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ABSTRAC T 

Introduction 

The University of Arizona, by introducing innovation into its 
> 

secondary teacher preparation program, created a need for assessment 

of the new program as compared to the established program. 

The Problem 

The purpose of the study was to compare two approaches to the 

preparation of secondary teachers which were in use at the College of 

Education, The University of Arizona. The question to be answered 

was, in what ways are teachers more effective after having received 

their professional training through the medium of the experimental 

block-of-time program than the established regular program? 

Procedure 

The study was essentially the measurement of attitudinal changes 

of two groups of students enrolled in the student teaching phase of their 

professional training. The instrument was a Q sort devised by the in

vestigator to reflect the objectives of the Secondary Education Depart

ment of the College of Education. 

The subjects were secondary education seniors who had com

pleted the prerequisites to enter either the experimental program or 
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were ready to begin student teaching in the regular program. The 

number of students in the experimental group was thirty-one and in 

the regular group forty-two. 

Findings 

There was a general shift of attitudes of the experimental group 

towards the secondary education objectives during the class period. 

For some factors the shifts were significant. The downward trend was 

away from the objectives during the student teaching period for the 

experimental group, although the final scores were very close to the 

final scores for the regular group. 

The experimental group attitude of worthiness as a teacher was 

contrary to the general trends for both periods. During the class 

period the student's perception of himself as a teacher fell significantly 

but during student teaching the perception rose again, nearly to the 

originally high level. 

The regular group showed a slight overall increase during 

student teaching. The regular group total mean score at the beginning 

of student teaching was well below the corresponding score of the 

experimental group but at the end of the student teaching interval the 

total scores means were very close. 
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Conclusions 

Several interpretations can be made of the trends of the 

experimental group mean scores. It could be said, possibly, that the 

group had too short a class period to internalize the values suggested by 

the teachers of the class. It may be argued that the relatively short 

exposure ( six weeks ) of the student to the ideals and objectives of a well 

prepared secondary teacher is overbalanced by the total immersion of 

the student in the public school milieu for eight weeks. Perhaps closer 

contact of the College of Education teachers with the student teachers 

would help them to resist some of the adverse pressures from the 

physical and social environment of the school. 

The ability of the instrument to predict individual teaching success 

was evaluated. Correlations of the selectivity of the instrument to the 

supervisor's rating of student teachers were from moderate to very high. 

The predictive value of the instrument was better for the low than the 

high student because a student might exhibit attitudes he doesn't believe 

in just to impress the college teacher, but the reverse would seldom 

occur. 

Overall the results seemed to indicate a greater flexibility in 

attitude for the experimental group, indicating a greater openness to the 

experience. This attribute would help the student become a teacher who 

could adapt better to new situations and accept new situations with 

equanimity. 



CHAPTER I . . 

THE PROBLEM, BACKGROUND, AND DEFINITIONS OF THE STUDY 

In education, change has made constant vigilance a necessity 

so that change might produce an improvement for the benefit of the 

student. Change, then, requires not only vigilance, but measurement 

of results so that the efficacy of the new may be compared to the 

results of the old. 

I. THE PROBLEM 

Statement of the problem. The purpose of the study was to 

compare two approaches to the preparation of secondary teachers 

which are in use at The University of Arizona in the College of 

Education. The question to be answered was, what attitude differentials 

resulted between the student teacher group in the experimental pro

gram and the group in the regular (traditional) program. 

Hypotheses of the study. The null hypotheses derived from 

the statement of the problem were: 

1. There will be no significant shift in specific attitudes in 

either the experimental or regular group as a result of the student 

teaching experience. 

1 



2 

2. There will be no correlation between measurement of 

certain attitudes of the student teachers and the assessment of those 

attitudes by the college supervisors of the student teachers. 

3. There will be no significant changes in attitudes of the 

experimental group between measurements: at the commencement of 

class work, immediately prior to student teaching, and at the end of 

student teaching. 

4. There will be no significant difference in specific attitudes 

between the experimental and regular groups when corresponding 

measurements are considered. 

H. HISTORICAL BACKGROUND 

The history of teacher education in Arizona is studied, not 

only because of local interest, but because Arizona was one of the 

early leaders in teacher education. Interest in suitable qualification 

for teachers developed early in Arizona. In 1864 when public funds 

were authorized for schools, the county commissioners were in

structed to serve as trustees of the public schools. In this capacity 

they were empowered to appoint a "suitable inspector" to certify as to 

the qualifications of the teachers (Gustafson, 1955, p. 16). The county 

served as the responsible authority for the certification of teachers 

until 1871 when the territorial legislature assumed the authority. 

From this time forward, there was a continual raising of the standards 
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and an accompanying concern that certification be according to these 

standards. 

In 1885 when The University of Arizona at Tucson and the 

Normal School at Tempe were established, the territorial board of 

education extended to graduates of these institutions the privilege of 

automatic certification. This delegation of certification responsi

bility was extended in 1901 to the Northern Arizona Normal School at 

Flagstaff, when it was first represented on the Territorial Board of 

Education. 

The precedent for certification of teachers upon recommen

dation of the college was first established by the Territorial Board of 

Education before the turn of the century. The subsequent legislatures, 

however, began to add requirements for certification to the mere 

acquisition of a college diploma until certification requirements were 

almost completely specified by the State Board of Education ( Gustafson, 

1955, p. 44). This situation existed until a new set of regulations, 

effective July 1, 1963, was adopted by the State Board of Education. 

These regulations provided for the certification of a teacher who gradu

ated from a Board-approved college sequence. The nature of the 

training was established by the particular institution and approved by 

the State Board of Education. The approval was subject to continual 
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review, but it allowed for curricular revision (State Department of 

Education, 1963 ). 

In September, 1962, the College of Education of The University 

of Arizona initiated the Experimental Program in Secondary Education 

for selected seniors due to graduate in June 1963, and who would be 

certified under the hew regulations (State Department of Education, 

1963). The secondary education experimental program had a block-of-

time approach for the coursework and the subsequent student teaching. 

From the time of its inception to the time of this study, 193 

students had received a major part of their professional preparation 

in this program. This represented approximately nineteen per cent of 

the total number of secondary students successfully completing the 

professional sequence for certification during this period. 

Implicit in any educational program, and especially in experi

mental programs, is the need for evaluation which should be an 

integral part of the program plan. The need to make decisions regard

ing curricula in the Secondary Education Department made the evalu

ation a greater necessity. Evaluation of local results from the 

experimental program could also prove helpful to other institutions 

using or contemplating the use of such a program. 
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HI. LIMITATIONS OF THE STUDY 

This study was limited to measurement of the students of the 

College of Education of The University of Arizona who were scheduled 

to take the experimental program of student teaching during the second 

semester of the 1965-1966 school year and to those regular program 

students who had taken the general methods and tests and measure

ments courses. 

In the experimental group, because of the small number of 

students in other subject areas, only the subject matter disciplines 

of English and social studies could be used for intergroup correlations 

of attitude scores. 

In the experimental group there were nine graduate students, 

although there was none in the sample of the regular program students. 

In addition, certain graduate students had no comparable grade-point 

average, since they had completed their undergraduate work at other 

institutions. Thus it was impossible to compute an accurate mean 

grade-point average for the experimental students. 

The instrument used in this study was designed by the writer on 

the basis of the stated objectives of the professional sequence. Thus, 

the use of an instrument of unproven reliability and validity tends to 

be considered a limitation. 
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IV. DEFINITIONS 

Block-of-time. The block-of-time is an extended period of 

time set aside for an activity or group of sequential activities. 

College supervisor. The University assigned a supervisor 

who was responsible for the student teacher in respect to College of 

Education requirements and objectives. 

