equations show that the hypothesis 

of no difference for commitment groups as measured by the Rokeach 

Dogmatism Scale, at the end of the semester, the change in 



Table 13 

Means on Certain Variables for Spring Semester Students Classified by Instructor 

Instructor 
A B C D E All 

( N - 53 ) ( N = 64) ( N = 70 ) (N=34) (N=34) (N = 255) 
M M M M M M SD 

Independent variables 

Age 23. 604 22.312 23.286 23. 676 22. 235 23.020 6. 132 
Grade point average 2. 621 2. 547 2. 529 2. 553 2. 675 2. 575 . 602 
Otis Gamma 60. 528 61.469 60.829 60.412 59- 206 60.655 9. 381 
Hours, Psychology 4. 792 4. 172 4. 543 3. 588 4. 235 4. 333 5. 084 
Hours, other behavioral sciences 5. 396 4. 812 5. 086 6.294 4. 500 5. 165 6. 081 
General Pretest 29. 302 28. 562 30.186 29.206 28. 118 29.188 4. 843 
Number of children in family 2. 906 3. 703 3. 500 3. 176 3. 618 3.400 2. 136 
Rokeach beginning 146. 491 140.781 146.600 142.912 144. 176 144.302 23. 315 

Dependent variables 

Rokeach, end 147. 604 143.312 140.014 144.118 139. 676 142.922 22.634 
Rokeach, difference 1. 113 2. 531 -6.586 1. 206 -4. 500 -1.380 16.470 
Transfer Test 9. 245 8.234 9.857 8. 353 8. 353 8. 922 2. 117 



Table 14 

Means on Certain Variables for Commitment Groups, End of Spring Semester 

Commitment groups 

Committed 
(N= 179) 

M 

Ambivalent 
( N = 43 ) 

M 

Not dommitted 
( N = 21) 

M 

Not all 
all sure 
( N = 12 ) 

M 

Groups pooled 
(N = 255) 

M SD 

Independent variables 

Age 23. 531 21. 837 21.667 22.000 23. 020 6. 132 
Grade point average 2. 583 2. 602 2.481 2. 526 2. 575 . 602 
Otis Gamma 60. 095 61. 256 63.810 61.333 60. 655 9. 381 
Hours, Psychology 3. 788 5. 140 5. 667 7.250 4. 333 5. 084 
Hours, other behavioral 

sciences 4. 804 5. 442 6. 810 6.667 5. 165 6. 081 
General Pretest 29- 173 29. 372 28. 619 29.750 29. 188 4. 843 
Number of children in 

family 3. 441 3. 279 3.429 3. 167 3. 400 2. 136 

Dependent variables 

Rokeach, end 142. 073 147. 372 136.952 150.083 142. 922 22. 634 
Rokeach, difference -2. 413 2. 302 -1.810 1. 583 - 1 .  380 16. 470 
Transfer Test 8. 994 8. 744 9.000 8. 333 3. 922 2. 117 
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Rokeach scores, or by the score on the test of transfer of generaliz

ations cannot be rejected ( .05 level). However, on each of thethree 

measures the group of committed students tend to have the most 

desired estimated score. 

There was change in commitment during the semester. 

At the beginning of the semester, 149 students felt committed to 

teaching. At the end of the semester, 138 of these students were 

still committed to teaching. Eleven students from the committed 

group had become ambivalent or had decided not to teach. Forty-one 

students from the ambivalent and not committed groups of students 

had changed to the committed group, however, so that at the end of 

the semester 179 students were committed to teaching as a vocation. 

This change in commitment was of importance to the study. The 

commitment change groups were: 

a. those students who were committed at the beginning 

and end 

b. those students who were not committed at the begin

ning and not committed at the end 

c. those committed at the beginning, not committed at 

the end 

d. those not committed at the beginning, committed at 

the end. 
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In brief, the first two groups are those who did not change in commit

ment either way; the last two groups changed. 

The hypothesis of no difference on certain variables was 

tested between groups characterized by change in commitment, as 

measured by: 

a. the Rokeach score at the end of the semester 

b. the change in Rokeach score 

c. the score on the transfer of generalizations test. 

Descriptive statistics for the groups classified by change and lack of 

change are given in Table 15. 

The regression equation showing the end Rokeach score 

( Y) in terms of the change in commitment at the end of the 

semester and the covariates (X's ) is presented in Table 16. The 

regression equation for the change in Rokeach score ( Y) in terms of 

the change in commitment and the covariates (X's ) is given in Table 

17 and Table 18 gives the regression equation for the score on the 

transfer of generalizations test (Y) in terms of the change in 

commitment and the covariates ( X's ). 

In each of these three equations the F ratio for the 

beginning Rokeach score was significant at the . 01 level for pre

dicting the end Rokeach score and the change in Rokeach score. 

For predicting the score on the transfer test, the beginning 

Rokeach score was significant at the . 05 level. The instructor 



Table 15 

Means on Certain Variables for Groups Characterized by Change and Lack of Change in Commitment 
from the Beginning to the End of the Spring Semester 

Committed to Not committed to 
Committed Not committed Committed Not committed 
(N= 138) ( N = 11 ) (N = 41 ) ( N = 65 ) 

M M M M 
Independent variables 

Age 24. 123 21. 091 21. 537 21. 938 
Grade point average 2. 583 2. 505 2. 584 2. 565 
Otis Gamma 59- 652 63. 000 61. 585 61. 800 
Hours, Psychology 3. 797 3. 818 3. 756 5. 923 
Hours, other behavioral sciences 5. 232 3. 818 3. 366 6. 385 
General Pretest 29- 174 29. 909 29. 171 29. 108 
Number of children in family 3. 558 3. 545 3. 049 3. 262 

Dependent variables 

Rokeach, end 
Rokeach, difference 
Transfer Test 

140.688 
-4.500 
9- 174 

146.727 143.732 
5.182 4.610 
8.182 8.390 

144.615 
. 354 

8.846' 
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Table 16 

A Regression Equation for an Analysis of Covariance for Comparing 
on End Rokeach Scores Groups Classified by Change in Commitment 

Y, End Rokeach 

Variable 

Regression 
coefficients 
and constants Test statistic 

with R F df 

Age - .09756 Xx . 199 1 

Grade point average +1.87118 X2 1 . 130 1 

Otis Gamma - .07907 X3 . 678 1 

Hours, Psychology - .02008 X4 . 011 1 

Hours, other behavioral sciences - . 21814 Xg 1 . 592 1 

General Pretest + .11904 Xfc .288 1 

Number of children in family - .66036 X? 1 . 518 1 

Rokeach, beginning score + .72304 Xg 295 .636** 1 

Sex - if male 
- if female 

+ .55713 
- .55713 

.239 1 

Marital status - if single 
- if married 

+ .72934 
- .72934 

.269 1 

Position in family - if only 
- if oldest 
- if youngest 
- if middle 

+1.54182 
+ .41292 
-3.54637 
+1.60164 

1 .473 3 

Classification - if junior 
- if senior 
- if other 

- .35517 
+ .60344 
- .24827 

. 053 2 
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Table 16--Continued. 

Variable 

Regression 
coefficients 
and constants 

with R 
Test statistic 

F df 

Major area - if elementary 
- if secondary 
- if other 

Instructor - if A 
- if B 
- if C 
- if D 
- if E 

Commitment - if committed 
beginning and end 

- if not committed 
beginning, not committed end 

- if committed 
beginning, not committed end 

- if not committed 
beginning, committed end 

Interaction, Otis x commitment 
- if committed beginning 

and end 
- if not committed beginning, 

not committed end 
- if committed beginning, 

not committed end 
- if not committed beginning, 

committed end 

- .53593 
+2.32761 
-1.79167 

+2.49046 
+ 3.42735 
-3.51261 
+1.44074 
-3.84594 

-21.22190 

+6.40364 

+4.69061 

+10.12765 

+ .28728 X3 

- .10583 X3 

- .05151 X3 

- .13004 X, 

1.207 

2.629* 

1.669 

1 . 2 2 2  

Constant +41.59891 

Multiple correlation, R . 791 
Error variance 214.696 
Degrees of freedom: error 227 

^Significant at .05 level, ^Significant at .01 level 



80 

Table 17 

A Regression Equation for an Analysis of Covariance for Comparing 
on Change in Rokeach Scores Groups Classified by Change in 

C ommitment 

Y, Change in Rokeach Scores 

Variable 

Regression 
coefficients 
and constants 

with R 
Test statistic 

F df 

Age - .09756 X1 . 199 1 

Grade point average +1.87118 X2 1.130 1 

Otis Gamma - .()7907 X3 .678 1 

Hours, Psychology - .02008 X4 .011 1 

Hours, other behavioral sciences - .21814 X5 1.592 1 

General Pretest + .11904 X6 .288 1 

Number of children in family - .66036 X7 1.518 1 

Rokeach, beginning score - .27696 Xg 43. 379** 1 

Sex - if male 
- if female 

+ .55713 
- .55713 

.239 1 

Marital status - if single 
- if married 

+ .72934 
- .72934 

.269 1 

Position in family - if only 
- if oldest 
- if youngest 
- if middle 

+1.53182 
+ .41292 
-3.54637 
+1.60164 

1.473 3 

Classification - if junior 
- if senior 
- if other 

- .35517 
+ .60344 
- .24827 

.053 2 



Table 17--Continued. 

Variable 

Regression 
coefficients 
and constants 

with R 
Test statistic 

F df 

Major area - if elementary 
- if secondary 
- if other 

Instructor - if A 
- if B 
- if C 
- if D 
- if E 

Commitment - if committed 
beginning and end 

- if not committed 
beginning not committed end 

- if committed be
ginning, not committed end 

- if not committed 
beginning, committed end 

Interaction, Otis x Commitment 
- if committed beginning 

and end 
- if not committed beginning, 

not committed end 
- if committed beginning, 

not committed end 
- if not committed beginning, 

committed end 

Constant 

R Multiple correlation, 
Error variance 
Degrees of freedom: error 

- .53593 
+2.32761 
-1.79167 

+2.49046 
+3.42735 
-3.51261 
+1.44074 
-3.84594 

-21.22190 

+ 6.40364 

+4.69061 

+10.12765 

+ .28728 

- .10583 

- .05141 

- .13004 

+41.59891 

. 541 
214.696 
227 

1.207 

2.629* 

1.669 

1 . 2 2 2  

^Significant at .05 level, ^Significant at .01 level 
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Table 18 

A Regression Equation for an Analysis of Covariance for Comparing 
on Transfer Test Scores Groups Classified by Change in 

Commitment 

Y, Transfer Test 
Regression 
coefficients 
and constants Test statistic 

with R F df 

Age - . 02684 • 981 1 

Grade point average - .37551 X2 2. 968 1 

Otis Gamma + . 03117 X3 • 226 1 

Hours, Psychology + .02488 X4 1. 072 1 

Hours, other behavioral sciences + .00160 X5 • 006 1 

General Pretest + . 06148 X6 5. 018* 1 

Number of children in family + .01409 X? • 
045 1 

Rokeach, beginning score - . 01257 Xg 5. 824* 1 

Sex - if male .29690 4. 429* 1 
- if female + .29690 

Marital status - if single _ .62804 13. 002** 1 
- if married + .62804 

Position in family - if only _ .34969 981 3 
- if oldest - .15305 
- if youngest + .24374 
- if middle + .25900 

Classification - if junior .43457 2. 475 2 
- if senior + .37752 
- if other + .05695 



83 

Table 18--Continued. 

Variable 

Regression 
coefficients 
and constants 

with R 
Test statistic 
F df 

Major area if elementary 
if secondary 
if other 

+ .28089 
+ .13557 
- .41646 

.865 

Instructor - if A 
- if B 
- if C 
- if D 
- if E 

+ .58445 
- .75751 
+ .88559 
- .37991 
- .33263 

7.854** 

Commitment - if committed be
ginning and end +2.28788 

- if not committed 
beginning, not committed end - .64558 

- if committed be
ginning, not committed end -2.78343 

- if not committed 
beginning, committed end +1.14113 

Interaction, Otis x Commitment 
- if committed beginning 

and end - . 03220 
- if not committed beginning, 

not committed end + .01348 
- if committed beginning, 

not committed end + .03493 
- if not committed beginning, 

committed end - .01621 

Constant +8.47263 

Multiple correlation, R .586 
Error variance 3.293 
Degrees of freedom: error 227 

1. 027 

.931 

*Significant at . 05 level, **Significant at . 01 level 



effect was significant at the . 05 level for estimating the end Rokeach 

score and the change in Rokeach score, and at the . 01 level for esti

mating the score on the transfer of generalizations test. The higher 

the beginning score on the Rokeach Scale, the smaller the estimated 

change. This would support the belief that dogmatic individuals, 

those who score high on the beginning Rokeach Scale, do not change 

as easily as do individuals who are more open-minded. Since the 

instructor effect is significant, it would appear that students be

come less dogmatic in some classes than in others. Perhaps 

instructors could become aware of learning experiences which in

crease flexibility and open-mindedness in the student. 

The students who were committed at the beginning and 

remained committed at the end of the semester tend to show the 

greatest change in Rokeach score in the direction of less dogma

tism. Given equivalent covariates for the students, the estimated 

change for a student who was committed at the beginning and re

mained committed is over 25 points greater than the estimated 

change for a student in any of the other groups. The large differ

ence is not statistically significant but the committed student tends 

to become more open-minded than students in other groups. 

Three variables which were not significant for the end 

Rokeach score or for the change in Rokeach score were 



statistically- significant in estimating the score on the transfer test. 

The pretest is a test of both facts and principles. Some principles 

may have been similar to the principles of the transfer test. The 

sex of the student was a variable significant ( . 05 level) in esti

mating the score on the transfer test. The female student is likely 

to make a higher score than the male student. Marital status was 

significant at the .01 level. Married students are likely to score 

higher than single students on the transfer test. 

In summary, the hypothesis (hypothesis 2) of no difference 

on certain variables between groups classified by change in commit

ment as measured by the Rokeach end score, the change in Rokeach 

score, and the score on the transfer of generalizations test cannot 

be rejected. However, in each of these three cases, the group 

characterized by stable commitment to teaching tended to have the 

most favorable estimated score. 

Change was also studied from another point of view. It 

was believed possible that the student felt some change in attitude 

toward teaching that he did not perceive as a definite change from 

being committed to teaching as a vocation to being not committed,,. 

( Question 2, Appendix B ). In order to check this possibility the 

students were reclassified according to whether they perceived 

any change in their attitude toward teaching. The groups were 
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classified according to self-perceived change as follows: 

1. those who indicated that they were the same 

2. those who felt more certain that they wanted to be 

teachers 

3. those who felt less certain that they wanted to be 

teachers 

4. those who felt more interested than previously in a 

field other than teaching 

5. those who still want to teach but have changed commit

ment to another area, another grade level. 

The hypothesis was tested of no difference on certain variables be

tween students who reported change and those who reported no change 

as measured by: 

1. the end Rokeach score 

2. the change in Rokeach score 

3. the score on the transfer of generalizations test 

Descriptive statistics concerning these five groups are given in Table 

19. The regression coefficients and the F statistic for testing the 

hypothesis of no difference between groups classified by self- reported 

change are shown in Tables 20, 21 and 22. The pattern for these 

analyses of covariance is much the same as those discussed 

previously. The variables which accounted for a large per cent of 

the variance were the score on the Rokeach Scale at the beginning 



Table 19 

Means on Certain Variables for Spring Semester Students Classified by 
Self-Reported Change (N = 255) 

More Less 
The same certain certain 
(N = 92 ) ( N = 127) (N= 14) 

More interest 
elsewhere 
(N = 9 ) 

Teach, but in 
diff. grade 

(N= 13) 
Independent variables 

Age 22. 957 23.142 23. 000 21. Ill 23. 615 
Grade point average 2. 586 2.571 2. 657 2. 388 2. 578 
Otis Gamma 60. 793 60.677 58. 571 62. 556 60. 385 
Hours, Psychology 4. 576 4.016 3. 929 3. 667 6. 615 
Hours, other behavioral sciences 4. 924 5. 110 5. 786 6. 556 5. 769 
General Pretest 28. 196 29.669 28. 857 30. 667 30. 846 
Number of children in family 3. 217 3. 520 3. 786 3. -889 2. 769 

Rokeach, end 
Rokeach, difference 
Transfer Test 

142.783 
-2.054 
9.120 

141.913 
- 1 . 1 1 8  

8.835 

Dependent variables 

144.429 
4. 143 
7.929 

152.778 
4.889 
9.444 

145. 308 
-9.462 
9.077 

00 
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Table 20 

A Regression Equation for an Analysis of Covariance for Comparing 
on End Rokeach Scores Groups Classified by Self-Reported 

Change in Commitment 

Y, End Rokeach 
Regression 

Variable coemcients 
and constants Test statistic 

with R F df 

Age - .17935 X1 • 680 1 

Grade point average + 1 .89888 x2 1. 151 1 

Otis Gamma - .00088 X3 • 000 1 

Hours, Psychology - .00953 X4 • 002 

Hours, other behavioral sciences - .26808 X5 2. 424 1 

General Pretest + .09223 X6 • 166 1 

Number of children in family - .53521 X7 1. 012 1 

Rokeach, beginning score + .72235 X8 289. 717** 1 

Sex - if male 
- if female 

+ .67817 
.67817 

• 348 1 

Marital status - if single 
- if married 

+ .37599 
.37599 

• 072 1 

Position in family - if only 
- if oldest 
- if youngest 
- if middle 

+2 

-3 
+ 

.70613 

.28281 

.20177 

.77844 

1. 113 3 

Classification - if junior 
- if senior 
- if other 

+ 1 
.53006 
.46447 
.93441 

• 268 2 
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Table 20--Continued. 

Variable 

Regression 
coefficients 
and constants 

with R 
Test statistic 
F df 

Major area - if elementary - . 31470 
- if secondary +2.11991 
- if other -1.80521 

. 971 

Instructor - if A +3. 19403 
- if B +3.02814 
- if C -3.95921 
- if D +2.36428 
- if E -4.18189 

Commitment - if committed -2.63530 
- if ambivalent +1.89128 
- if not committed + .74402 

3.265* 

1.655 

Change in commitment 
- if the same -1.56958 
- if more certain + . 57219 
- if less certain + .03348 
- if more interested 

in other field +5.93437 
- if change in 

major area -4. 97046 

Constant +40.30178 

Multiple correlation, R .789 
Error variance 216. 335 
Degrees of freedom: error 227 

^Significant at .05 level, ^Significant at . 01 level 
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Table 21 

A Regression Equation for an Analysis of Covariance for Comparing 
on Change in Rokeach Scores Groups Classified by Self-

Reported Change in Commitment 

Y, Rokeach Change 

Variable 

Regression 
coefficients 
and constants Test statistic 

with R F df 

Age - . 17935 Xj • 680 1 

Grade point average + 1.89888 X2 1 .  151 1 

Otis Gamma - .00088 X 
3 • 000 1 

Hours, Psychology - .00953 X4 • 002 1 

Hours, other behavioral sciences - .26808 X5 2. 424 1 

General Pretest + .09223 X6 • 166 1 

Number of children in family - .53521 X7 1 .  012 1 

Rokeach, beginning score - .27765 Xg 42. 803** 1 

Sex - if male 
- if female 

+ .67817 
- .67817 

• 348 1 

Marital status - if single + .37599 072 1 
if married 37599 

Position in family - if only +2.70613 
- if oldest - .28281 
- i f  y o u n g e s t  - 3 . 2 0 1 7 7  
- i f  m i d d l e  +  . 7 7 8 4 4  

1. 113 

Classification - if junior 
- if senior 
- if other 

- .53006 
+1.46447 
- .93441 

.268 
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Table 21--Continued. 

Variable 

Regression 
coefficients 
and constants 

with R 
Test statistic 

F df 

Major area - if elementary - . 31470 
- if secondary- +2. 11991 
- if other -1. 80521 

. 971 

Instructor - if A +3. 19403 
- if B +3.02814 
- if C -3.95921 
- if D +2.36428 
- if E -4.18189 

Commitment - if committed -2.63530 
- if ambivalent +1.89128 
- if not committed + .74402 

3.265* 

1. 655 

Change in commitment 
- if the same -1. 56958 
- if more certain + .57219 
- if less certain + .03348 
- if more interested 

in other field +5.93437 
- if change in 

major area -4. 97046 

Constant +40.30178 

885 

Multiple correlation, R .536 
Error variance 216.335 
Degrees of freedom: error 227 

^Significant at .05 level, ^Significant at .01 leve; 
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Table 22 

A Regression Equation for an Analysis of Covariance for Comparing 
on the Transfer Test Groups Classified by Self-Reported 

Change in Commitment 

Y, Transfer Test 
Regression 
coefficients 
and constants Test statistic 

with R F df 

Age - .01275 xi • • 227 1 

Grade point average - .32677 X2 
2. 254 1 

Otis Gamma + .01648 X3 1. 336 1 

Hours, Psychology + .02694 X4 
1. 259 

Hours, other behavioral sciences + .00412 X5 • 038 1 

General Pretest + .06386 X6 5. 258* 1 

Number of children in family - .00244 X7 • 001 1 

Rokeach, beginning score - .01310 
X8 

6. 298* 

Sex - if male 
- if female + 

.29512 

.29512 
4. 363* 1 

Marital status - if single 
- if married + 

.60210 

.60210 
12. 256** 1 

Position in family - if only 
- if oldest 
- if youngest 
- if middle 

+ 
+ 

.47003 

.08354 

.24175 

.31181 

1. 064 3 

Classification - if junior 
- if senior 
- if other 

+ 
+ 

.43184 

.35636 

.07548 

2. 389 2 
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Table 22--Continued. 

Variable 

Regression 
coefficients 
and constants 

with R 
Test statistic 

F df 

Major area - if elementary + . 36861 
- if secondary + .21058 
- if other - . 57919 

Instructor - if A + . 52356 
- if B - .76783 
- if C + . 99125 
- if D - . 44430 
- if E - . 30265 

1. 663 

8.843** 4 

Commitment if committed 
if ambivalent 
if not committed 

+ .05160 
- .04592 
- .00567 

046 

Change in commitment 
- if the same + . 16174 
- if more certain - .23451 
- if less certain - .78191 
- if more interested 

in other field + . 81459 
- if change in major 

area + .04007 

Constant +9. 13942 

Multiple correlation, R . 590 
Error variance 3.272 
Degrees of freedom: error 227 

1.618 

^Significant at .05 level, ^Significant at .01 level 



of the semester, and the instructor. The beginning Rokeach score 

was significant at the .01 level in estimating the end Rokeach score 

and the change in Rokeach score for groups classified according to 

self-reported change. The beginning Rokeach score was signifi

cant at the . 05 level in estimating the score on the transfer test. 

The instructor effect was significant at the . 05 level for the Rokeach 

end score and for change in Rokeach score. It was significant at 

the .01 level for estimating the score on the transfer test. None 

of the other variables was significantly different from zero for esti

mating the end Rokeach score or the change in Rokeach score. In 

estimating the score on the transfer test, however, the pretest in 

educational psychology was significant at the .01 level. 

The Rokeach beginning score and the variable sex were also 

significant at the . 05 level. Marital status was significant at the 

.01 level. Students scoring high on the beginning Rokeach Scale 

would be expected to score low on the transfer test. The score of 

male students on the transfer test is predicted to be lower than the 

score of the female student. The predicted score of the married 

student is higher than that of the single student. 

The hypothesis of no difference between groups classified on 

self-reported change as measured by the Rokeach end score, the 

change in Rokeach score, and the score on the transfer of generaliz

ations test cannot be rejected. 



In summary, the nine regression equations testing the 

hypotheses of no difference between commitment groups, between 

groups who change in commitment, and between groups who report 

some change in attitude toward teaching show that the null hypotheses 

cannot be rejected. In all nine equations the significant variables 

were the beginning Rokeach score and the effect of the instructor. 

For the transfer of generalizations test, which is a test of the 

application of material learned in the course, Human Growth and 

Learning (Education 151 ) to new situations, the following addi

tional variables were significant: the sex of the student, the pre

test in educational psychology, and the marital status of the 

student. The estimated score of the female student is lower on the 

end Rokeach and higher on the transfer test than the estimated score 

of the male student, regardless of commitment group. The esti

mated change on the end Rokeach score is greater for the female 

student than for the male. The estimated score of the married 

students is lower on the end Rokeach and higher on the transfer test 

than the estimated score of the single student. The estimated change 

on the end Rokeach score is greater for the married student than 

for the single student, when the covariates are equivalent. 

Other small differences, however, favored the committed 

group. The estimated score of this group of students moved in the 



direction of less rigidity, more open-mindedness as measured by 

the Rokeach Scale, than did the estimated score of the ambivalent 

or not committed students. The committed students had a greater 

change in score on the Rokeach Scale at the end of the semester and 

tended to score higher on the transfer test than the ambivalent and 

not committed students. 

A study of some of the variables used in the analyses of 

covariance may yield clues to the variability within the groups that 

prevented differences from showing in the statistical analyses. 

The means on certain variables for groups classified according to 

position in the family are shown in Table 23. Some of the differ

ences between means appear to be large, especially the difference 

between the means for the group of oldest and youngest children. 

Means on certain variables describing juniors and seniors are 

given in Table 24. Means describing the elementary and secondary 

students are presented in Table 25. The large standard deviations 

for the pooled groups show that the variability within the groups 

is large. 

The intercorrelation matrix, Table 26, does not show high 

correlations between the variables. The relatively high corre

lation between the beginning and end Rokeach scores, . 743, 

indicates that approximately 55 per cent of the variability of the end 

Rokeach score can be accounted for in terms of the beginning 



Table 23 

Means on Certain Variables for Groups Classified by Position 
in the Family 

Only Youngest Middle Oldest 
child child child child 

( N = 24 ) ( N = 62 ) ( N = 69 ) (N=100) 

Groups pooled 
(N = 255) 

M SD 
Independent variables 

Age 24.625 22.694 23.797 22.300 
Grade point average 2.768 2.620 2. 541 2.525 
Otis Gamma 62.958 61.210 58.667 61.130 
Hours, Psychology 5.458 4.532 4.014 4.160 
Hours, other behavioral 

sciences 7.625 5.435 4.130 5.120 
General Pretest 31.000 28.452 28.275 29-840 
Number of childr en in 

family 1.000 3.387 4.899 2.950 

23.020 
2. 575 

60.655 
4. 333 

5. 165 
29 .188  

3.400 

6. 132 
. 602 

9. 381 
5. 084 

6.  081 
4. 843 

2. 136 

Dependent variables 

Rokeach, end 149-500 138.565 144.971 142.630 
Rokeach, difference .000 -4.484 -1.319 .170 
Transfer Test 8.833 8.935 8.986 8.890 

142.922 
-1.380 
8.922 

22.. 634 
16.470 
2. 117 
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Table 24 

Means on Certain Variables for Juniors, Seniors, and a Group of 
Graduates and Unclassified Students, Spring Semester 

Junior Senior Other Groups pooled 
( N = 187 ) (N= 41) ( N = 27 ) ( N = 255 ) 

M SD 
Independent variables 

Age 21. 743 23. 610 30.963 23. 020 6. 132 
Grade point average 2. 649 2. 365 2. 382 2. 575 • 602 
Otis Gamma 59- 914 61. 659 64.259 60. 655 9. 381 
Hours, Psychology 3. 909 5. 854 4. 963 4. 333 5. 084 
Hours, other be

havioral sciences 4. 209 8. 976 6. 000 5. 165 6. 081 
General Pretest 28. 957 30. 683 28.519 29. 188 4. 843 
Number of children 

in family 3. 460 3. 049 3. 519 3. 400 2. 136 

Dependent variables 

Rokeach, end 143.316 142.171 141.333 142.922 22.634 
Rokeach, difference -1.535 .463 -3.111 -1.380 16.470 
Transfer Test 8.722 9-463 9.481 8.922 2.117 



Table 25 

Means on Certain Variables for Students in Elementary, Secondary and 
Other Majors 

Elementary 
(N = 85) 

M 

Secondary 
(N = 148) 

M 

Other 
(N = 22) 

M 

Groups pooled 
(N = 255 ) 

M SD 
Independent variables 

Age 23.341 
Grade point average 2. 573 
Otis Gamma 59-741 
Hours, Psychology 4. 624 
Hours, other behavioral 

sciences 6.035 
General Pretest 29- 953 
Number of children 

in family 3. 518 

22.736 
2.573 

61.338 
3.845 

4. 385 
28.824 ' 

3.419 

23.682 
2.599 

59.591 
6. 500 

7.045 
28.682 

2 .818  

23.020 
2. 575 

60.655 
4. 333 

5. 165 
29.188 

3.400 

6. 132 
. 602 

9. 381 
5.084 

6.  081 
4. 843 

2. 136 

Dependent variables 

Rokeach, end 139.835 
Rokeach, difference -4. 024 
Transfer Test 9- 129 

145.480 
.095 

8 . 8 1 8  

137.636 
-1.091 

8 . 8 1 8  

142.922 
-1.380 
8. 922 

22.634 
16.470 
2. 117 

<o 
v£> 



Table 26 

Intercorrelation Matrix, Spring Semester (N = 255) 

1. Age -.188 -.106 041 . 029 .067 . 134 . 086 -.022 -. 152 . 152 

2. Grade point average -.234 -.016 .040 -.229 -.077 . 106 . 136 .036 -.263 

3. Otis Gamma . 102 .083 *. 322 -.229 138 -.082 .083 .201 

4. Hrs, Psychology .232 . 142 -.072 116 101 .026 . 133 

5. Hrs, otherbehav. sci. . 185 -.099 -. 104 -. 132 -.034 . 107 

6. General Pretest -.081 . 134 -. 108 .041 . 305 

7. No. of children in family .036 -.042 -. 108 .006 

8. Rokeach beginning 
I 

.743 -. 394 142 

9. Rokeach end -. 322 -. 165 

10. Rokeach difference -.026 

11. Transfer Test 

Note: rQ5( df = 200) = .138, r01(df = 200)= .181 
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Rokeach score. "A correlation coefficient may be interpreted 

quantitatively by stating that the square of a correlation coefficient 

is equal to the per cent of the variance of y that has been accounted 

for by its relationship with X" (Hoel, 1947, p. 84). The next 

important variable in estimating the end Rokeach score, and the 

change in Rokeach score, is the instructor. In the equation for 

estimating the score on the transfer of generalizations test, the co

efficients for the variables, sex, marital status, beginning Rokeach 

score and instructor were significant. 

Differences between commitment groups as indicated by replies to 

the questionnaires (spring and fall groups, pooled) 

Commitment of teachers in training was an important vari

able in the study. The analyses of covariance showed the statistical 

effects of certain variables on the end Rokeach score, the change in 

Rokeach score, and the transfer of generalizations test. Commit

ment was studied by means of the questionnaires, also. The 

questionnaires were analyzed in terms of commitment groups for 

two purposes: ( 1 ) to discover relationships between non-

measurable characteristics and commitment to teaching, and ( 2 ) to 

discover differences among commitment groups that might be help

ful in planning learning experiences. 
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The responses of the students answered several important 

questions concerning background variables and experiences of 

students committed, ambivalent, not committed to teaching. 

Are female students more committed than male students? 

The number and per cent of committed, ambivalent, and not committed 

students in groups determined by sex are presented in Table 27. Of 

the 454 female students 293, or 65 per cent, were in the committed 

group. Of 223 male students 136, or 61 per cent, were in the com

mitted group. The chi-square is small, so the difference between 

male and female students classified by commitment group is not 

significant ( Table 28). In this table and all the contingency tables 

following in this chapter the numbers in parenthesis are the expected 

values computed under the hypothesis of chance association between 

the two criteria of classification. 

Are married students more committed to teaching than 

single students? In three of the regression equations marital status 

of the students was significant at the .01 level. Of 677 students, 146 

were married. In view of the "favorable" effect being married had 

on both the end Rokeach score and on the transfer test, married 

students might well be encouraged to enroll in the college of educa

tion and to become teachers. The percentage of married students 

in the sample committed to teaching is about 73; of single students 

61 per cent are committed to teaching ( Table 29 ). 
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Table 27 

Number and Per Cent of Committed, Ambivalent, and Not Committed 
Students in Group's Determined by Sex 

Sex 

Committed Ambivalent 
( N = 429 ) ( N = 170 ) 

No. Per cent No. Per cent 

Not committed Groups pooled 
( N = 78 ) ( N = 677 ) 

No. Per cent No. 

Male 

Female 

Groups 
pooled 

136 60.99 60 26.91 27 12.11 

293 64.54 110 24.23 51 11.23 

429 63.37 170 25.11 78 11.52 

223 

454 

677 

Table 28 

Comparison of Committed, Ambivalent, and Not Committed Groups of 
Students on Sex 

Commitment group 
Sex Committed Ambivalent Not committed Groups pooled 

Male 

Female 

136 
(141.310) 

293 
(287.690) 

60 
( 55.997) 

110 
(114.003) 

27 
(25.693) 

51 
( 52.307 ) 

223 

454 

Groups 
pooled 429 170 78 677 

X = .823 

y2 (df = 2 ) = 5. 99 
* .05 
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Only 17 per cent of the married group were ambivalent toward 

teaching, whereas 27 per cent of the single were ambivalent. The 

per cent of not committed students was the same for both married 

and single students. The chi-square shows that the difference in 

marital status between commitment groups is significant at the 

. 05 level ( Table 30). Married students in our sample tend to be 

more committed than single students. 