Cooperating teacher. The cooperating teacher was a teacher 

in the public schools who was directly responsible for the daily 

guidance of the activities of the student teacher. 

Credit-hour. The credit-hour was the usual academic desig

nation of University credit for courses, which meant one hour in the 

classroom per week per credit-hour (or three hours in the laboratory). 

Experimental group. The experimental group was composed 

of all the students enrolled in the experimental program for Spring 

semester, 1965-1966. 

Experimental program. This program was instituted by the 

Secondary Education Department of The University, to improve the 

p r o f e s s i o n a l  t r a i n i n g  s e q u e n c e  f o r  s e c o n d a r y  t e a c h e r s  (  c f ;  a n t e ,  p .  2 ) .  

General methods. General methods is a course in which the 

student learned the techniques of teaching, including planning, presen

tation of material and evaluation of learning. It also included work 
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with audio-visual aids and teacher responsibilities, both within and 

outside of the classroom. 

Grade-point average. The grade-point average for a student 

was obtained by averaging all grades he acquired during his work at 

The University. 

Professional education courses. Professional education courses 

w.ere courses which were usually taught in the College of Education and 

were intended to help the student learn the functions, responsibilities 

and role of the teacher. Such courses included general and special 

methods, history of education, sociology and philosophy of education, 

and educational psychology. 

Professional semester. The professional semester was the 

semester during the senior year of the student when he participated 

in the experimental block-of-time program. It was expected that the 

student would take only this program during the semester so that his 

full attention and time would be on the special sequence of coursework 

and full day student teaching. 

Q methodology. Q methodology was the strategy utilizing the 

ordering of pre-selected statements to study intra-individual differ

e n c e s  ( S t e p h e n s o n ,  1 9 5 3 ,  p .  5 8 ) .  

Q sort. The Q sort was the instrument used in the Q-methodolo-

gy f or s t u d y i n g  i n t r a - i n d i v i d u a l  " s i g n i f i c a n c e "  ( S t e p h e n s o n ,  1 9 5 3 ,  p .  5 8 ) .  
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Regular group. The regular group was composed of students 

enrolled in the regular program who had completed the general 

methods and tests and measurements courses and who were currently-

enrolled in student teaching. 

Regular program. The regular program was the course 

sequence for student teachers which had been in effect at The University 

and was sanctioned by the State Board of Education prior to the 1963 

revision of certification rules which permitted changes such as the 

experimental program. 

Special methods. Special methods was a course at The Uni

versity designed to demonstrate the organization of subject matter, use 

of materials special to a discipline and the preparation and presenta

tion of subject-matter units for the experience and evaluation. 

Student teacher. The student teacher was a University student 

who was acquiring his public school teaching experience under the 

guidance of a University supervisor and public-school teacher. 

Student teaching. Student teaching was the public-school 

experience of the student who was a prospective teacher. He was as

signed no sooner than the first semester of his senior year at The 

University, after taking certain specified courses. 

Team teaching. Team teaching was a situation in which two 

or more teachers worked together, pooling their special abilities, to 
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give the class a more complete educational experience than would be 

possible with a single teacher. 

The University. The University was used to designate The 

University of Arizona. 

Visitation and observation. Visitation and observation in public 

school classrooms was required of students to help them gain insights 

into some of the problems of teaching before they encoxintered them in 

their teaching experience. 

V. ORGANIZATION OF THE STUDY 

This study was organized in five chapters. Chapter I of the study 

contains the problem involving possible differences between the experi

mental and regular groups. A brief background of certification in 

Arizona lends perspective to present teacher certification. Included 

also is a definition of terms used in the study and the organization of 

the study. Chapter II relates the history and present status of the 

problem as well as a resume of earlier attempts to study similar 

problems. In Chapter III the sources of data, procedural methods and 

treatment of data are discussed. Chapter IV contains the results and 

findings derived from the data. The conclusions, recommendations 

and summary of the study comprise Chapter V. 



CHAPTER II 

BACKGROUND AND SURVEY OF LITERATURE 

I. BACKGROUND OF PROFESSIONAL EDUCATION 

The education of teachers in America has varied widely-

through the years. Until the latter nineteenth century, teachers were 

trained academically with few attempts to introduce or teach pedagogy. 

During this period, two patterns of teacher education developed which 

prevailed until 1900. One was entirely pedagogical training, whereas 

the other called for a review of elementary school subjects. Neither 

development could be called higher education (Stiles et al., I960 ). 

By 1890 some schools were offering a combination of pedagogy and 

academic courses leading to a liberal arts degree. 

By 1905, the courses encountered in the professional sequence 

began to resemble the curriculum of today. Courses in history of 

education and psychology were included more often than student teach

ing. Today student teaching is by far the most common aspect of 

teacher education. Educational psychology and psychology are some

what less frequently encountered. 

The major development in the past decade was the merging of 

the elementary and secondary professional programs, diverging only 

10 
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in the special methodology and student teaching. Typically, the 

prospective elementary and secondary teachers take between eighteen 

and forty semester hours of professional courses. The elementary 

student usually completes approximately forty and(^the secondary 

student averages eighteen credit-hours. Courses required of all edu

cation students are usually: ( 1 ) introduction to teaching, ( 2 ) human 

development, which includes educational psychology, ( 3 ) a course in 

school and society, (4) methods of teaching, and (5) student teaching. 

When a college or university used the upper-division plan 

(professional courses postponed until the junior and senior years ), the 

general psychology courses were usually included in the lower division 

general education. The psychology of learning and human growth and 

development were taken as a part of the professional sequence. This 

represented a traditional and fairly typical course pattern for American 

u n i v e r s i t i e s  ( S t i l e s  e t  a l . ,  I 9 6 0 ) .  

H. PROFESSIONAL EDUCATION AT THE UNIVERSITY OF ARIZONA 

In pursuit of a degree in secondary education at The University, 

the student needed to complete satisfactorily a prescribed group of 

general education requirements including a foreign language proficiency, 

a mathematics and science group, a social science group of nine credit-

hours minimum, a broad humanities course and a minimum of English 

composition. After completion of the general education sequence with 
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a minimum grade-point average of 3. 000 ( 1. 000 is high), the student 

transferred to the College of Education and began his professional 

courses. By this time, as a junior, the student took Human Growth 

and Learning ( a course combining human growth and development with 

learning theory), and in the alternate semester of this year he took one 

of the following three: ( 1 ) Principles and Curriculum of Secondary 

Education, ( 2 ) History of Education in the United States, or ( 3 ) Social 

Foundations of Education. 

In the student's senior year at The University, if he took the 

regular or traditional course, he would take Test and Measurements, 

General High School Methods, Special Methods (if offered), and Student 

T e a c h i n g  ( " T h e  U n i v e r s i t y  o f  A r i z o n a  R e c o r d "  1 9 6 5 - 6 6 ,  1 9 6 6 - 6 7 ,  

p. 232 ). This was a traditional or typical program which was 

sanctioned as satisfactory for certification by the State Board of Edu

cation of Arizona. 

in. THE EXPERIMENTAL PROGRAM 

In line with the objectives of the College of Education of The 

University to provide for the students the best possible experience to 

promote their growth as teachers, the faculty in 1961 met to consider 

the curricula in all areas of specialization within the college. 

One of the most cogent considerations of the Committee for 

Program development in Secondary Education was to more closely 
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l-
integrate teaching methods courses with student teaching. It was 

within this framework that the experimental block-of-time program 

was created. ^ 

The class aspect of this sequence was called Teaching in 

Secondary School (Education 230 ), and replaced Educational Tests and 

Measurements (Education 257 ), General Teaching Methods (Education 

234), and Special Teaching Methods (Education 197) (See Figure 1 ). 