Are seniors more committed to teaching than juniors? Of 

519 juniors, 339, or 65 per cent, were committed to teaching at the 

end of their first semester in the college of education. Of 99 

seniors, 52 per cent were committed. There were 59 graduate 

and unclassified students of whom 65 per cent were committed. 

The per cent of ambivalent students was about the same for juniors, 

seniors, graduates ( Table 31 ). The chi-square test shows that 

the difference between commitment groups on college classifica

tion is significant at the . 01 level ( Table 32 ). The graduate 

students have about the number expected. More juniors than ex

pected are in the committed group, and fewer seniors. It is 

difficult to interpret the difference in commitment between the 

juniors and seniors. It may be that the seniors, as the time of 

graduation approaches, find themselves in general more apprehen

sive about entering a vocation. It may be that experiences in the 

peer group or within the college of education may be influencing 
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Table 29 

Number and Per Cent of Committed, Ambivalent, and Not Committed 
Students in Groups Characterized by the Students' Marital Status 

Committed Ambivalent Not committed Groups pooled 
Marital (N = 429) (N=170) (N= 78) (N = 677 ) 
Status No. Percent No. Percent No. Per cent No. 

! 

Single 323 60.83 145 27.31 63 11.86 531 

Married 106 72.60 25 17.12 15 10.27 146 

Table 30 

Comparison of Committed, Ambivalent, and Not Committed Groups of 
Students on Marital Status 

Marital Commitment group 
Status Committed Ambivalent Not committed Groups pooled 

Single 323 
(336.483) 

145 
(133.338) 

63 
(61. 179) 

531 

Married 106 
( 92.517) 

25 
( 36.662) 

16 
( 1 6 . 8 2 1 )  

146 

Groups 
pooled 429 170 78 677 

x
2 = 7.486* 

v* ( df = 2 ) = 5. 99 
x .05 

^Significant at . 05 level 
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Table 31 

Number and Per Cent of Committed, Ambivalent, and Not Committed 
Students in Groups Determined by the Students' Classification, 

End of Semester 

Student Committed Ambivalent Not committed Groups pooled 
Classifi- (N = 429 ) (N=170) ( N = 78 ) (N= 677) 

cation No. Percent No. Percent No. Percent No. 

Junior 339 65.32 129 24.86 51 

Senior 52 52.53 25 25.25 22 

Graduate 
and Un
classified 38 64.41 16 27.12 5 

Table 32 

Comparison of Committed, Ambivalent, and Not Committed Groups of 
Students on College Classification 

9.83 519 

22.22 99 

8.47 59 

Classi- Commitment group 
fication Committed Ambivalent Not committed Groups pooled 

Junior 339 129 51 519 
( 328.879 ) ( 130.325) ( 59.796) 

Senior 52 25 22 99 
( 62.734) ( 24.860) ( 11.406) 

Graduates, 
unclassi
fied 38 16 5 59 

( 37.387 ) ( 14.815) ( 6.798 ) 

Groups 
pooled 429 170 78 677 

x
2 = 13.876** 

* (df = 9) = 13.28 
*  . 0 1  

•^Significant at .01 level 
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some students away from, instead of toward, commitment. 

Does having relatives in teaching increase commitment to 

teaching ? It might be expected that having relatives in teaching 

would increase commitment to teaching since the availability of 

models is well recognized as a force in the development of attitudes 

and in vocational development (Sanford, 1955;Kagan, 1958; Hill, 

I960). However, in our sample of 266 students, with no relatives 

in teaching, 167 were committed, approximately the same pro

portion, 62 per cent, as for those with one relative in teaching 

(Table 33). Moreover, the chi-square, Table 34, shows no signifi

cant difference between groups of committed, ambivalent, and not 

committed students on number of relatives in teaching. Perhaps 

having relatives in teaching is related to entrance in a college of 

education but does not affect the commitment of the students after 

entrance. Of the 677 students in the sample, 411 have relatives in 

teaching. The range of number of relatives in teaching was one to 

nine. Sometimes relatives do have influence on commitment, as 

the data in Table 35 suggests. Especially prominent is the influ

ence of mothers, fathers, and sisters. The comparison by chi-

square shows, however, that the number of relatives, even those 

in the immediate family, is not significantly different from zero 

for any of the commitment groups ( Table 36). 



Table 33 

Number and Per Cent of Committed, Ambivalent, and Not Committed Students in Groups 
Determined by the Number of Relatives Who Have Been in Teaching, End of 

Semester 

Number 

Committed 
(N = 429 ) 

No. Per cent 

Ambivalent 
(N = 170) 

No. Per cent 

Not committed 
(N = 78) 

No. Per cent 

Groups pooled 
(N = 677) 

No. 
None 

One 

Two 

Three 

Four 

Five 

Six 

Seven 

Eight 

Nine or more 

167 62.78 

115 62.16 

62 69.66 

31 56.36 

18 56.25 

13 72.22 

^0. 00 

3 75.00 

5 71.43 

11 84.62 

69 25.94 

52 28.11 

19 21.35 

15 27.27 

6 18.75 

4 22.22 

2 25.00 

1 25.00 

1 14.29 

1 7.69 

30 

18 

8 

9 

8 

1 1 . 2 8  

9.73 

8.99 

16.36 

25.00 

5.56 

25.00 

. 0 0  

14.29 

7.69 

266 

185 

89 

55. 

32 

18 

8 

4 

7 

13 
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Table 34 

Comparison of Committed, Ambivalent, and Not Committed Groups of 
Students on the Number of Relatives Who Have Been in Teaching 

Commitment group 
Number Committed Ambivalent Not committed Groups pooled 

None 167 69 30 266 
( 168.558 ) ( 66.795) ( 30.647) 

One 115 52 18 185 
( 117.230) ( 46.455) ( 21.315) 

Two 62 19 8 89 
( 56.397 ) ( 22.349) ( 10.254) 

More than 
two 85 30 22 137 

( 86.814) ( 34.402 ( 15.784) 

Groups 
pooled 429 170 78 677 

x
2 = 5.924 

v2 (df = 6) = 12. 59 
* .05 



Table 35 

Number and Per Cent of Committed, Ambivalent, and Not Committed Students in Groups 
Characterized by the Relationship of Relatives in Teaching, End of Semester 

Committed Ambivalent Not committed Groups pooled 
(N = 429) (N = 170) (N = 78) (N = 677) 

Degree of relationship No. Per cent No. Per cent No. Per cent No. 
Immediate family only 

Mother 15 62. 50 9 37. 50 0 .00 24 
Father 13 59.09 7 31.82 2 9.09 22 
Wife 4 80.00 1 20.00 0 .00 5 
Husband 4 100.00 0 . 00 0 .00 4 
Brother 2 40.00 3 60.00 0 .00 5 
Sister 17 73.00 4 17. 39 2 8.70 23 

Other relatives (not 
immediate family) 113 59. 16 52 27.23 26 13.61 191 

Immediate family and 
other relatives 
Mother and other relatives 32 74.42 7 16.28 4 9. 30 43 
Father and other relatives 10 66.67 0 .00 5 33. 33 15 
Wife and other relatives 2 66.67 0 .00 1 33.33 3 
Husband and other relatives 0 0.00 2 100.00 0 .00 2 
Brother and other relatives 7 70.00 3 30.00 0 .00 10 
-Sister and other relatives 6 54. 55 4 36.36 1 9.09 11 

^Several immediate family-
members or immediate 
family plus other relatives 

No relatives in teaching 

37 

167 

68.52 

63.02 

10 

68 

18.52 

25.66 

7 

30 

12.96 

11. 32 

54 

265 

i 
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Table 36 

Comparison of Committed, Ambivalent, and Not Committed Groups of 
Students on the Relationship of Relatives in Teaching 

Degree of Commitment group 
Relationship Committed Ambivalent Not committed Groups pooled 

Immediate 
family 
(mother, 149 50 22 
father, wife, ( 140.043) ( 55.495) ( 25.462) 221 
husband, 
brothers, 
sisters) 

Other rela
tive (not 113 52 26 191 
immediate ( 121.032) ( 48.962) ( 22.006) 
family) 
No 
No rela
tives in 167 68 30 265 
teaching ( 167.925) ( 66.544) ( 30.532) 

Groups 
pooled 429 170 78 677 

X 
2 = 3.232 

X2.05(df = 4) = 9.49 
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Does position in the family influence commitment to teaching? 

Children who occupy the position of oldest in the family have usually 

had experience teaching younger members of the family many things, 

from how to dress themselves to catechism and arithmetic. It would 

not be surprising if this early experience in teaching influenced many 

to study to become teachers. In our sample of 677, the largest single 

group classified according to position in the family is the group of 

oldest children, 239 ( Table 37 ). The next largest is the middle child 

group, 193. However, the per cent of youngest children who are 

committed is the largest, 69 per cent ( 120 of 173). The only child 

group has the largest per cent of not committed and ambivalent 

students. The chi-square statistic, Table 38, was not significant. 

Is membership in a large family related to commitment? 

Growing up in a large family may lead to role-playing. Playing 

school is a favorite occupation of children. Also, those in 

large families usually have had experience teaching the other 

children in the family. This might lead to the choice of teaching as 

a vocation. In our sample the largest number of students, 200 of 

the 677, come from families of two children. However, the 

largest per cent of students committed to teaching is in the four 

children and the six children groups. The majority of the students 

in our sample, 400 of 677, come from families of from two to four 
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Table 37 

Number and Per Cent of Committed, Ambivalent, or Not Committed 
Students in Groups Determined by the Students' Position in the 

Family 

Position 
in 

family 

Committed 
( N = 429 ) 

No. Per cent 

Ambivalent 
(N = 170 ) 

No. Per cent 

Not committed 
(N = 78) 

No. Percent 

Groups 
pooled 

(N = 677 ) 
No. 

Only 38 52.78 22 30. 56 12 16.67 72 

Youngest 120 69- 36 39 22. 54 14 8.09 173 

Middle 130 67. 36 45 23. 32 18 9. 33 193 

Oldest 141 .59-00 64_ 26. 78 34 14.23 239 



1 

Table 38 

Comparison of Committed, Ambivalent, and Not Committed Groups of 
Students on Position in the Family-

Position Commitment group 
in family Committed Ambivalent Not committed Groups pooled 

Only 38 22 12 72 
( 45.625) ( 18.080) ( 8.295) 

Youngest 120 39 14 173 
( 109.626) . ( 43.442) ( 19-932) 

Middle 130 45 18 193 
( 122.300) ( 48.464) ( 22.236) 

Oldest 141 64 34 239 
( 151.449) ( 60.015) ( 27.536) 

Groups 
pooled 429 170 78 677 

x
2 = 11.023 

x\05(df ° 6) = I2- 59 
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children. It is interesting to note that the few students who do come 

from very large families, families of 10, 11, and 12 children, are 

all in the committed group ( Table 39). The difference between 

commitment groups classified by number of children in the family, 

however, is not significantly different from zero, as shown in Table 

40. 

Does previous experience with groups influence commitment? 

The old cliche "experience is the best teacher" seems to hold true 

( Table 41 ). Only 166 students of the 677 in the sample reported 

that they had had no experience at all in groups involving some 

teaching. For practically all experience groups the larger percent

ages are in the committed column. It might be possible to provide 

more group experiences involving teaching for ambivalent and not 

committed students. Certainly a chance to interact with children, 

a great variety of experiences involving teaching one child or 

several children might well augment the rather passive kind of ob

servation experience that is at present provided as part of the course 

in Human Growth and Learning. One hundred forty-three students 

in the committed group had had experience teaching a class, 

either through Future Teachers of America, through helping a 

particular teacher, or through teaching classes in the army. One 

hundred sixty-six of the committed students had been Sunday School 

teachers, 82 camp counselors. Eighty-one had been youth 
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Table 39 

Number and Per Cent of Committed, Ambivalent, or Not Committed 
Students in Groups Determined by the Number of Children in the 

Family 

Number Committed Ambivalent Not commited Groups pooled 
of (N = 429) (N= 170) (N = 78) (N = 677 ) 

children No. Percent No. Percent No. Percent No. 
One 

Two 

Three 

Four 

Five 

Six 

Seven 

Eight 

Nine 

Ten 

Eleven 

Twelve 

Thirteen 

Fourteen 

37 52.86 21 30.00 12 17. 14 

128 64.00 50 25.00 22 11.00 

116 62.70 46 24.86 23 12.43 

80 70.18 25 21.93 

26 54.17 16 33.33 

19 79.17 

8 61.54 

4 66.67 

3 '50.00 

3 100.00 

1 100.00 

2 100.00 

0  . 0 0  

1 100.00 

5 20.83 

2 15.38 

1 16.67 

2 33.33 

No response 1 50.00 

. 0 0  

. 00 

.  00 

1 50.00 

0 . 00 

1 50.00 

9 

6 

0 

3 

1 

1 

0 

0 

0 

1 

0 

0 

7.89 

12. 50 

. 00 

23.08 

16. 67 

16. 67 

. 00 

. 00 

. 00 

50. 00 

. 00 

. 00 

70 

200 

185 

114 

48 

24 

13 

6 

6 

3 

1 

2 

2 

1 

2 
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Table 40 

Comparison of Committed, Ambivalent, and Not Committed Groups of 
Students on the Number of Children in the Family-

Number of Commitment group 
children Committed Ambivalent Not committed Groups pooled 

One 37 21 12 70 
(44.357) ( 17,578) ( 8.065) 

Two 138 50 22 200 
( 126.736) ( 50.222) (23.043) 

Three 116 46 23 185 
( 117.230) (46.455) (21.315) 

Four 80 25 9 114 
( 72.239) (28.626) ( 13. 134) 

Five or 
more 68 28 12 108 

( 68.437) (27.120) ( 12.443) 

Groups 
pooled 429 170 78 677 

x
2 = 6.659 

Y
2 (df = 8) = 15. 51 

* .05 



Table 41 

Number and Per Cent of Committed, Ambivalent, and Not Committed Students in Groups Character
ized by Students Previous Group Experiences Involving Some Teaching, End of 

Semester 

Committed Ambivalent Not committed Groups pooled 
Kinds of group experiences (N= 429) (N=170) (N= 78) (N = 677) 

involving some teaching No. Percent No. Percent No. Per cent No. 
Single 

A Teacher, school or 
community 64 74.42 17 19.77 5 5.81 86 

B Sunday school teacher 62 74.70 12 14.46 9 10.84 83 
C Youth organization 

leader or advisor 14 50.00 10 35.71 4 14.29 28 
D Coach, play supervisor 34 65. 38 10 19.23 8 15. 38 52 
E Camp counselor, leader 16 53.33 10 33. 33 4 13. 33 30 

?wo 
A, B 26 66.67 11 28.21 2 5. 13 39 
A, C 6 54. 55 4 36. 36 1 9.09 11 
A, D 11 84. 62 2 15. 38 0 .00 13 
A, E 7 53.85 2 15. 38 4 30.77 13 
B, C 18 75.00 4 16. 67 2 8. 33 24 
B, D 3 37. 50 5 62.50 0 . 00 8 
B, E 20 64. 52 8 25.81 3 9.68 31 
C, D 6 85. 71 1 14.29 0 .00 7 
C, E 7 58. 33 4 33. 33 1 8. 33 12 
D, E 6 50.00 4 33. 33 2 16.67 12 



Table 41--Continued 

Committed 
Kinds of group experiences ( N = 429 ) 

involving some teaching No, Per cent 
Three 

A, B, C 9 81.82 
A, B, D 3 75.00 
A, B, E 8 88.89 
A, C, D 1 100.00 
A, C, E 2 100.00 
A, D, E 1 100.00 
B, C, D 3 100.00 
B, C, E 6 66.67 
B, D, E 2 40.00 
C, D, E 2 66.67 

Four 
A, B, C, D 2 100.00 
A, B, C, E 2 66.67 
A, C, D, E 1 100.00 
B, C, D, E 2 25.00 

None 85 51.20 

Ambivalent Not committed Groups pooled 
( N = 170) (N = 78) ( N = 677) 

No. Per cent No. Per cent No. 