The block-of-time innovation in the revision was necessitated 

when full-day student teaching was considered desirable. Student 

teaching was scheduled for eight weeks, during which the student would 

participate in the school activities the same as his cooperating teacher, 

spending the entire workday at school. Thus, it was logical that the 

classwork on methods, tests and measurements, and other professional 

preparation coursework should precede the teaching experience. Also, 

it was deemed desirable to have a short period after student teaching 

to reflect on the problems arising during the classroom experience, 

and to develop a personal philosophy of education. 

The sequence which was instituted is shown below in diagram

matic form: 
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Common Courses 

Human Growth and Learning 
Education 151-6 hours 

( One of the following:) 

Principles and Curriculum 
of Secondary Education - 3 hours 

History of Education in 
the United States - 3 hours 

Social Foundations of 
Education - 3 hours 

9 credit 
hours 

Regular Program 
General Teaching Methods -

3 hours 

Educational Tests and 
Vleasurements ^ 3 hours 

Special Teaching Methods 
( if applicable ) - 3 hours 

Supervised Student 
Teaching - 8 hours 

Experimental Program 
Teaching in Secondary 

School 
and 

Supervised Student 
Teaching -
14 hours 

14 
credit 
hours 

FIGURE 1 

MODEL OF ALTERNATE PROFESSIONAL STUDY 
PROGRAMS AT THE UNIVERSITY OF ARIZONA 
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6 weeks 

General Methods 
1-1/2 hours daily-

Special Methods 
1-1/2 hours daily-

Visitation 
and 

Observation 
3 hrs. T., Th., F. 
Audio-Visual M. and W. p.m., 

FIGURE 2 

PROFESSIONAL SEMESTER 
(14 credit-hours - 1 semester) 

General Methods was designed to include discussions ofteaching 

techniques, classroom organization and management, close tie-in of 

observation and class discussions, classroom test construction and 

evaluation, and use of audio tapes and movie films to supplement class

room observations. Theories of learning were discussed in terms of 

how a theory would relate to a particular method or group of methods 

in the classroom. 

Special Methods instruction was the means by which subject 

matter specialists helped the prospective teacher with the-special 

methods peculiar to that subject. In this class the student prepared, 

taught and discussed the teaching units of his subject. The finished 

products were discussed in the general methods classes also. 

8 weeks 

Student Teaching--Full 
Day in the School 

3 weeks 

Seminar 
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During the Visitation and Observation time, the student teacher 

became acquainted with his cooperating teacher and students in the 

classes^ he would be teaching. Usually he began his classroom work by-

assisting the teacher in some of the routine classroom tasks and work

ing with individual students and small groups. He also visited other 

classrooms for a breadth of observational experience. 

In the eight-week Student Teaching Period, the student gradual

ly assumed responsibility for all the teaching activities of three to five 

of the high school classes, teaching his subject specialty, as well as 

attending school functions, faculty meetings, and Parent-Teacher 

Association meetings, which was expected of regular faculty members. 

The post-teaching seminar was held three hours daily to discuss 

philosophies of education, evaluation of teachers, teacher organization 

membership, and the teacher as he relates to the community. 

Other aspects of the professional sequence remained the same 

as the regular program. Principles and Curricula of Secondary Edu

cation ( Education 231 ), History of Education ( Education 212 ), or 

Social Foundations (Education 150 ), one of which was to be taken, and 

Human Growth and Learning ( Education 151 ) were required of all 

students taking the professional program leading to certification as a 

teacher in secondary education. 
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IV. TEACHER EVALUATION 

The evaluation of teacher competence began in the late nine

teenth century, but it did not begin to be of popular interest until 

Frederick Winslow Taylor's work in the early 1900s at the Bethlehem 

Steel Company first introduced the word "efficiency" into production 

and output of a product. Scientific management was inaugurated by the 

use of the concepts of standardization, systemization, and stimulcition 

(Davis, 1964). The efficiency movement became quite popular through

out industry, government, and even in the lives of individuals who were 

urged to live efficiently. Education came under the influence of this 

movement and it was at this time that intelligence testing began as well 

as other types of testing, such as social and school surveys. Of more 

than 2775 community surveys made during this period prior to 1931, 

nearly one-fourth were educational in nature (Harrison, 1931 ). 

It was inevitable, then, that teachers would be the objects of 

evaluation. School surveys (NEA Proceedings, 1912, pp. 560-571 ) 

were attempting to measure teaching efficiency by use of standardized 

testing in handwriting and arithmetic. 

In business, the Lord and Taylor rating form, introduced in 

1916, was used to measure such traits as "health, integrity, and in

dustry" ( Davis, 1964, p. 45). "Walter Dill Scott, Chairman of the 

Committee on Classification of Personnel in the Army in 1917, 
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developed a raiting scale for officers in which they rated each other in 

the now well-known man-to-man rating technique. Scott later 

developed the graphic rating scale, which was the basis for Probst's 

much copied scale for rating employees (Probst, 1947). 

Over the years rating attempts led to merit rating in business 

and industry and also to limited merit rating in education, especially 

of teachers. Agitation for teacher merit rating has usually come from 

outside the field ̂ of education. This was interesting in view of the fact 

that no more than fourteen per cent of the employees in business and 

in industry were ever rated in this fashion (American Management 

Association, 1958 ). 

Early attempts to rate teachers were characterized by assign

ing high scores to all those rated, thus effectively subverting the 

objectives of the rating. Elliott's "Provisional Plan for the Measure 

of Merit of Teachers" was closely identified with the efficiency move

ment of the time as is evident from his rating categories: physical 

efficiency, moral-native efficiency, administrative efficiency, achieved 

efficiency, dynamic efficiency, and social efficiency ( Boyce, 1915, 

pp. 71-81 ). Rugg developed a scale similar to Scott's man-to-man 

scale for rating teachers in 1921 which Rugg himself later regarded of 

dubious value (Rugg, 1921 ). 
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Until Flanagan developed the critical incident technique for the 

United States Air Force ( Flanagan, 1954) which was later adapted to 

teacher evaluation, there had been little originality in teacher rating 

since Rugg's scale. In the 1950's, several industrial management 

firms were hired by school systems to develop merit rating plans. The 
* 

\ ' results of these attempts have not been widely publicized. 

Types of rating as reported by Reavis and Cooper in 1945 were 

as follows: (1) check scale, (2) characterization report, (3) guided 

comment report, (4) descriptive report, and (5) ranking report. Barr 

and Singer stated ( 1953 ) that the teaching evaluation techniques most 

frequently used were: ( 1 ) testing or examining techniques, (2) records 

of students, (3) rating scales or check lists, (4) interviews and visit

ations, (5) anecdotal records and diaries, and (6) questionnaires. 

Reavis and Cooper (1945 ) in their summary showed that ambiguous 

items in rating scales, linking two independent elements in one judg

ment, and lack of definition of items were among some of the more 

glaring inadequacies of teacher rating. It was their conclusion that 

rating forms were valid only as an index of the rater's opinion of the 

teacher. 

Flanagan's critical incident technique was used in a study by 

Stewart (1956) to determine areas of competence for which teachers 

should be trained if they are to be successful. He found planning and 
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organization, instructional procedures and classroom management 

significant to the . 01 level and subject matter knowledge significant 

only to the . 05 level. Interpersonal relations showed no significance. 

V. TEACHER ATTITUDE RESEARCH 

Another means for investigating teacher characteristics was 

the attempt to measure teacher attitudes toward various factors found 

in teaching. Cook and others ( 1956 ) using the Minnesota Teacher 

Attitude Inventory as an instrument attempted to determine if the kind 

of institution of higher learning that the teacher attended affected his 

attitude and if there were common attitudes held by those who attended 

similar types of institutions. Their conclusions were that the type of 

institution affected the attitude; as well as the discipline studied and 

even whether the person studied to be an elementary or secondary 

teacher. 

David G. Ryans, in one of the major studies of teacher charac

teristics (I960), started with several assumptions about the roles of 

teachers. Teacher behavior was described, using the interactions and 

interrelationships with the pupils as criteria. His investigation also 

included assessment of teacher attitudes toward pupils and others, 

teacher educational viewpoints, verbal understanding or intelligence of 

teachers, the emotional adjustment of teachers and other means to 
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analyze correlates or concomitants of observed teacher classroom-

behavior patterns. 

•f 
From this investigation it was learned that men and women had 

significant differences in two characteristics: women scored higher 

than men in regard to responsible, systematic classroom behavior, 

while men scored higher than women in emotional adjustment. Ryans 

also made a general assessment using those teachers who had scored 

one standard deviation or more above the mean in all areas and teachers 

who had scored one standard deviation or more below the mean. He 

classified the high teachers superior, since they ranked in the top 16 

per cent of all teachers rated. The contrasting group was classified as 

inferior since the teachers in that group ranked in the bottom 16 per 

cent';. Scores in the teacher characteristics scales indicated that the 

superior teachers had favorable opinions of pupils, favorable opinions 

of democratic classroom procedures, and favorable opinions of 

administrators and other school personnel. They also had a child-

centered or permissive educational philosophy, a superior verbal 

ability and emotional stability. The low group was found to be much 

lower in these characteristics or to have the opposite attitude, such as 

an authoritarian rather than a permissive attitude. The high group 

when compared to the low group also showed a more favorable opinion 

of pupils, as well as a higher self-concept. Ryans £<L9&Q) concluded: 
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Certainly the research has not settled the question, 
Who is the good teacher? However, there are some 
interesting suggestions here - some clues that may-
help to identify "good" and "poor" teachers if one is 
willing to accept the kind of definition employed in this 
research. Such definition indicates that teachers are 
"good" if they rank very high among their colleagues 
with respect to such observable classroom behaviors 
as warmth and kindliness, systematic and business
like manner, and stimulating and original teacher 
behavior. 

Another conclusion drawn from this study was that teacher 
t 

behavior and pupil behavior are "very closely" related in the elemen
t's 

tary classroom and nearly unrelated in the secondary school. In fact, 

pupil behavior was found to be unrelated to secondary teacher be

haviors except to stimulating-imaginative teacher behavior. 

One of the important variables studied by Flanders ( I960 ) was 

that of teacher influence on the classroom. It was found that there 

were distinct teacher behaviors which could be identified in their inter

action pattern with the pupils in the class. The extremes were called 

direct-indirect and were measured by trained observers who set up 

the interactions in a ratio called the i/d ratio. The indirect teacher 

was the one who could be characterized as being more alert to and 

concerned with, and made greater use of statements made by students. 

Rather than just clarifying, he also used student statements and ideas 

to help with complete understanding of the concept or idea. The in

direct teachers asked longer and more involved questions which 

usually required longer pupil responses. 
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This study showed that indirect teachers had significantly-

higher achievement among students and their students tended to be 

more independent than the students in the classrooms of the direct 

teachers. The results held true in both the social studies classes and 

the mathematics classes, which were the only two areas studied. 

Rozencranz and Biddle attempted to define the teacher role in 

their studies at Kansas City (Biddle and Ellena, 1964, pp. 232-263). 

Their research showed that broad teacher role stereotypes are shared 

by most people and that the teacher is a public figure. The role of the 

teacher as seen by the teacher is much different than the role as seen 

by others in the community. For this and other reasons Rozencranz 

and Biddle indicated that role identification would not be a satisfactory 

method for evaluating teacher competence. 

VI. INVESTIGATION OF TEACHER PERCEPTIONS 

Combs, after work with the perceptual organization of effective 

counselors, felt he had a good means for investigating the qualities of a 

good teacher. There were several studies by such people as Flanders, 

Hughes, Medley and Mitzel and others, which related to the attitudes 

held by teachers as evidenced by the behavior of the teacher. Combs 

believed that categorizing the behavior of a teacher was not sufficient 

to isolate "good" and "bad" teacher attributes. What would be con

sidered "bad" for one teacher might be a very effective method for 
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another. Thus Combs ( 1964) developed the "self as instrument" 

concept which meant that the teacher had to be studied rather than the 

methods and the classroom interactions. From this Combs developed 

what he calls "a perceptual view of good teaching. " 

A number of hypotheses were derived by Combs as a result of 

his studies, many of which have already been tested and found to have 

significance in identifying good teachers. Representative samples of ~ 

these hypotheses were: 

Hypothesis 1* Internal-External frame of reference: 
The teacher's general frame of reference can be des
cribed as internal rather than external; that is to say, he ^ 
seems sensitive to and concerned with how things look to 
others with whom he interacts and uses this as a basis for 
his own behavior. 

Hypothesis 2* People-Things orientation: Central to 
the thinking of the teacher is a concern with people and 
their reactions rather than with things and events. 

Hypothesis 3* Meanings-Facts orientation: The 
teacher is more concerned with the perceptual experi
ence of people than with objective events. He is sensi
tive to how things seem to people rather than being 
exclusively concerned with concrete events. 

Hypothesis 6* Able-Unable: The teacher perceives 
others as having the capacities to deal with their prob
lems. He believes that they can find adequate solutions 
to events as opposed to doubting the capacity of people 
to handle themselves and their lives. 

Hypothesis 7* Friendly-Unfriendly: The teacher 
sees others as being friendly and enhancing. He does 
not regard them as threatening to himself but rather 
sees them as essentially well intentioned rather than 
evil intentioned. 

Hypothesis 8* Worthy-Unworthy: The teacher tends 
to see other people as being of worth rather than un
worthy. He sees them as possessing a dignity and in
tegrity which must be respected and maintained rather 
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than seeing people as unimportant, whose integrity may 
be violated or treated as of little account. 

Hypothesis 9 Internally-Externally Motivated: The 
teacher sees people and their behavior as essentially 
developing from within rather than as a product of 
external events to be molded directed; sees people as 
creative, dynamic, rather than passive or inert. 

Hypothesis 11 Helpful-Hindering: The teacher sees 
people as being potentially fulfilling and enhancing to 
self rather than impeding or threatening. He regards 
people as important sources of satisfaction rather than 
sources of frustration and suspicion. 

Hypothesis 14* Identified with-Apart from: The 
teacher tends to see himself as a part of all mankind; he 
sees himself as identified with people rather than as 
withdrawn, removed, apart or alienated from others. 

_ Hypothesis 15* Adequate-Inadequate: The teacher 
generally sees himself as enough; as having what is 
needed to deal with his problems. He does not see him
self as lacking and as unable to cope with problems. 

Hypothesis 17* Worthy-Unworthy: The teacher sees 
himself as a person of consequence, dignity, integrity 
and worthy of respect; as opposed to being a person of 
little consequence who can be overlooked, discounted, 
whose dignity and integrity do not matter. 

Hypothesis 22* Freeing-Controlling: The teacher 
perceives the purpose of the helping task as one of 
freeing, assisting, releasing, facilitating, rather than 
a matter of controlling, manipulating, coercing, block
ing, inhibiting. 

Hypothesis 26 Furthering process-Achieving goals: 
The teacher sees his appropriate role as one of encour
aging and facilitating the process of search and discovery, 
as opposed to promoting, or working for a personal goal 
or preconceived solution. 