0 
1 
0 
0 
0 
0 
0 
1 
2 
1 

. 0 0  
25.00 

. 00  

. 0 0  

. 0 0  

. 0 0  

. 0 0  
1 1 .  1 1  
40.00 
33. 33 

2 
0 
1 
0 
0 
0 
0 
2 
1 
0 

18. 18 
. 0 0  

1 1 .  1 1  
. 0 0  
. 0 0  
. 00 
. 00 

22. 22 
20.00 

. 00 

11  
4 
9 
1 
2 
1 
3 
9 
5 
3 

0 
0 
0 
6 

. 0 0  

. 0 0  

. 0 0  
75.00 

0 
1 
0 
0 

. 0 0  
33. 33 

. 0 0  

. 0 0  

2 
3 
1 
8 

55 33.13 26 15. 66 166 
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organization leaders; 77 had been coaches orplayground supervisors. 

One hundred fifty-five of the students committed to teaching had had 

two, three and four kinds of these experiences. The committed 

group far exceeded the other groups in number and kinds of experi

ences involving teaching and leadership of young people. The kind 

of group experiences in which students had participated prior to en

rollment in Education 151 and the percentage of committed students 

in each experience group are listed in Table 41. Only 85 of 429 com

mitted students had had no group experience at all involving teaching. 

Commitment is related to the previous group experiences of the 

students. 

Is the time of deciding to be a teacher related to commitment 

to teaching? Commitment in relation to the time of deciding to be a 

teacher is shown by the data in Table 42. Of 429 committed 

students, 263 had decided to become teachers before entering 

college. Time of decision is significantly related to commitment 

at the . 01 level ( Table 43 ). Students who decide to become teachers 

during the first two years of college, and those whose choice is 

even more recent are primarily in the ambivalent and not committed 

groups. The large number who decide in high school to become 

teachers may indicate that high school counselors are more alert 

than college counselors to orienting students to teaching, as these 

early deciders are committed students. In the university and in 



Table 42 

Number and Per Cent of Committed, Ambivalent, and Not Committed Students in Groups Determined 
by the Time of the Students' Decision Concerning Teaching as a Vocation 

Time of decision 

Committed 
( N = 429 ) 

No. Percent 

Ambivalent 
(N= 170) 

No. Percent 

Not committed 
(N = 78) 

No. Per cent 

Groups pooled 
(N = 677) 

No. 
Grade school or before 

Junior high school ( grades 
7, 8, or 9) 

High school 

Early college or two years 
after high school 

Recent choice 

Unusual cases 

No response 

79 

30 

154 

86 

43 

27 

78.22 

73. 17 

67. 54 

55. 13 

56. 58 

77. 14 

20 19.80 

9 

53 

48 

21 

8 

21.95 

23.25 

30.77 

27. 63 

22. 86 

10 25.00 11 27.50 

2 

21 

22 

1 2 .  

0 

19 

1. 98 

4.88 

9 . 2 1  

14. 10 

15.79 

. 0 0  

47. 50 

101 

41 

228 

156 

76 

35 

40 
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Table 43 

Comparison of Committed, Ambivalent, and Not Committed Groups of 
Students on the Time of Decision Concerning Teaching as a Vocation 

Time of 
Decision 

Commitment group Groups 
pooled 

Time of 
Decision Committed Ambivalent Not committed 

Groups 
pooled 

Grade or 109. 29 4 142 
junior high ( 93.403) ( 35.444) ( 13. 152) 

High school 154 53 21 228 
( 149-972) ( 56.911) (21.118) 

College or 129 69 34 232 
recent (152.603) ( 57.909 ) (21.488) 

Unusual 27 8 0 35 
cases ( 23.022) ( 8.736) ( 3.242) 

Groups 
pooled 419 159 59 637 

x
2 = 27. 574** 

x
2 _(df = 6) = 16.81 
. 01 

**Significant at .01 level 
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the college of education a counseling service may be needed for the 

students whose decision is recent. 

Is personal influence a dominant factor in commitment to teach

ing? Rosenberg ( 1957) reports teachers as putting great value on, 

and having confidence in people. He found teachers more accepting 

of personal influence in their vocational choice than were individuals 

in other occupations. Many students in all groups mentioned the 

influence of parents, siblings, and friends on the choice of teaching 

as a vocation ( Table 44 ). Super and Overstreet ( I960 ) found in a 

study of ninth grade boys that the influence of family and friends is 

important in vocational choice. The data of the study indicates 

that the influence of school personnel on choice of teaching as a 

vocation is strong. The largest number of times that a personal 

influence was mentioned, it was a teacher's influence. Of the 173 

who mentioned school personnel as an influence on their choice, 

125 are in the committed group. A few students in the ambivalent 

group mentioned "teachers good and bad", or "some terrible 

teachers I had made me realize how badly good teachers are needed". 

In the groups of students who mentioned the influence of school 

personnel, both committed and not committed students remembered 

a particular teacher, usually a grade school or high schoolteacher, 

who greatly influenced the student's vocational choice years after 

the student had left the teacher's class. Three mentioned the 

impact of college teachers on student choice of vocations. The 



Table 44 

Personal Influence on the Vocational Choice of Committed, Ambivalent, and Not Committed Students 

Committed Ambivalent Not committed Groups pooled 
( N = 429 ) ( N = 170 ) ( N = 78 ) ( N = 677 ) 

Who influenced the choice No. Per cent No. Per cent No. Per cent No. 
Parent 46 57. 50 24 30. 00 10 12. 50 80 

Spouse 7 63. 64 2 18. 18 2 18. 18 11 

Sibling 4 50. 00 3 37. 50 1 12. 50 8 

Other relatives (not 
immediate family) 6 42. 86 5 35. 71 3 21. 43 14 

Self 43 71. 67 10 16. 67 7 11. .67 60 

School personnel 125 72. 25 37 21. 39 11 6. , 36 173 

Friends and acquaintances 21 61. 76 7 20. 59 6 17. , 65 34 

Immediate family and others 43 75. 44 12 21. 05 2 3. , 51 57 

Other personal influences 1 50. 00 1 50. 00 0 00 2 

No personal influences listed 133 55. 88 69 28. 99 36 15. 13 238 
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data of the study supports Rosenberg. Personal influences 

especially that of teachers is a dominant factor in students' commit

ment to teaching. 

Is interest in a subject a strong influence on commitment? 

Interest in a subject and desire to share this interest was mentioned 

only 65 times as an influence on vocational choice. In 47 cases it 

was a committed student who mentioned strong interest in sharing 

subject competence. This seems to suggest that the strong interest 

in subject matter and its influence on the student in the secondary 

curriculum may be a myth. A look at commitment groups classi

fied by curriculum major ( Table 45 ) supports the belief that major 

area (:elementary or secondary), however, maybe somewhat re

lated to commitment. About 68 per cent of those in the elementary 

curriculum are in the committed group. However, a comparison 

by chi-square shows that the difference on commitment between 

those preparing to be elementary teachers and those preparing to 

be secondary teachers is not significant ( Table 46 ). 

It is difficult to assign reasons for commitment differences 

between subject majors of those following the secondary curriculum 

area ( Table 47 ). The largest per cent of committed students is in 

the physical education major, 31 of 38, or 81 per cent. This field 

is followed by foreign languages, 35 of 47, or 74 per cent, physical 

sciences, 8 of 11, or 72 per cent. Art, 11 of 15, 73 per cent; home 



Table 45 

Number and Per Cent of Committed, Ambivalent, and Not Committed Students in Groups Determined 
by Students' Stated Teaching Area 

Committed Ambivalent Not committed Groups pooled 
Area No. Percent No. Percent No. Per cent No. 

Elementary . 192 67.61 67 23.59 25 8.80 284 

Secondary 228 63.87 92 25.77 37 10.36 357 

Non-teaching 8 24.24 10 30.30 15 45.45 33 

No response 1 33.33 1 33.33 1 33.33 3 

All areas 429 63.37 170 25.11 78 11.52 677 
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Table 46 

Comparison of Committed, Ambivalent, and Not Committed Groups of 
Students on Teaching Area 

Groups 
Area Committed Ambivalent Not committed pooled 

Elementary 192 67 25 284 
( 186.084) ( 70.446) ( 27.470) 

Secondary 228 92 37 357 
(233.916) ( 88.554) ( 34.530) 

Groups 
pooled 420 159 62 641 

2 = 1.039 

y
2 ( df = 2 ) = 5. 99 

* .05 



Table 47 

Number and Per Cent of Committed, Ambivalent, or Not Committed Students in Groups Determined 
by the Secondary Education Teaching Major Indicated by the Student 

Committed Ambivalent Not committed Groups pooled 
Subject No. Per cent No. Per cent No. Per cent No. 

Art 11 73. 33 3 20. 00 1 6. 67 15 
Biological sciences 13 59. 09 7 31. 82 2 9. 09 22 
Business 12 54. 55 8 36. 36 2 9. 09 22 
Physical sciences 8 72. 73 1 9. 09 2 18. 18 11 
English, speech 36 61. 02 15 25. 42 8 13. 56 59 
Foreign language - 35 74. 47 6 12. 77 6 12. 77 47 
Home Economics 15 68. 18 6 27. 27 1 4. 55 22 
Mathematics 12 50. 00 8 33. 33 4 16. 67 24 
Music 11 68. 75 5 31. 25 0 • 00 16 
Physical Education 31 81. 58 7 18. 42 0 • 00 38 
Social sciences 42 54. 55 26 33. 77 9 11. 69 77 
Industrial Arts 2 100. 00 0 • 00 0 • 00 2 
Undecided 0 • 00 0 • 00 2 100. 00 2 

All subjects 228 63. 87 92 25, 77 37 10. 36 357 
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economics, 15 of 22, and music 11 of 16, both 68 per cent. It may 

be significant that there are no music or physical education majors 

in the not committed group, and only one art and one home economics 

major. With exception of physical sciences these are all fields in 

which the student probably had some skill before entering college 

so that the commitment of these students may be related to early 

decision. These fields also require motor skills as well as verbal 

and computational, in contrast to the fields which have the smallest 

percentage of students who are committed, for example, social 

science, 42 of 77 or 54 per cent, business, 12 of 22, 54 per cent, 

and mathematics, 12 of 24 or 50 per cent. Perhaps limited 

opportunity to earn a living in the fields in the first group other 

than by teaching is related to the high percentage of these students 

in the committed group. Interest in certain subject areas seems 

to be a factor in commitment. 

What other factors influence vocational choice and are related 

therefore to commitment to teaching? Although no one influence was 

as dominant in influencing students toward the choice of teaching as 

personal influence ( Table 48), other factors were prominent. 

Sixty-one students listed the desire to be of service as the one import

ant reason for choosing teaching. Of these, 40, or 65 per cent, are 

in the committed group. However, the desire to be of service, to 

be needed, to help, was one of the influences mentioned by 82 



Table 48 

Number and PerCent of Committed, Ambivalent, and Not Committed Students in Groups Characterized 
by What Influenced the Students' Vocational Choice, End of Semester 

Committed Ambivalent Not committed Groups pooled 
Influences on vocational ( N = 429 ) ( N = 170 ) (N = 78) (N = 677 ) 

choice No. Percent No. Percent No. Percent No. 
Single 

A Service 40 65. 57 18 29. 51 3 4.92 61 
B Security 15 42. 86 11 31.43 9 25.71 35 
C Love of children 40 80. 00 9 18.00 1 2.00 50 
D Teaching (notschool) 48 72. 73 14 21.21 4 6.06 66 
E Fringe benefits 2 33. 33 2 33. 33 2 33. 33 6 
F Course, tests, literature 13 65. 00 5 25.00 2 10.00 20 
G Subject interest 30 66. 67 12 26. 67 3 6. 67 45 

Cwo 
A, B 5 83. 33 1 16. 67 0 .00 6 
A, C 21 80. 77 5 19.23 0 .00 26 
A, D 4 100. 00 0 .00 0 .00 4 
A, E 2 66. 67 1 33. 33 0 .00 3 
A, G 2 66. 67 1 33. 33 0 .00 3 
B, C 4 80. 00 0 .00 1 20.00 5 
B, D 3 100. 00 0 .00 0 .00 3 
B, E 6 60. 00 1 10. 00 3 30.00 10 
B, F 1 100. 00 0 .00 0 .00 1 
B, G 1 33. 33 2 66.67 0 .00 3 
C, D 6 66. 67 2 22.22 1 11.11 9 
C, E 5 83. 33 1 16.67 0 .00 6 
C, F 1 50. 00 0 .00 1 50.00 2 



Table 48--Continued 

Committed 
Influences on vocational ( N = 429 ) 

choice No. Percent 
C, G 5 83. 33 
D, F 2 50.00 
D, G 0 .00 
E, F 0 .00 
E, G 1 100.00 

Three 
A, B, C 4 66. 67 
A, B„ D 1 100.00 
A, B, F 1 100.00 
A, C, E 0 .00 
A, C, F 1 100.00 
B, C, D 0 .00 
B, C, F 1 50.00 
B, C, G 1 100.00 
B, E, G 0 ©

 
o

 

C, E, <3 1 50.00 

Four 
A, B, C, F 1 100.00 

None listed 161 57. 30 

Ambivalent Not committed Groups pooled 
(N = 170) (N = 78) (N = 677 ) 

No. Per cent No. Per cent No. 
1 16.67 0 .00 6 
1 25.00 1 25.00 4 
1 100.00 0 .00 1 
1 100.00 0 .00 1 
0 .00 0 .00 1 

1 16. 67 1 16. 67 6 
0 .00 0 .00 1 
0 .00 0 .00 1 
1 100.00 0 .00 1 
0 .00 0 .00 1 
0 .00 1 100.00 •1 
1 50.00 0 .00 2 
0 .00 0 .00 1 
2 100.00 0 .00 2 
1 50.00 0 .00 2 

0 .00 0 .00 1 

75 26.69 45 16.01 281 
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students. Love of children is an especially strong reason for enter

ing teaching. Eighty per cent of those who mentioned this as a 

single influence are in the committed group. Ninety students in the 

committed group mentioned love of children as at least one strong 

influence on their vocational choice, only six in the not committed 

group mentioned this. Teaching experience in Sunday School, 

community center, or through FTA influenced 66 students, of 

whom 48 were in the committed group. Only two students in the 

committed group gave "fringe benefits" as the single influence on 

their choice of vocation; 15 committed students named it as one 

influence. Ten of the ambivalent students were influenced by 

fringe benefits. The chance to travel, long vacations, and an 

opportunity to work and yet not neglect the family were the fringe 

benefits of teaching as the students see them. For the ambiva

lent and not committed student love of children was less import

ant in influencing choice of teaching than fringe benefits. 

What factors cause doubts concerning teaching as a 

profession? Students have doubts and uncertainties which may 

interfere with full commitment to teaching as a vocation. Certain 

causes for uncertainty about teaching in the groups classified by 

commitment are listed in Table 49. Low salaries do not seem to 

be a cause for uncertainty of vocational choice in the sample. It 



Table 49 

Number and Per Cent of Committed, Ambivalent, and Not Committed Students in Groups Characterized 
by the Students' Cause of Uncertainty, End of Semester 

Committed Ambivalent Not committed • Groups pooled 
(N = 429) (N = 170) (N = 78) ( N = 677) 

Causes for uncertainty No. Percent No. Per cent No. Per cent No. 
Single cause 

A Self-doubts 16 34.78 21 45.65 9 19.57 46 
B Preference for other field 15 38.46 11 28.21 13 33. 33 39 
C Non-employment 2 15.38 7 53.85 4 30.77 13 
D Limited opportunities 2 100.00 0 .00 0 .00 2 
E Salary 2 20.00 5 50.00 3 30.00 10 

Two causes 
A, B 3 37.50 3 37.50 2 25.00 
A, C 0 .00 2 50.00 2 50.00 
A, E 0 .00 0 .00 1 100.00 
B, C 0 ,00 0 . 0 0  1 100.00 
B, D 1 100.00 0 .00 0 .00 
C, D 0 .00 0 .00 1 100.00 

Three causes 
A, B, D 0 

o
 

o
 1 100.00 0 .00 

A, C, E 0 
o

 
©

 2 100.00 0 .00 
A, D, E 0 .00 0 .00 1 100.00 

No cause listed 387 71.01 118 21.65 

8 
4 
1 
1 
1 
1 

1 
2 
1 

40 7.34 545 
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was mentioned as a cause only 16 times. Self-doubt was given 63 

times either as a chief cause or as one of the causes for uncertainty 

and lack of commitment. The students mentioned lack of confidence, 

fears concerning control of the class, worry lest they not be able to 

interest the class. Many noted on the questionnaire that their fears 

and doubts were increasing, rather than decreasing after a semes

ter in the college of education. Self doubts loomed large as a cause 

for uncertainty in the ambivalent and not committed groups also. 