Most of the above hypotheses have been corroborated (indicated 

above by asterisk) by research by Combs ( 1964) and the remainder 

are currently being explored by investigators on the perceptual organiza

tion of good teachers. 
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Combs' teacher attitude studies have been demonstrated to be 

useful in identifying good teachers and for this reason teacher attitudes 

were utilized in the design of the instrument for measuring student 

teacher attributes. 

VII. Q METHODOLOGY AS A RESEARCH TOOL 

One of the instruments used in attitude studies in the past has 

been the Q sort which is a part of a rationale called Q technique. 

Q technique from which Q methodology derives was developed first by 

William Stephenson ( 1953 ), although its origin predates his use and its 

inventor is unknown. Its value was believed to derive from its ability 

to correlate persons instead of tests (Stephenson, 1953, p. 9). 

Q technique is the group of procedures which make up Q methodology. 

The principal feature is the Q sort or deck of cards. Each card con

tains a single statement which the sorter reacts to by placing it in a 

rank order from high to low, most approve to least approve, or most 

like sorter to least like sorter. The cards are identified by numerals 

and are scored according to the rank position of the cards. 

Most of the published studies using Q sort used an unstructured 

sort (Kerlinger, 1965, p. 586). That is to say, the items were chosen 

because they seemed to exhibit a particular discrimination as indicated 

by their selection by a criterion group. 
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A structured Q sort is one in which the variables of a theory-

are built into the testing instrument. This is accomplished by con

structing statement's which fit the theory or hypothesis being tested, 

and then using these statements as card items on the Q sort. By 

having the sorter rank the cards, he identifies his differential values 

by the sequence of the cards. According to Kerlinger ( 1965, p. 587 ), 

"In the use of Q, as Stephenson sees it, individuals are not tested; 

theoretical singular propositions are tested. 11 

Q sorts can be measured in a variety of ways. The simplest 

is a one-dimensional sort which forces the sorter to identify his hier

archy of values by placing one statement ahead of another on a conti

nuum. Such an instrument (although not a Q sort) is the Allport-

Vernon-Lindzey Study of Values, which identifies, according to 

Sprangler's six "ideal" types of men, the theoretical, economic, 

aesthetic, social, political, or religious type (Allport, Vernon, 

Lindzey, 1951 ). A one-way Q sort could be constructed, using the 

same purpose and having the sorter arrange the items according to his 

own value structure. Validation of the Q sort could be accomplished 

by correlation with the Allport-Vernon-Lindzey Study of Values. 

A two-way structured Q sort may be used to test hypotheses or 

theories with variables having two or more factors. For instance, one 

might wish to investigate conservative and liberal persons over several 
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different factors such as religious, economic, and political. Such a 

two-way Q sort would have a 2 x 3 Fisher factorial design. In this 

example the variables would be attitudes (liberal,, conservative) and 

areas (religious, economic, and political). The data from this Q sort 

could be analyzed by analysis of variance. 

Q sort statements are a critical component of Q methodology. 

Statements may originate from a population similar to that to be tested, 

such as using the statements of psychotics to measure, and possibly 

identify, other psychotics. Statements may also originate with the 

experimenter when he attempts to build the theory into the design and 

consequently the statements contained on the Q sort cards. 

Q methodology is controversial and has had many advocates as 

well as critics. According to Stephenson ( 1953 ) and Kerlinger ( 1965 ), 

the main strength of Q methodology is its close relationship to the 

theory for which it was structured. To construct a structured Q sort, 

one must first delineate his theory and with this basis, theoretical 

considerations become important to the outcome. 

Q can also be used to test the effects of independent variables 

on complex dependent variables (Kerlinger, 1965). Although this has 

seldom been used, it would seem to be a'potentially effective means 

for measurement. 
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Another major strength of Q methodology is in exploratory-

research, where one is trying to delineate the variables. Kerlinger 

( 1965 ) suggests that Riesman's as yet untested theorizing about inner-

direction and other-direction could be investigated by means of 

appropriate one-way Q sorts. By using other of Riesman's statements 

it might even be possible to construct a two-way Q sort and use the 

obtained results for further refinement and modification. 

Other advantages are also extant. Analysis of variance and 

correlation can be used for Q data analysis. Most people enjoy sorting 

the cards of a Q sort, perhaps because of their interest in the state

ments presented for their consideration and also because few find the 

Q sort threatening to them as is so often the case with the usual paper-

pencil test. 

There seem to be disadvantages to Q methodology, also. It is 

difficult to administer the Q sort to large groups of people since each 

person needs a large desk area on which to work, and because of the 

nature of the materials which make up the sort. Due to the small 

samples found with Q methodology, it is often necessary to use supple

mentary testing techniques before generalizing results to larger 

populations. 

The most vigorous objections to Q sorting have come on statis

tical grounds. Cronbach and Qleser ( 1954) stated that, since statis

tical operations and tests assume independence, Q methodology with 
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its forced choice procedure violates the independence assumption and 

is thus not satisfactory for statistical analysis. 

Kerlinger's ( 1965, p. 595-5 ) answer tc^this objection was: 

The real question is : How serious is the violation of 
the assumption? Is it serious enough to invalidate the use 
of correlational and analysis of variance procedures? 
There is some doubt that in an 80-item sort there are not 
really 79 degrees of freedom. Thus to some extent at 
least, the analysis of variance procedure is vitiated. It 
is doubtful, however, that too much is risked in Q statis
tical situations, if there is a fairly large number of items. 
One can perhaps fall back on Fisher's advice given long 

- ago: raise the requirements for statistical significance. 
Instead of accepting the . 05 level in Q sort, require the 
. 01 level of significance. In most cases of Q statistical 
significance encountered by the author, F ratios are so 
high they leave little doubt as to statistical significance. 

Another frequently encountered criticism of Q is the requirement 

of the forced-choice selection of the sorter. There is no doubt that 

item score elevation and scatter is reduced because of the constriction, 

and thus it is possible that individual profiles might appear similar, 

but in reality be quite different. 

This objection, while valid, is equally applicable to many 

instruments besides those of Q type: Kerlinger ( 1965, p. 595 ) believes 

that although the sorter might feel constrained, the instrument should 

not be invalidated. He found few sorters who had any complaints with 

title restriction. Livson and Nichols ( 1956, p. 16X ) pointed out that 

the sorter rated himself critically and that the experimenter should not 

be constrained by criticism from the sorters who are just as likely to 
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criticize any instrument used to rate them. 

VHI. SUMMARY 

Professional education of teachers in American originated 

approximately one hundred years ago and has reached a state of 

sophistication today that provides a challenge for the innovator, The 

early philosophy that one had only to be a scholar to be a good teacher 

has long been an obstacle to the education of good teachers, It is fairly 

generally accepted today that many other factors are necessary for 

successful teaching, although there are yet some who would deny this, 

The professional course sequence at The University for those 

students pursuing a secondary teaching certificate was fairly traditional 

and corresponded to the national pattern for universities having teacher 

education in their curricula, Generally the courses were teaching 

methods, tests and measurements, educational psychology, and student 

teaching, 

The University introduced an experimental block-of-time course 

which was designed to replace the methods, tests and measurements, 

and regular student teaching courses. These courses were combined 

and the student teaching was changed to occupy a block of time which 

allowed the student to work in the public schools for a full teacher 

workday, Naturally, such an innovation required evaluation, the 

subject of this study, 
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The measurement of teacher competence has, with few 

exceptions, been a phenomenon of the twentieth century. Early at

tempts were directed to the assessment of the efficiency of the teacher, 

and were a part of the efficiency movement started by Frederick 

Winslow Taylor in the early 1900s, Most of the early attempts at 

I 
evaluation were simple ratings and none was particularly successful 

at identifying the good teacher, 

Flanagan's "critical incident" technique, developed about 1950, 

was one  of  t he  f i r s t  succes s fu l  me thods  fo r  eva lua t ing  a l l  t he  f ace t s  o f ,  

the good teacher. Even yet there is much disagreement about what 

constitutes good teaching and so the state of teacher evaluation is still 

in a developing stage. 

The investigation of teacher perceptions by Combs has provided 

many hypotheses which have been and are able to be tested, The study 

of the attributes of teachers on the basis of the attitudes hypothesized 

by Combs could lead to useful knowledge for the improvement of 

teacher education, 
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DESIGN AND PROCEDURE OF THE STUDY 

I. DEVELOPING THE INSTRUMENT 

There have been many attempts to evaluate teachers and their 

effectiveness by teacher competency studies. Despite numerous lists 

of competencies and attempts to correlate competency and good teach

ing, there has been a singular lack of success. 

Combs (1964 ) stated that teaching is a personal matter and 

that the prime determinant of good teaching is teacher personality. 

Combs stressed the uniqueness of each teacher and the necessity to 

educate and evaluate the teacher as an individual. This idea leads to 

Combs' "self as instrument" concept which necessitates an indi

vidualization in all aspects of teacher education. Evaluation must also 

be individual. This suggests that the unique attitudes and perceptions 

of the teacher must be studied. 

One instrument used to measure teacher attitude is the Min

nesota Teacher Attitude Inventory (MTAI). This instrument is used to 

predict how effectively the teacher will operate in interpersonal re

lationships with pupils, and how well satisfied he will be with teaching 

as a career. This 164 item test with a Likert-type scale has a low to 
i 
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to moderately low correlation with other measures of teacher ability 

and effectiveness such as pupil ratings, principal ratings, and inde

pendent observer ratings. 

Although a locally developed instrument lacks the validations 

that characterize a widely used test, it has the advantage of being 

designed to measure a set of specific, local objectives rather than 

having the general application of the widely used test. 

In the evaluation of any educational program, it is essential that 

"criteria" be derived from the objectives. The Department of Second

ary Education at The University established a tentative set of objectives 

for the preparation of teachers. These objectives were utilized in 

developing the instrument of evaluation for the teacher preparation pro

gram. The complete statement of objectives follows: 

A. The development of future teachers who perceive that: 
1. The task of learning, of becoming "educated, " is 

a highly personal thing: one which is unique and 
different for each person. 

2. The task of learning involves cultural and sub-
cultural considerations, including matters of 
values, attitudes, perceptions, motivation, 
behavior, and communication. 

3. Any calculations regarding the selection of ex
periences designed to be "instructive" must be 
viewed in terms of: ( 1 ) the uniqueness, the 
idiosyncratic nature of learning, ( 2 ) the impress 
of social-cultural and sub-cultural variables upon 
the individual who will be exposed to the experi
ences, and ( 3 ) the values and objectives to be 
served by the experiences. 
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4. Any determinations concerning the amount of 
learning which has taken place must be accom
plished- against a back-drop of the conditions 
specified in #3 above that regulated the choice 
of learning experiences. 

5. The task of learning is a process which has 
multiple levels of cognition, under standing, 
analyzing, synthesizing, and evaluating. 

6. The task of learning is a process which may 
serve a multiplex of values and objectives, 
including: mastery of specific content, appre
hending organizing theory, shaping attitude, 
stimulating investigation, motivating behavior, 
inducing critical analysis, and affecting syn
thesis. 

7. The process of learning has both objective and 
subjective refer rents, i. e., the learning may 
be about others, external objects, and symbols 
therefore, or it may be about self and symbol
ism regarding self. 

B. The development of future teachers who perceive 
themselves as persons who: 
1. Are identified with, rather than apart from 

people. 
2. Are capable of coping with the problems with 

which they are confronted (flexibility). 
3. Have dignity and integrity and are worthy of 

respect. 
4. Are likeable and are capable of bringing forth 

warm responses from others. 
5. Are dependable and reliable. 
6. Are accepted by others. 

C. The development of future teachers who perceive 
others as persons who: 
1. Same as B, 1-6. 
2. Are non-threatening to self. 

D. The development of future teachers who perceive the 
purposes and processes of teaching as: 
1. One of freeing, assisting, releasing, and facili

tating the efforts of students to learn. 
2. One of furthering processes of search and dis

covery. 
3. One of self-revealment. 
4. One of self-involvement. 
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5. One of considering multiple alternatives. 
6. One of stimulating and exciting. 

The preceding statement,of objectives of the Department of 
V 

Secondary Education for student teachers has six main areas: (1) pur

poses of teaching, and teachers' perceptions of and attitudes toward 

these purposes, ( 2 ) teaching methods, ( 3 ) evaluation of teaching, 

(4) the role of subject matter in teaching, ( 5 ) the teachers' self per

ceptions, and (6) the teachers' perceptions of others. There is an 

intended correspondence between certain of these objectives and the 

Combs hypotheses mentioned earlier. 

From the broad objectives and areas stated above, twelve 

specific categories were identified which were considered suitable for 

testing. The categories selected were: (1 ) interdisciplinary approach 

to subject matter, (2 ) conceptual precepts of learning, ( 3 ) teacher 

attitude towards pupils' efforts to learn, (4) attitudes toward individu

alization by inquiry and discovery, ( 5 ) perception of ability to relate 

to pupils, ( 6 ) perception of worthiness as a teacher, { 7 ) perception 

of appearance and acceptability, ( 8) conceptual process in teaching, 

( 9 ) helping, cooperative teaching activities, (10 ) encouraging pupil 

participation and cooperation, (11 ) permissive classroom atmosphere, 

and (12 ) encouraging pupil involvement in planning. 

The instrument to be used in measuring the inter-individual 

differences needed to be one that was sensitive enough to measure the 
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differences before and after the student teaching experience and not 

suffer in reliability from repeated use. The type of instrument that 

seemed to fit these requirements was the Q sort. Aside from previ

ously selected advantages, it could be structured to measure attitudes 

toward the stated objective categories of the Secondary Education 
. T-

Department. 

essential to test design. To develop the structure, the following model 

was devised from the tentative objectives of the Secondary Education 

Department. 

H. DESIGN OF THE INSTRUMENT 

The determination of the structure of the test instrument was 

Levels 

A. Subject Matter Specialty 
1. Interlocking principles a. interdependent disciplines 

b. separate disciplines 
a. conceptual wholes 
b. independent facts 

of subject matter 
2. Conceptual precepts 

of learning 

B. Perception of Self 
1. Role with others a. identify with 

b. apart from 
a. capable 
b. incapable —-
a. worthy 
b. unworthy 
a. likeable and attractive 
b. unlikeable and unattractive 
a. dependable 
b. undependable 

2. Ability to solve 
problems 

3. Self respect 

4. Acceptability and 
appearance to others 

5. Dep endability 
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C. Perception of others 
1. As able to solve 

problems 
2. As having self-respect 

3. As being dependable 

D. Teacher Attitudes 
1. Attitude towards 

pupils' efforts to 
learn 

2. Attitude toward pro
cess of inquiry and 
discovery 

E. Process of Teaching 

a. capable 
b. incapable 
a. worthy 
b. unworthy 
a. dependable ^ 
b. undependable 

a. facilitating, assisting 
b. hindering 

a. furthering 
b. impeding 

1. Planning a. conceptual 
b. planning unimportant 

2. Classroom teaching a. helping 
activities b. manipulating 

3. Pupil participation a. implementing cooperation 
b. encouraging competition 

4 .  Type of classroom a. permissive 
atmosphere b. autho r ita r ian 

5.' Pupil involvement in a. pupil involvement 
planning b. teacher planning only 

From this structure, twelve areas were selected, each having 

its pro-objective,connotation (A), and the approximate antithesis of the 

objective ( B ), yielding a 2 x 12 factorial design. The following is the 

final listing of the factors selected with the identifying Roman numerals 

I through XII, "each with the ( A) and ( B ) levels: 