Certainly it is difficult to be completely committed to a vocation 

about which one has worry over inadequacy, fear that one may not 

be able to cope with the demands of the vocation. 

Another cause for uncertainty, the students' preference 

for a field other than teaching," is shown clearly in Table 50. 

Perhaps one cannot be completely committed to one vocation while 

wishing he were preparing for another. Of the total number, 677, 

in the sample only 278 are both committed and prefer teaching as 

a vocation. This is only 41 per cent of those who were in the 

course in 1964-65. 

It is not surprising to find students who are ambivalent or 

who are not committed to teaching wanting to prepare for another 

vocation. However, it is surprising that 35 per cent of those who 

are committed, 151 of 429, have a preferred choice other than 

teaching ( Table 51). Finances may be the reason some remain in 



Table 50 

Number and Per Cent of Committed, Ambivalent, and Not Committed Students in Groups Characterized 
by the Students' Preferred Choice of Vocation 

Committed Ambivalent Not committed Groups pooled 
Preferred choice of (N = 429) (N=170) (N = 78) (N = 677) 

vocation No. Percent No. Percent No. Percent No. 
Professional 

Teaching 278 80.35 60 17.34 8 2. 31 346 
Medicine 23 51.11 11 24.44 11 24.44 45 
Creative arts 15 48. 39 13 41.94 3 9.68 31 
W riting t 10 43.48 8 34.78 5 21.74 23 
Law 9 52.94 6 35.29 2 11.76 17 
Behavioral sciences 3 20. 00 4 26.67 8 53. 33 15 
Physical and biological sci. 6 46. 15 4 30.77 3 23.08 13 
Performing arts 10 76.92 3 -23.08 0 .00 13 
Engineering 4 57. 14 1 14.29 2 28. 57 7 
Ministry 2 50. 00 2 50.00 0 .00 4 
Sports 1 50.00 1 50.00 0 .00 2 

Public Service 
Politics 9 45.00 6 30.00 5 25.00 20 
Social services 7 58. 33 2 16.67 3 25.00 12 
Armed services 3 50.00 1 16.67 2 33. 33 6 

Trades and clerical 7 29. 17 12 50.00 5 20.83 24 

Homemaker 3 75.00 0 .00 1 25.00 4 

Miscellaneous 15 41.67 12 33.33 9 25.00 36 

No response 24 40.68 24 40.68 11 18.64 59 
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Table 51 

Comparison of Committed, Ambivalent, and Not Committed Groups of 
Students on Preferred Vocation 

Vocation 
Commitment group 

Committed Ambivalent Not committed 
Groups 
pooled 

Teaching 278 
(219.253) 

60 
(86.883) 

8 
( 39.864) 

346 

Other 
vocations 

151 
(209.747) 

110 
(83.117) 

70 
( 38. 136) 

331 

Groups 
pooled 429 170 78 677 

X 
2 = 101. 301** 

v2 ( df = 2 ) = 9.21 
x  . 0 1  

^Significant at .01 level 



137 

the college of education who preferred medicine, law, writing. It 

would seem that any one who preferred the armed services to teach

ing could find the opportunity. The numbers and per cents of those 

preferring a vocation other than teaching who are nevertheless en

rolled in the college of education cuts across all commitment groups. 

The difference, however, between commitment groups on preferred 

choice of vocation is significant at the . 01 level ( Table 51 ). There

fore students' preference for a field other than teaching and self 

doubts are the most prominent factors causing uncertainty about 

teaching in the Education 151 population. 

What do students prefer to be doing in five years? Another 

way of looking at commitment is to study what the students prefer to 

be doing five years from now. The students of the first semester 

group were not asked their preference for five years hence. 

Therefore, the 255 students of the spring semester group are the 

sample for Tables 52 and 53. Thirty-six wanted "to be at home 

with children" in five years. Twenty-three of these are listed as 

committed to teaching. Fifty-two intend to combine marriage and 

a career, forty of these a teaching career. In view of the findings 

of this study that the married are more open, more flexible than 

the single, and show greater ability to transfer the principles of 

Human Growth and Learning to new situations, marriage and a 

teaching career are compatible. 



Table 52 

Number and Per Cent of Students Classified by Choice of Vocation for Five Years Hence Who Are 
Committed, Ambivalent, or Not Committed, End of Spring Semester 

Committed Ambivalent Not committed Groups pooled 
Choice of vocation for (N=179) (N = 43) (N=33) (N = 255) 

five years hence No. Percent No. Percent No. Percent No. 

Teaching 84 87.50 10 10.42 2 2.08 96 

Teaching and other 10 66.67 1 6.67 4 26.67 15 

Teaching and married 32 80.00 8 20.00 0 .00 40 

Married and other than teaching 8 66.67 2 16.67 2 16.67 12 

Other than teaching 12 35.29 10 29.41 12 35.29 34 

Married 23 63.89 3 8.33 10 27.78 36 
/ 

Unrealistic 3 50.00 2 33.33 1 16.67 6 

No response 7 43.75 7 43.75 2 12.50 16 
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Table 53 

Comparison of Committed, Ambivalent, and Not Committed Groups of 
Students on Preferred Vocation After Five Years 

Commitment group Groups 
Vocation Committed Ambivalent Not committed pooled 

Teaching 126 19 6 151 
( 105.996) (25.463) ( 19.541 ) 

Other 53 24 27 104 
vocations ( 73.004) ( 17.537) ( 13.459) 

Groups 
pooled 179 43 33 255 

x
2 = 36.286** 

x2 .oi 
2 (df = 2) = 9.21 

^Significant at .01 level 
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The contingency table, Table 53, shows a difference be

tween committed, ambivalent and not committed students on their 

preference for five years hence ; that is large and significant at 

the .01 level. Nevertheless, only 126 students, less than half the 

students enrolled in Human Growth and Learning in the spring 

semester are both committed and want to be teaching five years 

hence. If it can be assumed that part of the task of a college of 

education is to develop committed teachers, the fact that even 

those students who consider themselves committed have many 

ambivalent feelings about the vocation deserves the attention of 

educators. The data of the study indicate that half of the students 

entering the college of education are not motivated toward the 

profession. 

Dogmatism in teachers in training seems to contribute to 

difficulty in developing commitment. The effect is circular, 

according to the data of the study. That is, lack of commitment 

and dogmatism are interacting factors both of which affect learn

ing of the generalizations or principles taught in the course. 

Thus, to develop commitment and open-mindedness, we cannot 

depend on increasing information or on increasing credit hours 
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required for certification. Perhaps an orientation program for 

students entering the College of Education at the University of 

Arizona could be developed which might increase open-mindedness 

and commitment. Perhaps counseling each prospective student 

would give him opportunity to discuss the self-doubts and fears 

which the data show as factors which seem to decrease commit

ment. 

The data of the study on the previous group experiences 

which seem to be related to commitment indicate that for some 

students, an opportunity to interact in groups might increase 

commitment and open-mindedness. 

Differences in commitment as perceived by thirty students inter

viewed 

Since information from questionnaire data is often limited 

by the time allowed for response, and by the impersonal nature 

of the instrument, it was decided to supplement the data from the 

questionnaires by means of interviews. The purposes of the 

interviews were: ( 1) to discover how the student perceived his 

commitment to teaching, ( 2) to find any change in commitment, 

and the students' expressed causes for the change, and ( 3) to 

obtain suggestions concerning learning experiences of students 

training to become teachers. Six students of Group A (the 
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spring semester group) were randomly selected from the classes 

of each instructor. These 30 students were interviewed during 

the last two weeks of the semester. 

The 30 students interviewed were classified according to 

their commitment as expressed at the beginning of the semester, 

as at the time of the interview no indication of change in commit

ment had been obtained. Data from the interviews are organized 

in three parts. The feelings of the 30 students toward teaching, 

toward education courses and professional training, including 

feelings about practice teaching, are indicated in Part I. Included 

also in Part I are the attitudes of the students' friends about 

teaching, as the students perceived these attitudes. In other 

studies the attitudes of the peer group have been found to modify 

students' attitudes (Newcomb, I960; Lehman and Dressel, 1962). 

The expressions of the 30 students regarding changes in them

selves as they perceived them are given in Part II. The experi

ences in the course that they felt contributed to these changes 

are given in Part III. Direct quotations from the interviews are 

presented to indicate the tone and attitude of the 30 students. At 

the end of the semester the 30 students were reclassified. The 

figures given in Part I and Part II refer to commitment at the end 

of the semester. 
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Inferences to the spring semester group of 255 students 

will not be made from the statements of 30, as obviously this is 

only a 12 per cent sample. The 30 students, however, were not 

unlike the students of the spring semester group on the variables 

used in the study. The data in Table 54 support this statement. 

Table 54 

Means on Certain Variables for the Thirty Students Interviewed 
and the 255 Students of which They Are a Sample 

(N : = 255) (N = 30) 

M M 

Age 23. 020 24. 000 
Grade point average 2. 575 2. 699 
Otis Gamma ( raw score ) 60. 655 58. 100 
Hours, Psychology 4. 333 5. 630 
Hours, other behavioral sciences 5. 165 5. 130 
General pretest 29. 188 28. 500 
Number of children in the family 3. 400 3. 530 
Rokeach end score 142. 922 146. 700 
Rokeach difference -1. 380 760 
Transfer test 8. 922 8. 700 

Part I. Commitment as expressed through feelings toward teach

ing, and toward professional training. 

1. Most of the students interviewed ( 26 of 30 ) had had 

volunteer experience of an informal kind, such as helping a neigh

bor's child, playground work, or teaching Sunday School. The 

analysis of the interviews showed that the committed student 

tended to emphasize the enjoyment'of these teaching experiences. 
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( Fourteen of the 19 students committed to teaching at the end of the 

semester had expressed in the interviews positive feelings of 

pleasure in the helping relationship. Examples of the feeling of 

enjoyment as expressed by committed students are: 

"Teaching's for me. I've taught kids things 
ever since grade school. Right now I'm helping a 
neighbor child with his arithmetic. In high school 
the teacher let me take the biology class. . .lots of 
times. . . it was fun and I felt pretty good to be able 
to help the class. " 

"I like it, that's all. In the army I did a lot 
of teaching. It was fun. " 

"I like to help little kids. They always make 
me laugh. I've been around them a lot and I know 
I'll enjoy the work. I want to like what I do, I've 
tried other things but my wife told me to go back 
to college so I could do what I really want to do. " 

"I was a graduate assistant last year at 
Tempe and I just loved it. I'm from a foreign 
country and everyone there was afraid of the 
teacher. I know it will be fun to teach in America, 
although my English isn't as good as I wish right 
now. " 

2. On the other hand, the ambivalent and not committed 

student, who also had had informed experiences of similar nature, 

tended to emphasize the challenge of teaching, the feeling that it 

requires a great deal of ability. This supports the data of this 

study, obtained from the questionnaires, that self-doubt and lack 

of confidence are important causes for uncertainty in the vocational 

choice of teaching. It may also be interpreted that some students 
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have excessive difficulty in making any kind of decision and this is 

reflected in tentativeness in vocational decision (Ospow, Ashley, 

Wall, 1965). Three ambivalent and two not committed students 

expressed a feeling that teaching requires much ability. Only one 

committed student expressed the attitude. Examples of these 

statements showing concern about the challenge of teaching are: 

"I want to teach if I can be a good teacher. If 
I can't be a good teacher, I don't want any part of it. 
It takes a lot of ability to be a good teacher. And 
there's too many bad teachers around, dull ones 
who couldn't care less, and mean ones, too. I've 
had some of those.. . " 

"I just won't stay in teaching if I'm not good 
at it. I guess you have to keep on studying if 
you're going to be a good teacher. There's more 
to it than people think. " 

"It's a lot of responsibility. I get to wonder
ing if I can really be a good teacher. I have three 
children, and they've had all kinds. I'd like to be 
the kind that I'd want for my own kids. " 

"You see, I have this little six-year old boy. 
I've used a lot of things we've had this year with 
him, and they helped me. I've had quite a time 
with him. I want to be a teacher because I've 
seen what a teacher could do with him. But 
there's a lot to it, and I'm not sure I'm up to it. " 

Students also expressed the opposite feeling, that is, that 

teaching is not challenging and that it is not very demanding. Three 

ambivalent and two not committed students expressed this feeling 

of lack of challenge. Only two committed students expressed 

feeling of lack of challenge. These two gave it as a major factor 



in their commitment. Examples of these replies are: 

"Well, I'm not going to teach, and like I 
said on the questionnaire, it's money that bothers 
me, not money the way you think I mean, low 
salaries and just getting along. As my folks say, 
I could have trouble in any job over money. It's 
that everybody gets the same. No matter how 
good you do, even if you work your tail off you 
can't get any more than the next fellow in teach
ing. It's not very it doesn't in business if 
you don't work you don't get any raise, or you 
miss out on the bonus, or you don't get pro
moted. I don't want a job where you just get a 
raise automatic like. My dad's a teacher. 
I resent this business of just paying teachers 
the same, or getting a raise because you took 
some courses. " 

"My mother wants me to be a teacher. She 
says I'll be able to work even when I have child
ren, but I don't know. . . I guess I should not say 
it, but it doesn't seem very ambitious to me. . . 
I've thought about it a lot and I'm glad I got to be 
interviewed. I feel kind of wrong about taking all 
I do from my folks because they think they're 
giving me security. I really don't think I'll teach, 
unless it's with the Peace Corps. I want to do 
something that takes a lot of stuff to do before 
I settle down and have a lot of kids. " 

"Teaching's a kind of routine thing. You 
don't have to have any big ideas. I'm not a very 
intellectual fellow. But I want to have a career. 
I know I can't do any old thing. People look up to 
teachers." 

"I want to teach now, even if I get 
married right away. I'm engaged now and 
we're thinking of getting married this 
summer. I was kind of glad because I was 
afraid I couldn't make the grades I need to 
stay in here. I'm just barely getting a 
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three, but I've talked a lot with the kids here, 
and 1 think I could do it. Many of the students 
aren't geniuses or anything. 1 think 1 could 
teach and keep house too. Right now I'm 
worried about the final and all. . . but I don't 
feel so funny about teaching. " 

3. At this point in the career development of the inter

viewees security and fringe benefits did not appear to be dominant 

factors in commitment. Only five of the 19 committed students 

talked about security and fringe benefits as influences. Six of 

seven ambivalent students mentioned these as being factors attract

ing them to teaching. Three of five not committed students 

mentioned "dull security" as a factor influencing them away from 

teaching. Examples of students' statements concerning security 

or the advantage of the teacher's job are: 

"Teaching's OK. for those who like children. 
I thought I did but I'm not sure now. Those little 
kids at the Nursery School climbed all over me 
and got me so messed up I had to go back to the 
dorm to get cleaned up. I wouldn't like that for 
a life-time. But it's a good job. You'll always 
have it with tenure and all. " 

"One thing, you'll always have a job. . .the 
population explosion will take care of that. 
I want to teach, but I'm not sure why, the 
security, I guess. And then I like to travel and 
a teacher has time and money for that. " 

4. The interviews supported the data from the question

naires regarding the influence on commitment of a desire to share 

an interest in subject matter ( Table 47 ). Those who seemed 
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most committed through an interest in subject matter were those 

whose subject matter demanded motor as well as verbal skills and 

who had skill in the subject before entering college. This may be 

related to early decision which the data of the study showed to be 

related to commitment. It might also suggest that earning a 

living through these skills is possible in teaching. The ambivalent 

as well as the committed students mentioned interest in a subject 

as an influence on their commitment. Examples are: 

"I like sports. I'm pretty good at them too. I'd 
like to spend all my time in some kind of sport. 
I guess teaching's the only way I can do that. " 

"I'm in the Music College. I don't know 
whether I want to teach or not. I put down that I did 
because I have to eat, and I'm going to get married 
next month. That's not it though. I think every
body ought to play some instrument, have some fun 
with it. If I could have a band -- but that keeps you 
away from home, and it's kind of chancy. I don't 
know--teaching music I'd like, if the principal 
didn't interfere with you. I've heard they do with 
music teachers, afraid we'd get too much money. . . 
people like their kids in the orchestra too, whether 
they can play or not. I don't like that. I think what 
I put on the questionnaire was OK I really want to 
teach, if the school has a band. " 

"I've had a lot of psychology and sociology. 
I want to do something involving them, sociology 
maybe. You may not know it, but there's a lot of 
argument in the sociology department over whether 
we should study sociology to use it or, well just to 
find out things. Either way it's all right with me. 
I'm kind of practical and I can see some real 
practical changes you could make in communities 
by using what we learn in sociology. The professors 
don't all agree on what angle you should take about 



149 

sociology, but I've heard you can't get a good job 
teaching it. . . well, maybe on the graduate level. . . 
I probably won't teach, but you never can tell, 
I like sociology a lot. " 

Thus it can be seen that the ambivalent and not committed 

tend to be more concerned with the ability required in teaching, 

than the committed student. Concern that teaching does not 

challenge ability sufficiently or that it challenges ability beyond that 

possessed by the student were expressed by students in the ambi

valent and not committed groups. Enjoyment, the fun of teaching, 

the pleasure of helping children were emphasized by committed 

students. Some committed, ambivalent and not committed 

students were concerned with the security and fringe benefits pro

vided by a teaching career. Only the ambivalent ( six of eight), 

however, showed marked interest in these factors. 