I. Interdisciplinary Approach to Subject Matter 
A. Interdisciplinary approach 
B. Sepa-jcafieidiscipline subject matter approach 

II. Conceptual Precepts of Learning 
A. Concepts 
B. Individual isolated facts 

III. Attitude of Teacher towards Pupil Efforts to Learn 
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A. Helping and supportive 
B. Restricting and negative 

IV. Attitude of Teacher towards Process of Inquiry and 
Discovery 

A. Stimulating, assisting. 
B. Belief in subject matter supremacy, restrictive 

V. Perception of Ability to Relate to Pupils 
A. Able to relate to pupils 
B. Subject matter specialist, discipline oriented 

VI. Perception of Worthiness as a Teacher 
A. Worthy as a teacher 
B. Defensive of teacher role 

VII. Perception of Appearance and Acceptability 
A. Positive perception 
B. Appearance and acceptability unimportant 

VIII. Conceptual Processes in Teaching 
A. Conceptual approach 
B. Planning unimportant 

IX. Type of Classroom Teaching Activities 
A. Helping, cooperative 
B. Authoritarian, manipulating 

X. Attitude of Teacher towards Pupil Participation 
A. Encouraging, implementing cooperation 
B. Encouraging competition 

XI. Type of Classroom Atmosphere 
A. Permissive 
B. Authoritarian 

XII. Attitude of Teacher towards Pupil Involvement in Planning 
A. Encourages student involvement 
B. Belief in teacher planning only 

After defining the objective factors to be tested, items approp

riate to the Z x 12 factorial design were developed. A model of the 

design is seen in Figure 3. 
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Objective Factors 

Pro-objective I II in IV V VI vn vm X XI XII 
<A) A A A A A A A A A A A 

Antithesis of I II in IV V VI vn vin X XI xn 
( B )  B B B B B B B B B B B 

FIGURE 3 

MODEL OF Q SORT DESIGN ^ 

It was decided that since there were twenty-four different factors 

(2x12) and that the ideal Q sort has between sixty and one hundred 

items, there should be three replications of each factor -making a total 

of seventy-two items for the sort. 

Following construction of items, they were submitted to a panel 

of Department of Secondary Education members for criticism and re

vision. After items revision had been completed, the items ( cf. Ap

pendix D), with the card number were reproduced on cards and made 

into seventy-two card decks. In addition to the statement cards, nine 

ranking cards of a different color from the statement cards were 

placed on top and were lettered "A" through "I". On the "A" card was 

printed "Most Like Your Position, " and on the "I" card, "Least Like 

Your Position. " On each of the colored ranking cards the number of 

statement cards to be placed in that pile when sorted, was indicated. 

The directions ( cf. Appendix C ) were so constructed to be ex

plicit so that the sorter could be efficient in his sorting procedure. 
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The sheet for recording the results of the sort ( cf. Appendix B ) was 

arranged to reduce error by having only enough spaces in each column 

to enter the proper number of card numbers, according to the stanine 

division of the seventy-two cards divided into nine divisions. This, 

of course, forced the experimental person to sort the statements into 

a normal distribution, which is required for statistical analysis of 

results. 

HI. TESTING PROCEDURE 

The Q sorts were administered to the regular program students 

who had completed all the certification requirements except student 

teaching. The number (N) of students in this group was forty-two. 

All tests were completed before any of the group started student teach

ing. 

The regular program students were again tested by the Q sort 

near the end of their student teaching experience when they had had 

approximately 120 hours of supervised teaching. 

The sort was administered to the students in the experimental 

program on the first day of class. At this time they had not had the 

teaching methods or tests and measurements courses. The number 

(N) of students in this group was thirty-one. 

The second administration of the Q sort to the experimental 

program students was after their classroom experience of six weeks 
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A. Helping and supportive 
B. Restricting and negative 

IV. Attitude of Teacher towards Process of Inquiry and 
Discovery 

A. Stimulating, assisting. 
B. Belief in subject matter supremacy, restrictive 

V. Perception of Ability to Relate to Pupils 
A. Able to relate to pupils 
B. Subject matter specialist, discipline oriented 

VI. Perception of Worthiness as a Teacher 
A. Worthy as a teacher 
B. Defensive of teacher role 

VII. Perception of Appearance and Acceptability 
A. Positive perception 
B. Appearance and acceptability unimportant 

VIII. Conceptual Processes in Teaching 
A. Conceptual approach 
B. Planning unimportant 

IX. Type of Classroom Teaching Activities 
A. Helping, cooperative 
B. Authoritarian, manipulating 

X. Attitude of Teacher towards Pupil Participation 
A. Encouraging, implementing cooperation 
B. Encouraging competition 

XI. Type of Classroom Atmosphere 
A. Permissive 
B. Authoritarian 

XII. Attitude of Teacher towards Pupil Involvement in Planning 
A. Encourages student involvement 
B. Belief in teacher planning only 

After defining the objective factors to be tested, items approp

riate to the 2 x 12 factorial design were developed. A model of the 

design is seen in Figure 3. 
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MODEL OF Q SORT DESIGN 

It was decided that since there were twenty-four different factors 

(2 x 12 ) and that the ideal Q sort has between sixty and one hundred 

items, there should be three replications of each factor making a total 

of seventy-two items for the sort. 

Following construction of items, they were submitted to a panel 

of Department of Secondary Education members for criticism and re

vision. After items revision had been completed, the items ( cf. Ap

pendix D), with the card number were reproduced on cards and made 

into seventy-two card decks. In addition to the statement cards, nine 

ranking cards of a different color from the statement cards were 

placed on top and were lettered "A" through "I". On the "A" card was 

printed "Most Like Your Position, " and on the "I" card, "Least Like 

Your Position. " On each of the colored ranking cards the number of 

statement cards to be placed in that pile when sorted, was indicated. 

The directions ( cf. Appendix C ) were so constructed to be ex

plicit so that the sorter could be efficient in his sorting procedure. 
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The sheet for recording the results of the sort ( cf. Appendix B ) was 

arranged to reduce error by having only enough spaces in each column 

to enter the proper number of card numbers, according to the stanine 

} 
division of the seventy-two cards divided into nine divisions. This, 

of course, forced the experimental person to sort the statements into 

a normal distribution, which is required for statistical analysis of 

results. 

in. TESTING PROCEDURE 

The Q sorts were administered to the regular program students 

who had completed all the certification requirements except student 

teaching. The number (N) of students in this group was forty-two. 

All tests were completed before any of the group started student teach

ing. 

The regular program students were again tested by the Q sort 

near the end of their student teaching experience when they had had 

approximately 120 hours of supervised teaching. 

The sort was administered to the students in the experimental 

program on the first day of class. At this time they had not had the 

teaching methods or tests and measurements courses. The number 

(N) of students in this group was thirty-one. 

The second administration of the Q sort to the experimental 

program students was after their classroom experience of six weeks 
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and immediately prior to their student teaching. This would compare 

to the first sort of the regular program students. 

The experimental program students took the third test following 

their student teaching period. At that time they had taught approxi

mately 120 hours. 

IV. SUMMARY 

The Q sort instrument employed in this study was developed 

from the objectives of the Department of Secondary Education of The 

University. It was a 2 x 12 factor design with a total of seventy-two 

items or statements. 

The testing procedure included a pre- and post-student teaching 

administration of the instrument to the regular program students and 

three administrations to the experimental program students. The first 

test was given before class began, the second at the end of the class 

period and immediately prior to student teaching, and the third at the 

end of student teaching. 