5. Since commitment to a profession entails time spent 

in preparation for the profession, attitudes toward education 

courses and toward practice teaching might indicate depth of com

mitment to teaching. A pattern emerged from the analysis of the 

interviews. The committed student felt that the content of the 

course is interesting or that it is stimulating, whereas the not 

committed felt that there was too much in the course or that it 

was theoretical. The ambivalent thought there wasn't enough in 

the course or that the information was vague and might not help 
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them know what to do in the classroom. For example, 17 of the 19 

committed students made statements of this nature: 

"I like to think about why people do things, so 
I've really enjoyed the education course I have now. 
We have a discussion on why some kid will do one 
thing in a situation and some other one won't. I'm 
always going home and telling my wife about what 
some one said, or how the professor looks at things 
or some joke he told. She says she's had the whole 
course and could take the exam for me. I wish she 
would. I worry a lot about grades. . . not that I've 
had any trouble with them yet, but my wife's work
ing and I'm working. . . I wish I had more time for 
what I'm really interested in doing. Some of the 
people in our class have children or they've had 
more experience with kids than I have. I find the 
discussions good. I'm looking forward to next 
year. All my courses will be in this building then." 

"I think the stuff we're having will be really 
useful to me when I get to practice teaching. I'll 
really understand what the teacher is trying to do 
and what I could do to get along with the kids in 
class. I think we can use most of the stuff we've 
had, although some of it seemed a little dull. 
I liked especially the work on "ages and stages". 
My roommate and I did a report on our grade age--
what the primary school child is like and all the 
ways they can be different." 

"It's interesting to know about people and the 
only thing I wonder is whether we can use what we 
are learning. Sometimes I think you have to do the 
way the principal wants whether the psychology 
book says it's good to do or not. But I've really 
enjoyed reading about the cases in Cronbach, that's 
the part I liked, Carl and Child D and the others" 
( Child D was a case study of a gifted child in 
Page's Readings ). 
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Four of the five not committed students interviewed felt that 

there was too much in the course. This may reflect the opinion of 

students who enroll for credit hours toward a degree in another 

college at the University of Arizona. They may be disappointed in 

their expectation of easy credit. In one case it reflected too little 

time to study. The young man was working at a job requiring 40 

hours a week. The following are examples of the feelings of the 

not committed students: 

"You'd think we were graduate students really 
specializing in this, or maybe the instructor is 
trying to impress us. I suppose I'm nervous be
cause I've got to get a three, but there are so many 
points of view and we can't really tell what the in
structor thinks is the important one. " 

"There's too much theory for one course. It's 
the same in both the education courses I'm taking 
now. Yesterday I asked the professor to point out 
the main thing to review. We're reviewing for the 
final at the house (fraternity). It's a mountain of 
words. . .1 think we should cover less and really 
get it, or get a point of view any way. " 

"I've had two education courses this semester. 
I want to get ones but I just don't know what to 
learn. Cronbach and Page together and the abstracts 
we make from magazines and the lecture notes. 
They don't seem to fit together and anyway there's 
a lot--maybe I've just got exam jitters. " 

The ambivalent seemed to feel that there was not very much 

in education courses, or that the material would not be useful in 

the classroom. Although two of nineteen committed students ex

pressed this kind of feeling, six of seven ambivalent students, a 
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far greater proportion asserted that education courses had little 

content and were vague or useless. The following are examples: 

"One of my fraternity brothers took this course 
last year. He said it was a snap course and the 
lectures were boring. Well, for six points it isn't 
too hard, but we haven't had any lectures and I don't 
know whether his notes will do me any good on the 
final. It's mostly common sense, I guess. That's 
what's funny about education courses. You could 
get a one or a two if you get in the right section. 
Another guy could work like. . . (word ommitted) 
and pull a three. " 

"The courses seem a little vague to me. . .I've 
had two of them, and some days I think they should 
be just one. There doesn't seem much to them until 
we get one of the objective tests. " 

"I like the atmosphere in the class, it's differ
ent from the big courses I've had in here where you're 
just row seventy, seat nine. But I can't seem to 
take notes. I don't see what to write down. I feel 
kind of confused a lot of the time. " 

"A lot of what we have will never be useful. 
Some of it is kind of childish and sentimental. We 
don't get many things to help us get by in front of a 
bunch of kids. I'm worried about that day. I won't 
have time to figure out what I should do. I think 
they should tell us right now some practical things 
we can do if a kid 'talks back' or won't do his work 
or makes you look like a fool. " 

6. The same general pattern appeared in the statements 

concerning practice teaching. Seventeen of the 19 students who 

were committed at the end of the semester had expressed feelings 

of challenge in their anticipation of practice teaching. They were 

looking forward to it with a degree of confidence. Examples of 
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their feelings are: 

"I am really anxious to get to that. I've been 
disappointed that we didn't get into the schools to 
observe, because I want to feel I'm getting 
started." 

"I'll be nervous, and I'm a little jittery 
about that first day. . . but most of the time I know 
I can do it. " 

"When the time comes I think I'll be ready for 
it. I've learned I can interest a class because I took 
the class in 151 and taught a skill. Maybe the kids 
were just being polite, but they seemed to like it. " 

On the other hand, seven of eight ambivalent students, two 

of the not committed, and two committed expressed worry and fear 

of failure in the class. Quotations from their interviews are: 

"I worry a lot about practice teaching. I don't 
think I've really learned anything really helpful. 
I kind of dread trying to teach a class. I want to be 
really good at it, and I've heard the kind of place 
you get to practice teach can make or break you. " 

"I look pretty confident and I've had a lot of 
army experience but I'm scared about practice 
teaching. You see, I'm counting on doing it well, 
and I don't know. I just don't know if I can." 

"I'm really afraid of not being able to control 
the high school kids. You see how short I am and 
the boys may not take me seriously. My subject 
isn't taught much in grade school, and anyway I 
want to teach in high school or junior college. 
I'm not really sure I can handle it. " 

Three of the five not committed said they had no thoughts 

about practice teaching and evidently were not expecting to have 

to think about it. They said: 
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"I just haven't thought about that. " 

"All I'm thinking about now is the final exam. 
If I get by that I'll worry about next year. " 

7. The pattern of response to questions about teaching, 

about education courses, and about practice teaching differentiated 

the committed student from the ambivalent and the not committed 

student. In contrast to this, the pattern of acceptance of children 

of all races and cultures and all socio-economic classes was not 

as definite. Only 12 of the 19 committed students said that they 

expected no trouble accepting all kinds of children. Three of the 

five who started the semester as not committed gave answers 

similar to this. Two of the seven ambivalent toward teaching felt 

they could accept easily all children. Only 17 of the 30 students 

were ready to teach all races and all socio-economic classes. 

Examples of the feelings on this subject of these 17 are: 

"I've played all my life with non-anglo children. 
You know, as I said, I grew up on a government 
reservation. My father has a good relation with 
every one. I really see no reason why I can't do 
the same. I always have accepted non-anglos the 
same as I do any anglo. There are all kinds 
every where. It just depends on the individual and 
the chance he's had. I don't think I'm any different 
in this respect than I was before I came into the 
college. It's just part of me to look at anyone as 
an individual. " 

"I'm sure I can accept any child in my classes. 
Sometimes I feel a little strange with grown-ups of 
a different race because I've not had much to do with 
them and you read about crime and violence and you 
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get worried. But I've been on play-grounds with 
every kind of child you can think of and I've 
liked even the tough ones. " 

"I'd like to teach deprived children. If I 
teach, that would seem worth something to me, 
to do something for underprivileged kids. A 
kid is a kid. I really would look forward to 
teaching in a school that needed me. My mother 
said I'd quit the first day one of them pulled a 
knife on me. She wants me to teach in a nice 
quiet place. " 

"Because I'm human I don't think I will 
'like' every child, but it won't be his race and 
color. Sometimes I find people annoy me, 
that's all. " 

Nine students had expectations of some difficulty with de

prived children or with their ability to accept all children in their 

classes. Five of these were in the committed group. Four were 

in the ambivalent group. Here are examples from these nine 

answers: 

"I just don't think I can be friendly to all 
kinds of children. I know I should be able to, 
but I hope I don't get in a bad neighborhood. " 

"The idea sounds good. It's American, 
and I'm in favor of giving everyone a chance, 
but I sometimes wonder if I'll really accept all 
kinds of kids. I think I am a little prejudiced. " 

"There are some children that the teacher 
just can't adore, and why should she? You can 
still seem friendly even when you don't want to." 

"I have a lot of sympathy for the underdog, 
but I think there's a long way to go and teacher 
can only do a little about this. I've never been 
in clubs or anything much really close with 
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Negroes. I do have a Chinese friend, though, 
and we get along just fine. I've been wondering 
how I'll be. I think I can like every child as 
long as he comes to school clean!" (Laughed--
couldn't tell whether this was a joke or not. 
This is the girl who disliked the nursery school 
experience because she had to go back to the 
dorm and "clean up" after each visit. ) 

Four students expressed strong negative feelings in regard 

to children of another race or of a lower socio-economic class than 

their own. Two of these were committed students, two were 

ambivalent. Here are quotations from these expressions of nega

tive feelings: 

"I get teed off hearing about this and reading 
about it all the time. There's been discussion of 
it in 150 and as well in 151. One day I heard about 
this for two hours in ed. psy. and then the next 
hour a whole lecture on race. I think they ought 
to earn respect, and jobs and stuff. " 

"I got friends who say they think teachers are 
too sentimental and sometimes I think they're 
right. " 

"I'm not interested in teaching youngsters. 
I like them at the civilized age. " ( Not sure 
whether this belongs in the negative category 
or whether it was an evasion. The young man 
was cultured and highly "civilized" himself, 
but the tone seemed cynical to the interviewer. ) 

Feelings of a teacher about acceptance of pupils of all 

races and all classes may be related more to open-mindedness 

than to commitment. Among the 30 interviewees there were 

students whose score on the Rokeach Scale was two standard 
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deviations higher than the mean score of the total spring semester 

group. That is, a few in the committed group and a few in the ambi

valent group were considerably more closed, more dogmatic than the 

average student of the spring semester group. The scores on the 

Rokeach Scale of the not committed students in the group of 30 were 

closer to the average of the spring semester group. The greater 

open-mindedness of these individual students may be related to the 

easier acceptance of children of all races and classes expressed 

by the not committed in this group of 30 students. At any rate, the 

pattern of response on the acceptance of pupils of all races and 

classes seemed to be an individual matter. 

8. On the other hand, there was a decided pattern which 

differentiated the committed from the other two groups in the 

matter of emotional support from friends. One not committed ~ 

interviewee had a friend whose attitude toward teaching he admired. 

She was his fiancee, studying to be a teacher. All the rest of those 

who perceived their friends' attitudes as favprable toward teach

ing as a profession were strongly committed. Whether the 

committed student seeks out friends who support his commitment, 

or whether he becomes committed through the influence of his 

friends, is not clear. The positive effect of peer group approval, 

however, on the development of attitude is supported by research. 
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Statements from the interviews which reflect the positive attitudes 

of friends toward teaching are: 

"Most of my friends are going to be teachers 
too. We help each other, I think. I don't think 
much about how they feel about teaching, but we 
have fun together, and we gripe about work 
together. I think mostly we're all glad we're 
going to be teachers.11 

"My boy friend is going to be a teacher and 
he's so enthusiastic about everything. I don't 
really care what my other friends think. They 
don't say much about it. " 

"My friends are in architecture. They 
laugh at me for leaving the College of Archi
tecture to go into teaching, but I tell them I'll 
keep school business away from them if they 
don't shut up! I really don't pay much atten
tion to what they think. A fellow has to decide 
for himself what he's going to do with his life. . . 
if he can. I really think they kind of admire 
me for not thinking about money and making 
a name and all that. " 

"I'm not going to teach, but my girl is. 
Anyway I'm going to be a father some day and 
we need teachers. I think a man or a woman 
in teaching should be really proud to be a 
teacher. It shows you aren't money-mad, and 
it shows you think a lot about little kids. " 

One of the chief problems in increasing commitment to teach

ing among students may be the attitudes of the peer group. Of the 

seven students who were ambivalent at the end of the semester, six 

felt that their friends looked down on education as a career. 

"I wish my friends were going to be teachers. 
I feel a little funny about wanting to teach because 
they tell me it's dull and I'll just get in a rut." 
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"My friends think a degree in education 
doesn't mean much. It's hard for me to explain 
why I'm getting one. My grades are good, but 
they seem to think all my courses are mickey 
mouse ones and all their courses are hard ones. " 

It might be inferred from these quotations that ambivalent 

students need help in identifying with groups of students committed 

to teaching if their own vocational indecisiveness is to be modified. 

In summary of Part I, the data from the interviews indi

cates patterns of response distinguishing the committed student 

from the ambivalent and the not committed student. The com

mitted student emphasized the anticipation of enjoyment and lively 

pleasure in teaching, the other students emphasized challenge. 

They stated either a lack of challenge or too much challenge for 

their ability. The committed student anticipated student teaching 

with confidence, the ambivalent student with worry and some 

fears of inability to cope. The friends of the committed had posi

tive attitudes toward teaching; the friends of the ambivalent had 

negative attitudes toward teaching as a career. 

Part II. Change during the semester as perceived by the 

Interviewees 

1. Sixteen of the committed students indicated they felt 

some change, that they have been helped in personal understanding, 

or change in attitude, or gained in insight. Two ambivalent 
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students made similar statements: 

"I think the program has given me a better 
understanding of children, and I'm beginning to 
see the teacher's side more. I'll be on that side 
soon." 

o "There hasn't been much contact with kids, 
but I've enjoyed what I've had. I think I'm a 
little different. " 

"I think I understand people better, I'm a 
little more tolerant of things people do, like 
cheating and making excuses, than I was. " 

"I've gained, but it's hard to say how. I 
just feel more confident I can do this. Up to 
this term I've just hated to get on my feet and 
say anything. But now I feel free to say what 
I think. Maybe it's being almost ready to be
gin, or maybe it's being in class and knowing 
people in it. The instructor I had put a lot of 
emphasis on our knowing each other. " 

"I don't really know if I understand myself 
any better, but I notice things I do and say more, 
and how it affects my friends. I'm pretty 
thoughtless sometimes and maybe moody. If 
I do that when I'm teaching, heaven help the kids. 
Or maybe they'll just make it harder for me. " 

2. The not committed expressed feelings of little change. 

"I'mjust about what I was, but I notice I think 
before leaping. I'll never forget "causes are 
multiple", -- and I really see they are. . ." 

"The work hasn't given me the under
standing of real children I thought it would. 
I've had regular psychology, too, but there 
doesn't seem to be much I can use. I'm the 
same old me. Probably I expected too much, 
but I was really excited about starting here. . . 
I transferred, you see. " 



161 

"I don't notice any change, maybe there is 
some, but I don't think it was the course. I liked 
it, and I'm sorry to say this--but I don't think 
I'm really any better at understanding children, 
or myself for that matter. " 

"I think experience will be what teaches me. 
I'd like to get started. Of course, the principles 
are important too, but I don't think the course 
has changed my ideas any. " 

"I'm just about the same. I don't expect any 
course would change me now but I'd like to think 
I got some ideas about what to do with real child
ren. That movie "Shyness" I think helped me a 
little, but, well. . . . we should have had more of 
something, I'm not sure just what. . . " 

3. The ambivalent students expressed more negative feel

ings concerning the course than either the committed or the not 

committed students. These two examples illustrate the frustration 

and disappointment of the ambivalent student: 

"The instructor talked a lot about growth 
and development and how things should be done, 
but I didn't see him teaching that way. Some
times he seemed kind of interested, but then 
another time he didn't give us a chance. If 
we're supposed to understand children, I'd like 
to get some of that now. He keeps talking 
every day about the exam after telling us grades 
aren't important." 

"As I said before, the course is vague, and 
I don't see how anyone can expect me to know what 
to do in a real situation. I'm in one of my bad 
moods today so I--anyway, I don't expect a course 
to help in an actual situation. Reading about school 
and children in Cronbach and teaching is like read
ing how to drive a car without ever getting in one." 
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Seventeen of the interviewees were committed at the begin

ning of the semester. One of these became undecided because of 

self-doubts. He lost confidence in himself through "seeing the 

teachers with the children in the museum". Counseling might have 

helped him. One became ambivalent because of interest in another 

field. One of the girls committed at the beginning had definitely-

decided to work in a field related to her major. She had found 

through observation work in an agency that she preferred working 

with one individual at a time because groups "confused" her. Of 

eight interviewees ambivalent toward teaching the beginning of the 

semester, four became committed; three were still undecided 

at the end of the semester; one decided definitely not to become a 

teacher. Three of five not committed students remained not 

committed. Two were beginning to want to become teachers. 

Both of these expressed lack of confidence, fears about coping 

with the demands of the vocation. One said she began to feel much 

less worried as she worked with the children in the Little Bear's 

Nursery. She had decided to change from the secondary curricu

lum to the elementary. At the end of the semester 19 were 

committed, seven ambivalent, three not committed. It was 

difficult to classify one of those originally not committed as she 

stated a new and firm desire to become a teacher but had many 

feelings of uncertainty. 
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It is evident from the data of the interviews that becoming a 

teacher is a developmental process, rather than a vocational 

decision. 

Part III. Activities in Education 151 which the students thought 

aided their development as teachers 

In regard to learning activities preferred by the students of 

Education 151, Human Growth and Learning, no pattern distinguish

ing the committed from the ambivalent and not committed students 

was evident. Preference for oral participation and involvement in 

the course was expressed by students who were committed, ambi

valent and not committed. It can be noted from the data in Table 

55 that the students preferred activities that promoted skill in oral 

presentation. They valued the opportunity to discuss, to ask 

questions of each other, of the professor, of the teachers who 

brought children to the museum. Twenty-seven of a possible 60 

times observations were mentioned as first or second in import

ance as a learning activity for future teachers. Seventeen times 

small group discussions were mentioned as first or second in 

importance. It may be hypothesized that the students recognize 

verbal skills as necessary for a teacher. It may be that students 

preparing to be teachers already have verbal skills and wish to 

use them. The emphasis of these students on activities involving 



Table 55 

Preferred Learning Experiences of the Thirty Education 151 Students Interviewed 

Discussions Demonstrations Discussions Auto-Inst. 
Preference Observations (Small Group) ( Students ) (class) (adjunct) Lecture 

First 17 0 

Second 

Third 

10 

0 

10 

3 

2 

5 

7 

12 

1 

9 

0 

1 

Total 27 20 11 21 10 

1 
f 
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oral work may be a result of their having entered the College of 

Education from colleges having very large classes of 200 or 300 

where it is not customary to ask questions or to have oral dis

cussions. 

Even those not committed to teaching thought' activities 

that promoted skill in oral participation important. As one girl 

said, "Some students in college expect the professor to pour it 

right in, but after you've had two years of that in huge classes you 

want to get into the course yourself. " In addition, it can be seen 

from the students' comments on preferred class activities that 

participation experiences seem to increase commitment. A sum

mary of the 30 students' preferred learning experiences in 

Education 151 is given in Table 55. 

Comments on the activities of the course as the students 

gave them follow. Many criticisms and suggestions for im

provement were given even for the most favored activities. As 

no patterns were observed for the committed students the activi

ties will be listed with quotations from the interviews following 

each activity. Both positive and negative comments are given 

as the writer found that suggestions "useful for modifying the 

learning activities of the course" were to be found in all comments. 



1. Observations 

a. Positive comments on observations 

"I loved to see the children. In the museum I 
was busy answering questions and keeping the child
ren from touching things! In the Home Economics 
Nursery the children are freer to be themselves. 
You can help plan the programs, and right after the 
class you have discussions about what you saw. In 
the museum you could see the teachers' negative 
attitudes--sometimes anyway, the children were 
just herded in. " 

"The observations were the best for me. I'd 
like to see that program expanded. I was in the 
Pioneer museum. Sometimes the kids wouldn't 
show, sometimes the docents would skip out and 
leave just one or two to take the whole gang around. 
The smallest group I had was nine or ten, so I 
couldn't spend much time watching. It usually cost 
me at least ten cents a trip for the player piano 
it was worth it to see the look on the kids' faces. 
I'd like to have seen some secondary kids, but not 
just secondary. . .1 really had a time with the 
small ones at the Pioneer. How do you like those 
forms? You probably know some of the fellows 
fake it. But anyway, it was fun and I learned a 
lot about how kids react, and I saw some teachers 
pushing the kids around without realizing how 
nasty they were. One just grabbed one of the kids 
with me and shook him up...I never knew why. 
The kids just acted used to it. I felt kind of 
embarrassed. " 

"Whatever happens you should keep the 
observations. They could be a lot better. I just 
went and observed and drew my own conclusions. 
I was at the YWCA--a class of girls about eight 
to twelve years. In my country there's more of 
a disciplinary approach in the schools and I felt 
the observations gave me a feeling for the 
American approach. I saw the girls in Crafts 
Class, swimming, and just playing around the 
gym. " 
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"The observations are certainly not ideal, but 
they're the best part, because you feel you're really 
seeing some of what you'll be doing later. You look 
at the teacher and if you don't like what you see you 
wonder about yourself some years later. I don't 
think the State Museum is very good for observations 
though. I usually observed two hours. The 9:30 
hour is best because you don't have too many child
ren. 1 needed to learn to talk with the children. At 
first 1 felt almost scared of them. 1 didn't really 
know enough about the museum. When I got used 
to doing it though, I began to want some variety--
I wished I could have learned something about the 
children, you didn't get a chance to talk with the 
teachers about them. It began to seem like an 
artificial situation. " 

"The class discussions were the best part. . . 
especially when we discussed what some one re
ported they saw in the museum. . . like the time the 
teacher grabbed the kid and shook him for chewing 
gum. . . was that docent upset. . . and you know you're 
just going to get that when you are a practice teacher. 
Just going to the observations routine-like didn't 
help. 1 liked it when we had discussions and learned 
what the others got from the observation there 
should be more variety, like when we discussed the 
ungraded primary if some of us could have gone to 
see this and we could talk about how it was really 
working. . . there's a junior high here that I think is 
ungraded, the Canyon del Oro. I'm going into 
junior high. I'd like to observe there. " 

"The first thing I'd keep for the next class is 
the observation. When I first tried it, I said, 
"I'm really going to hate this, " but I found it was 
fun and helped me through the rest of the require
ments. But I think there should be a chance to see 
the same children over a period of time. There 
are a lot of children of all ages who need help who 
get discouraged. If you could set up a tutoring 
situation, .we, the students I mean, could go into 
the class and watch their own student in class and 
how the teacher is to him, and hwat he does and 
all. . . and then for an hour a week you could help 



him, go back again and see how he is in class, and 
keep that up for a semester. It would help you a 
lot to understand what a teacher has to put up with 
and what can be done. I read about this once in 
Time and I suggested it to Mortar Board as an 
activity. .. but it could be done in 151. It makes 
sense, doesn't it? " 

"I just wish every student could have the same 
opportunity I've had this term. I've been observ
ing at the School for the Deaf in town here, and 
now I'm working there three days a week. It's a 
real situation and it makes a lot of what I've had 
this year much more interesting. I'm taking 
other courses in education besides 151. It helps 
with those, too. . . and it helps me. . . sometimes 
I don't feel very confident, but going out to the 
School for the Deaf where I feel I can really help 
those kids has been the best experience I've had. " 

b. Negative comments on observations 

"Sometimes it didn't amount to much and I 
felt kind of let down because I got to looking for
ward to it. Sometimes the children were late or 
didn't show. Then we saw the same grade child
ren every time. I wish we could have had some 
school observations. . . from grade one up. " 

"I wish we could have more in our field. 
Maybe the fellows in. 151 who were interested in 
sports and coaching could go as a group, or by 
twos and threes. Then you could discuss what 
you saw--see if the others saw something else. 
It's a real good part of 151, but there's a lot 
could make it better. . .like seeing different age 
groups." 

"I hated those observation forms because 
sometimes I had to make stuff up to hand in--
I felt guilty about this but some of the kids just 
filled in the form and didn't go. There'd be 
less of that if we had a free report, just what
ever we saw. Or we could have a discussion 
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before we observed, something general to look for, 
or even just a report on what the teacher said and 
what happened, or how she gave the assignment or 
something. I was in the nursery school and some 
days we could have really written something." 

"My main trouble in the course is certain 
things about the observation. They could be so 
interesting, and sometimes they were real help
ful to me. I went to the Pioneer, and lots of times 
there were no children and I just had to go back 
with nothing to write for the report. I went on my 
own to the Clinic for the Mentally Retarded but 
even then I couldn't write on that form. I wish the 
next group could have a variety of observation 
experiences and I think we could go in twos or sets 
of two. Then we could discuss what we saw. I'd 
like to know how the others see the same situation." 

2. Small group discussions 

a. Positive comirments on small group discussions 

"What I found best about the course was the little 
discussion groups. Sometimes the prof would come 
along and talk with us, sometimes he'd be with 
another group. When I teach I'm going to use the 
same idea. You don't feel any pressure that you 
have to say something. You don't get embarrassed 
about being wrong. I liked this. I was in a govern
ment class of 500 and you could never ask a question, 
and you got pretty drowsy. " 

"I learned a lot from the small group discussions. 
One thing I learned was that I'm not very good at read
ing. Some of the others in the group would point some
thing out that I hadn't even paid any attention to. We 
used those mimeographed (fiestions and sometimes 
the discussions got into arguments because you could 
take some of those questions two ways and two ans
wers could be right." 

"My friends think I'm aloof and I don't say much 
in a class discussion. I think in the whole class 
there are only a few who carry a class discussion 
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along, but in a small group I get drawn in. I feel 
the small group discussions helped me personally 
the most." 

b. Negative comments on small group discussions 

"The only bad thing about them is that some
times most of the kids hadn't read the material and 
then it was kind of a wash-out." 

"The small groups we had were about the best 
way to discuss the material. The only trouble was 
that the prof told us to divide up any way we wanted 
to. . .that was good sometimes, at the beginning 
maybe, but I think I would say divide up any way 
except that you should be with a different group each 
time.11 

3. Discussions involving entire class 

a. Positive comments 

"I didn't like a course too tied to a text. We had 
a lot of discussions and I really got a lot of ideas 
from them even though I didn't do much talking my
self. I wish I would have. .. teachers need to but 
anyway some of us did. There were some mothers 
in the class and they added a lot of personal stuff. " 

"The class discussions were good most of the 
time. Of course, a lot of fellows are just shooting 
the breeze but it keeps you awake. " 

"I just can't take part in a discussion. Just 
when I get up steam to get into it someone else 
has already said just what I wanted to. . .but you 
get a lot out of hearing the others. " 

"I've been a typewriter repair man and I've 
run a service station, so I've had a lot of experi
ence meeting and greeting the public. Maybe 
I like class discussions best because I can do it. 
I like exchanging ideas. " 



"The wildest day we had in class was over the 
test one time. The whole class got into it. Some 
fellows thought their answers were right and every
one was talking at once. The prof said we'd get it 
better by getting them wrong and that started us off 
again. This (kind of discussion) is a lot better 
than having a few kids monopolize the whole thing." 

"One of the best things 1 think are the discuss
ions. You can just listen if you don't feel like 
talking. Sure, a lot of it's wasting time, 1 think, 
but if we could get to know everybody a bunch of 
us could squelch those guys that do that. . ." 

b. Negative feelings about class discussions 

"The instructor ought to shut off some of the 
gas. . . a teacher ought to know when to finish off 
the talk. It just goes round in circles and 1 didn't 
know what he wants us to think. " 

"There's a couple of girls in our class, 
I think they're graduate students, anyway, they 
always have an answer and they don't just give 
it and shut up. One of them. . . she just keeps 
right on going. . . " 

4. Oral presentations by individual students 

a. Positive feelings about oral presentation 

"We didn't do much oral work until after mid
term. Since then we've been working on separate 
ages. I talked about my grade, the one I'm going 
to have, I mean, and I hunted all over the library 
for ideas and I think it went over pretty good. 
Anyway, I felt good about how the kids listened. 
They asked me a lot of questions afterward. " 

"I really like variety and in Horn Ec you get 
a lot of variety. Here I know I wasn't very much 
interested until we had the demonstrations. It 
was fun seeing how the different kids would teach. 
The one I liked best was that boy who sat us all 
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on the floor and taught us a little kids' song, and 
we banged sticks. He's already- a good teacher. 
That was the best class we had all term in 
Education 151. " 

"The thing 1 liked best was the stuff 1 did 
for the project. . . all of us had something to 
get ready. Mostly, I just party around or watch 
the tube but 1 had all this stuff to do and you 
couldn't sort of bluff through if you're it. . . it 
sort of made me get down to doing something. " 

There were no negative comments about oral presentations. 

5. Comments on auto-instruction 

Note: It was evident that many students thought of the 

auto-instructional work as tests. In some classes they were used 

as tests. 

a. Positive comments on auto-instruction 

"Those self-tests were the best thing in the 
course. You either knew it or you didn't and 
there was none of this gassing around. They 
ought to let us take them home, though. " 

"The self-tests were wonderful. I think 
I really began to learn to read because of them--
in college yet. " 

"Those self-instruction sheets were the 
first multiple-choice tests I've ever taken. 
In Europe we had all essay ones, long ones too. 
It took me a long time to get used to the other 
kind but they made me read more carefully. " 

b. Negative comments on auto-instruction 

"I didn't think we should be graded on those. 
We never get a chance to see them again." 

"I'll tell you what I didn't like. . . those self 
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test sheets. They were too tricky. . . and besides 
when we saw the instructor coming with a pile of 
those we just thought. . .well, something to keep 
us quiet for two hours.11 

7. Lectures 

One student mentioned lectures as one of the three learn

ing experiences of Education 151 that contributed to his development 

as a teacher. His comments were both negative and positive. 

"The lectures tell you what to remember, 
what the instructor's going to give on the exam. 
If he's a good Joe you don't have to do anything 
else. You just get the lectures down cold. . . of 
course they get dull by the second hour but if 
you get a lot of notes in a course you've got 
something out of it. You don't get lectures 
in high school. It's a college way. Sometimes 
you can't get the notes very well or you're 
absent or something but you can always get 
somebody's notes. If you're in a class where 
there's just discussion you don't get anything 
out of it and you don't know what to study for 
an exam." 

In summary of the interview data it should be pointed out that 

the patterns of response which defined students who were committed, 

ambivalent, and not committed on feelings toward teaching, toward 

education courses and toward practice teaching do not hold for 

activities of the course preferred by the 30 students interviewed. 

Students considered oral participation and involvement in the course 

most influential in their development whether they considered 

themselves as committed to teaching or not. The only noticeable 

difference in activity preference was the mention of a preference 
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for lectures by one not committed student and a preference for 

auto-instruction by five ambivalent and not committed students. 

Committed students all preferred various forms of oral participa

tion. 

Summary 

By analysis of variance the two semester groups, fall and 

spring, were found to be sufficiently similar so that inferences 

from the spring semester students of Education 151 might be made 

to the academic year population. 

Commitment differences of the students in the spring 

semester group were analyzed by a computer program, using the 

analysis of covariance technique. Nine regression equations test

ing the hypotheses of no difference in dogmatism, change in dogma

tism or score on transfer of generalizations test between commit

ment groups, between groups who change in commitment, and 

between groups who report some change in attitude toward teaching, 

show that the hypotheses cannot be rejected. 

The variables that were significant ( . 05 or .01 level) were 

the beginning Rokeach score and the instructor. For the transfer 

test, three additional variables were significant. The female 

student, the married student and the students who score high on 

the pretest in educational psychology tended to score higher than 
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the other students, regardless of commitment group or change 

group. 

Analysis of the students' replies to the questionnaires 

showed no significant differences on commitment between male 

and female students. The married student, however, tended to 

score higher on the transfer test ( significant . 05 level). 

Students classified as juniors tended to be more committed 

to teaching than those classified as seniors. However, there was 

no difference on major area, elementary or secondary, between 

commitment groups or change groups. There were no significant 

differences between commitment groups or change groups on 

number of children in the family, position in the family or number 

of relatives in teaching. There were differences in number and 

kinds of experiences between the committed, the ambivalent and 

the not committed. 

More of those who decided before entrance to college to 

become teachers were in the committed group. The committed 

group tended to be influenced toward teaching by persons, the 

ambivalent by security or fringe benefits. The two major causes 

for uncertainties about teaching were self-doubt and preference 

for another field. 

The data from,the interviews tended to corroborate the 

statistical findings of the study and the findings from the 
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questionnaires. However, no patterns of differences on preferred 

learning activities between students committed, ambivalent, and 

not committed appeared from an analysis of the interview data. 

The students preferred activities which would involve them in oral 

participation and in interaction with children. 



Chapter V 

Summary, Conclusions and Recommendations • 

Attitudes relevant to the subjects taught are important 

objectives of every teacher. The development of positive attitudes in 

the student toward children and toward the profession are important 

objectives of teachers in the college of education. The principal 

purpose of the study was to investigate two attitudes, commitment to 

teaching, and open-mindedness of students entering a college of educa

tion, and the extent to which these attitudes are held by these students 

on completing the introductory course in Human Growth and Learning. 

A secondary purpose was to find out whether variability in these 

attitudes falls into patterns useful in modifying the learning experi

ences included in the course. 

Summary 

The subjects for the study were 255 students who entered 

Human Growth and Learning ( Education 151 ) in February, 1965 ( Group 

A) and 422 students who finished the course in January, 1965 (Group 

B). 

Commitment to teaching was studied by means of a question

naire answered by the fall semester students at the end of their first 

semester in the college of education. The Rokeach Dogmatism Scale 

177 
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was used to show the students' position on a continuum of open to 

closed-mindedness. The students in the spring semester group ans

wered a second questionnaire and the Rokeach Scale again at the close 

of the semester. End of course data only were obtained from Group B. 

The students in Group B were included in the study in order to extend 

the population to all students enrolled in Education 151. The com

parison of the spring and fall semester by analysis of variance and 

by the chi-square test showed that the students of the two semesters 

were not significantly different on the variables age, grade point 

average, Otis Gamma score, hours in psychology, score on pretest, 

position in family and student college classification. Therefore, the 

spring semester sample was judged representative of the Education 

151 academic year population. 

A review of the literature relevant to the study supports the 

belief that commitment tends to affect a student in three ways: 

( 1 ) his perception, ( 2 ) his retention of the material learned, and 

( 3 ) his image of himself as a teacher. 

Studies on open-mindedness by Rokeach ( I960 ) and others 

(Kemp, I960; Ehrlich, 1961; Pannes, 1963; Kemp and Kohler, 

1965 ) show that: ( 1) open-minded subjects had less difficulty in 

the critical thinking demanded in mathematics and science than 

closed minded students, (2 ) there were significant differences in 

success in learning between high and low dogmatic students, and 
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( 3) that students scoring high on the Dogmatism Scale had difficulty 

in self-acceptance and in maintaining mental health. 

Rokeach's concept of the open and closed mind suggests that 

changing the attitudes of students is a complex task. An individual's 

belief system has developed over the years, is integrated with his 

personality and is not easily altered. Personality factors, such as an 

individual's emotional make-up, the quality of his relationships with 

others, and his self-concept make change difficult or easy for him 

(Krech, Crutchfield, Ballachey, 1962). The degree to which atti

tudes are changed depends on many factors. Compounding the 

difficulty is the variety of ways in which these factors are inter

related. The studies reviewed tend to support the belief that change 

in attitude can be facilitated through a non-threatening climate, 

through group identification and through personal relationships. 

To study differences between commitment groups the analysis 

of covariance technique was used. Nine regression equations tested 

differences between commitment groups and between groups of 

students who changed in commitment on the variables of dogma

tism at the end of the semester and on score on a transfer of 

generalizations test. The hypotheses of no difference between groups 

on these variables could not be rejected. In all cases the significant 

variables were the beginning Rokeach score and the instructor. 
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To investigate commitment to teaching more thoroughly and 

to discover the learning experiences which the students thought influ

enced their development as teachers, 30 students were interviewed at 

the close of the spring semester. These students were selected 

randomly by classes from the 255 students in Group A. 

Conclusions 

It is recognized that the subjects studied were enrolled in a 

division of a large state university. It is also recognized that the 

instruments used had limitations. Nevertheless, for similar students 

in similar situations the following conclusions are tenable from the 

findings listed in Chapter IV of the study: 

1. Individuals do not change greatly in dogmatism in one 

semester. Intelligence, at least in this group presumed to be at 

least average in ability, seems to have no significant relationship to a 

decrease in dogmatism. 

2. Close-mindedness (dogmatism) appears to inhibit the 

transfer of principles of child development to new situations. 

3. Experiences which decrease close-mindedness tend to 

foster the attainment of at least one objective of the course, the 

transfer of generalizations. 

4. Change in the dogmatism of the student and his ability 

to transfer the generalizations learned in an introductory course in 
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Human Growth and Learning to new situations can be brought about by 

the instructor. 

a. The instructor's task will be facilitated if the 

student is committed. 

b. The instructor's task will be facilitated if the 

s student is female. 

c. The instructor's task will be facilitated if the 

student is married. 

5. Commitment to teaching is not developed quickly since 

commitment to teaching appears to be associated with early decision 

to become a teacher, and with group experience involving informal 

teaching prior to the students' entrance to the college of education. 

a. The instructor can change commitment. 

b. The task of the instructor is easier if the student 

is low in dogmatism at the beginning of the course. 

6. Self-doubts, fears of not being able to cope with the de

mands of teaching, are prominent causes for uncertainty and lack of 

commitment. Since both the analysis of the questionnaires and the 

interviews indicated these as causes of uncertainty and since the 

influence of persons on commitment is strong, the writer concludes 

that the ambivalent and not committed may not have had sufficient 

experience of success with children. 
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7. The college of education is spending time and money and 

expending the energy of its instructors training for teaching students 

only about half of whom intend to become teachers. Even expressed 

commitment to teaching at the time of teacher preparation is not 

necessarily a career commitment. 

Recommendations 

It can be inferred from the data of the study that commitment 

to teaching and open-mindedness are two attitudes to be fostered in 

students preparing to become teachers. Furthermore, it has been 

supported by research that change tends to take place in an environ

ment that actively fosters change. Emme ( 1943) who found signifi

cant reductions in superstitious beliefs in students who were present 

in a one semester course in general psychology where serious 

attempt to change students' beliefs was made. Eddy ( 1959) studied 

20 colleges. He found the level of expectancy of the college for its 

students and the involvement of the student in the college goals are 

important factors in the students' development of attitudes and values. 

Jacob ( 1957 ) found that climates favorable to a redirection of atti

tudes appear more frequently at private colleges of modes 
- . • IS. 

enrollment. Hfe also reported a few instances of attitude change with

in a particular school or division of a large public institution. 
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The College of Education at the University of Arizona where 

this study was made ij3 a college of "modest enrollment", a division of 

a large university. There is precedent to encourage belief that an 

effort to increase commitment and decrease close-mindedness might 

succeed (Gottlieb, 1961 )> Therefore, it is appropriate to make 

recommendations which seem to be indicated by the present study, 

recommendations which might increase open-mindedness and commit

ment in the student. 

1. Students could be offered more varied contacts with 

children of all ages. Passive observation is not enough. The 

student must have an opportunity to become involved with the group 

as in the Scouts, Y or Community Center, or the opportunity to inter

act with an individual student. The six students who tutored retarded 

readers at local primary school became both more receptive of students 

of a different race from their own, and more enthusiastic about the 

prospect of becoming teachers than they were at the beginning of the 

semester. 

2. All instructors could well make more use of small group 

discussions. However, these small group discussions need plan and 

leadership. Newcomb's theory ( 1961) that the greatest change in 

attitudes and values comes from peer group influences supports this 

recommendation. Burton's study at the University of Arizona ( 1945) 

found students more stable, more self-confident, more extroverted 
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after four years at the University. It cannot be known until it is 

attempted whether a purposeful effort to increase these traits would 

succeed with students in a college of this same University. 

3. Greater use of individual demonstrations, panel discuss

ion, oral presentations by the students might be used as was 

suggested by the students' reported reactions to these in the few 

classes that used them. 

4. The instructor in educational psychology must make 

every effort to preserve and increase the image of the college as a 

friendly place and of himself as accepting, as concerned about the 

students' progress. It was apparent from the comments of most 

of the interviewees that they had found the college of education in 

general more interested in them and in their development as 

persons than the college divisions from which they had entered. 

Since a decrease in dogmatism is a major change in personality, and 

since writers in the field of personality agree that major changes in 

personality occur nearly always in the context of an ongoing personal 

relationship, there is much support for the students' belief that the 

personal concern and availability of the instructor was of great 

benefit to them (Rogers, 1957; Gendlin, 1963; Ryans, I960 ). 

5. The data of this study could be interpreted to mean that 

a reorganization of the material of the course in Human Growth and 

Learning is needed. The instructors through concerted effort can 
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make a new course which will communicate its common goals to the 

student. If the students share common goals, the learning of princi

ples of educational psychology useful to the beginning teacher will be 

facilitated and the growth of commitment and openness will be fostered. 

Of course, the reorganization of a course in educational psychology is 

beyond the scope of this study. However, the data of the study indi

cated the need. 

6. The data of the study suggested a need for career counsel

ing or for an orientation course for students entering the College of 

Education. 

Suggestions for further research 

The data of the study suggested a need for further research on 

commitment and open-mindedness. 

1. A study of additional variables, such as religion, socio

economic class, service in the army, which might account for a 

greater proportion of the variance in Rokeach scores and in change 

in Rokeach scores. 

2. Since commitment was found to be an individual matter, 

and its effects on dogmatism also individual, the study of groups does 

not yield as much information as a teacher educator needs. Case 

studies of the 86 individuals who changed more than 16 points on the 

Rokeach Scale might yield information about who changes and why. 
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3. A careful study of the methods and personalities of the 

instructors whose students changed Rokeach Score in the direction of 

greater felxibility might yield suggestions for course reorganization. 

4. A study of the variables marital status and sex might be 

profitable as these proved significant in predicting the score on the 

transfer of generalizations test. 
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Appendix A. Questionnaire Given at the Beginning 

Name 

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. The following are examples: 

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, grandparent, 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? 
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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? 



189 

Appendix B. Questionnaire Given at the End of the 
Semester 

Name 

1. Haw 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. The following are ex
amples: 

I am certain I want to be a teacher. 
1 am not at all sure 1 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 February 1st 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 February. 

3. As you perceive it, what factors contributed to the change? 
(Either toward teaching or away from it) 
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Appendix C. Test on Transfer of Generalizations 

Name Section Instructor 

Read carefully. Choose the one you think is the best answer. (More 
than one may be accepted as correct. ) 

1. Piaget indicates several stages in the mastery of mental 
operations. Which of the following statements is mos.t 
nearly correct? 

( a )  E a c h  s t a g e  a p p e a r s  a t  t h e  s a m e  a g e  i n  a l l  
children. 

( b )  T h e  s e q u e n c e  o f  s t a g e s  i s  q u i t e  e x a c t  b u t  t h e  t i m e  
of appearance may vary greatly. 

( c )  T h e  s t a g e s  a r e  c l e a r l y  d e f i n e d ,  o n e  i s  c o m p l e t e d  
before the next appears. 

2. Three teachers hold different attitudes toward education. 
Which is psychologically the nearest correct? 

( a )  M r .  A ,  w h o  b e l i e v e s  t h e  b e s t  m e n t a l  d e v e l o p m e n t  
comes through such subjects as mathematics, 
Latin and physical science. 

( b )  M r .  B ,  w h o  b e l i e v e s  i t  i s  n o t  t h e  s u b j e c t  o n e  s t u d i e s  
but how hard he works on it that is important in 
mental development. 

( c )  M r .  C ,  w h o  b e l i e v e s  i t  i s  n e i t h e r  h a r d  s u b j e c t s  n o r  
hard work but the way the material is learned which 
is important in mental development. 

3. What principle is illustrated or involved in question 2? 

4. It was proposed to set up an award for an outstanding student 
in the field of Educational Psychology. Which would stimu
late the most effective learning? 

( a) A plaque which the award-winner could hang on his wall. 
( b) Fifty dollars in cash. 
( c ) A set of professional books valued at $75. 
( d )  A l l  o f  t h e  a b o v e  a r e  e q u a l l y  e f f e c t i v e .  
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5. What principle is involved in question 4? 

6. A teacher approached an eleven-year old pupil and said, 
"Unless you improve your penmanship, Oglethorpe, no 
one will ever know what a good speller you are.11 What 
principle is illustrated? 

( a )  I m m e d i a t e  k n o w l e d g e  o f  r e s u l t s  m a k e s  l e a r n i n g  m o r e  
effective. 

( b )  A  t e a c h e r  p r o m o t e s  m o r e  e f f e c t i v e  l e a r n i n g  b y  e m 
phasizing success rather than failures. 

( c) Praise promotes more effective learning than 
reproof. 

( d )  P r a c t i c e  s h o u l d  b e  p l a c e d  a t  t h e  p o i n t  o f  e r r o r .  

7. A person wrote to "Dear Abby" complaining that her child 
was failing in reading because he had a poor teacher. 
Abby replied to the effect that "Anyone can teach any child 
who wants to learn. " Assuming that Abby's answer is 
correct, which of the following may be concluded? 

( a )  T h e r e  a r e  g r e a t  i n d i v i d u a l  d i f f e r e n c e s  i n  a b i l i t y  t o  
learn. 

( b )  P r o f e s s i o n a l  c o u r s e s  i n  e d u c a t i o n a l  p s y c h o l o g y  h a v e  
little value. 

( c )  P r o f e s s i o n a l  c o u r s e s  i n  e d u c a t i o n a l  p s y c h o l o g y  
should emphasize how to teach more than what to 
teach. 

8. A business man, solicited to pledge a contribution to the • 
Cancer Fund, says, "Put me down for what the other fellows 
are giving." What level of character development does this 
represent? 

( a )  s e l f - c e n t e r e d - e x p e d i e n t  
( b )  c o n v e n t i o n a l  
( c )  r a t i o n a l - c o n s c i e n t i o u s  
( d )  i r r a t i o n a l  



Assume that there is a correlation of -1. 00 between the 
length of a mermaid's tail and her swimming speed. 
Mermaid A has the longest tail of all the mermaids. We 
may conclude that 

( a )  M e r m a i d  A ' s  l o n g  t a i l  m a k e s  h e r  s w i m  s l o w l y .  
( b )  M e r m a i d  A  w o u l d  b e  h a r d  t o  c a t c h  i f  h e r  t a i l  w e r e  

cut off. 
( c )  S l o w  s w i m m i n g  h a s  m a d e  M e r m a i d  A ' s  t a i l  g r o w  

long. 
( d )  M e r m a i d  A  i s  t h e  s l o w e s t  s w i m m i n g  m e r m a i d  i n  t h e  

ocean. 

Some bright children are admitted to the first grade a year 
younger than conventional age. Research on the children 
a few years later has shown which of the following to be 
characteristic of those so accelerated? 

( a )  D o  w e l l  a c a d e m i c a l l y .  
( b )  A r e  s o c i a l l y  m a l a d j u s t e d .  
( c ) Develop poor eyesight. 
( d )  A r e  e m o t i o n a l l y  s t a b l e .  

Choose one of these. 

( a) a, b, and c 
(b) a and b 
( c ) b, c, and d 
( d) a and d 

Johnnie, aged five years and two months, has a mental age 
of six years and eight months. His parents are eighth grade 
graduates. They subscribe to few magazines and read very 
little. Hjwever, the mother is devoted to Johnnie and takes 
him to kindergarten every day and walks with him the three 
blocks home from school. Susie, aged five years and two 
months has a mental age of six years and two months. Her 
parents are college graduates and have read many books to 
Susie. Susie went to the same kindergarten but walked back 
and forth to school without her parents. Which would be 
more likely to succeed in the first grade if admitted right 
now? 
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11. contd. 

( a )  S u s i e  
( b )  J o h n n i e  
( c ) Not enough evidence to decide. 

12. What principle or principles caused you to decide on your 
answer to question 11? 

13. The following are junior high school teachers. Mr. A drills 
often and uses repetition a great deal. Mr. B reproves 
every wrong response at the time it is made. Mr. C relies 
on comprehensive units of work. Which of the above might 
claim he is using Gestalt ideas about learning? 

( a )  M r .  A  
( b )  M r .  B  
( c )  M r .  C  

14. What principle or generalization made you decide on your 
answer to question 13? 

15. A father said to his year old son who was refusing to eat 
his cereal: 

"Think, Assimilate, Evaluate, Grow." 

This was an example of 

( a )  r e s p e c t  f o r  t h e  c h i l d ' s  i n d i v i d u a l i t y .  
( b )  t h e  a d v i c e  o f  a n  e x p e r t .  
( c )  l o n g - t e r m  g o a l - s e t t i n g .  
( d )  a n  a u t h o r i t a r i a n  f a t h e r  i n s p i r i n g  h i s  s o n .  
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