CHAPTER IV 

TREATMENT OF THE DATA 

Data deriving from the application of an instrument of unproven 

reliability must first be examined to determine if the instrument is, in 

fact, reliable. Validity must also be established before the results of 

the data may be accepted with any degree of confidence. 

I. RELIABILITY AND VALIDITY OF THE INSTRUMENT 

In order to establish reliability, the Q sort was administered 

to the students in Education 230, Teaching in the Secondary Schools to 

provide test scores from students at the same stage of professional 

preparation as the students in the experimental group. The high corre

lation- ( r = . 89 ), between the group means as well as the non-significant 

differences between the total means indicated an acceptable level of re

liability. In addition, the significant correlations of the subsequent 

Q sort administrations, as indicated in Table I ( cf. p. 44) were further 

demonstrations of the reliability of the instrument. 

The objectives o£ the Department of Secondary Education were 

the basis for developing the items which constituted the twelve factors 

of the sprt. The members of the Secondary Education Department 

served as judges to determine the efficacy of the Q sort items in 
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TABLE I 

Q SORT MEANS ' 

Experimental Group Regular Group Ed. 230 
(N = 31) (N = 42) (N = 38 ) 

Pre- Pre- Post- Pre- Post- Pre-
Class Teaching Teaching Teaching Teaching Class 
Col. 1 Col. 2 Col. 3 Col. 4 Col. 5 Col. 6 

I Interdisciplinary-
approach to sub
ject matter 16.48 17.97** 18. 19 18. 57 18.45 17. 26 

II Conceptual pre
1 

cepts of learning 19- 36 19.48 19-23 18.05 17. 64 18. 16 

III Teacher attitude 
towards pupil's 
efforts to learn 19-48 19- 61 19. 87 19. 62 19.88 19.79 

IV Teacher attitude 
towards individuali
zation by inquiry 
and discovery 20. 36 19. 97 19.90 19-86 20. 19 19. 63 

V Perception of 
ability to relate 
pupils 18. 13 18.45 18. 26 18.64 18. 31 18. 29 

VI Perception of 
worthiness as 
a teacher 20. 90 20.13* 20. 71 20.74 20. 79 20. 03 

VTI Positive percep
tion of appearance 
and acceptability 19. 52 19. 52 20. 16 19.24 19.45 19-83 



Table I--Continued 

Exp erimental Group Regular Group Ed. 230 
(N = 31) (N = 42) ( N =  3 8 )  

i Pre- Pre- Post - Pre- ' Post- Pre-
Class Te aching Teaching Teaching Teaching Class 
Col. 1 Col. 2 Col. 3 Col. 4 Col. 5 Col. 6 

VIII Conceptual process 1 
in teaching 18. 94 19. 81 19. 19 17.74 18.64* 18.50 

IX Helping, coopera
tive teaching 

rr 

activities 19.48 20. 06 19. 52 21.074 20. 86? 19. 92 

X Encourages pupil 
participation and 
cooperation 18. 19 18. 23 18. 26 18. 67 18. 88 18. 97 

XI Permissive class
room atmosphere 16.45 17.48** 17. 03 17.50 17.45 17. 68 

XII Encourages pupil 
involvement in 

p 

planning 17. 23 18.71** 17.65** 17. 78 17. 64 17. 26 

Total 224.52 229.42** 227.97 227.48 228.19 225.32 

Mean 18. 71 19.12 19. 00 18. 96 19.02 18. 78 

*.05 level significance j change from previous testing 
**. 01 level significance change from previous testing 
1 Significantly higher ( . 01 ) than regular group pre-student teaching test 

^Significantly higher (. 05 ) than re igular group pre-student teaching test 



Table I--Continued 

^Significantly higher ( . 01 ) than regular group post-student teaching test 

^Significantly higher ( . 05 ) than experimental group pre-student teaching test 
5Significantly higher (. 01 ) than experimental group post-student teaching test 
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delineating the objectives, thus assuring the validity of the instrument 

to assess the professional sequence objectives. 

II. STATISTICAL PROCEDURES 

The conventional Q sort instrument consists of statements, 

printed on cards, one statement to a card. The pack or deck of state

ments comprised the basic stimuli and the dependent variable in Q 

methodology. Scoring of the statements was done by assigning values 

of nine to the highest group of statements (most like), down to a value 

of one on the lowest step (least like ), with one step values between the 

nine positions, high to low. The data in Table I were derived from the 

factor and total means, standard deviations and standard errors of the 

means, as well as correlations between the means of student groups 

which had comparable professional training. To determine the signifi

cant changes and differences in the group factor means, the standard 

error of the difference of the means was obtained, followed by the t-test 

of significance. 

Treatment of the data of the individual was by applying the 

t test to the factor and total means. Intra-group standard deviations 

were used to identify significant deviations of the individual sorts. In 

addition, the objective factor scores which varied by one standard 

deviation or more are shown on the original score data ( cf. Appendix A). 
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in. APPLICATION OF THE DATA TO THE HYPOTHESES 

While examining the data for application to the hypotheses, 

several important overall phenomena were observed. For the experi

mental group, the change was generally in the direction of the 

objectives during the class period of the program, whereas the change 

during the student teaching period was reversed. Most means were 

down from the previous high at the beginning of the student teaching 

period. 

Although the period between measurements for the regular 

group was the student teaching semester, the final mean scores were 

half up and half down from the beginning Q sort mean scores. The 

changes exhibited by this group were, with only two exceptions, within 

the range of the standard error. 

Hypothesis number one. The first hypothesis was that there 

would be no significant shift in attitude in either the experimental or 

regular group as a result of the student teaching experience. For the 

regular group, there was a significant shift in attitude towards con

ceptual process in teaching, factor VIII, which increased significantly 

( . 05 level) during the student teaching period. The experimental group 

experienced a significant drop (. 01 level) in their attitude favoring 

pupil involvement in planning, factor XII. The null hypothesis was re

jected only for factor VIII and factor XII. 
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Hypothesis number two. The second hypothesis was that there 

would be no correlation between the measurement of certain attitudes 

of the student teachers and the assessment of those attitudes by The 

University supervisors from the College of Education. The supervisors 

of the experimental group ranked their students on the basis of all 

objectives, from high to low. The rho of one supervisor's ranking with 

the Q sort ranking was a quite significant 0.73, and the other had a 

moderately high but not significant 0.46. For one supervisor, at least, 

the null hypothesis was rejected. 

The College of Education supervisors of the regular group 

student teachers were asked to rate their students on five of the twelve 

factors of the Q sort. Five factors were selected for the supervisors 

to rate in order to reduce the rating criteria. In spite of the reduced 

number of factors upon which the supervisors were requested to make 

judgments, less than half of the ratings were returned to the investi

gator. Two supervisors commented that they did not know the student 

teacher well enough to rate him on those factors. For the ratings 

completed, matching occurred more often than chance, but not often 

enough to be considered significant. 

Hypothesis number three. The third hypothesis held that there 

would be no significant changes in the attitudes of the experimental 

group between measurements: at the commencement of class \vork, 
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immediately prior to student teaching, and at the end of student teaching. 

The third hypothesis was rejected for the pre-student teaching interval 

in the increase of factor I, Interdisciplinary approach to subject matter, 

where the significance was at the . 01 level. Factor VI, Perception of 

worthiness as a teacher, dropped significantly ( .05 level) during the 

methods portion of the semester. The score means for factors XI, 

Permissive classroom atmosphere, and XII, Encourages student in

volvement in planning, increased significantly ( . 01 level) during the 

methods or pre-student teaching period. 

The only significant change during the student teaching period 

for the experimental group was a drop {. 01 level) in factor XII. 

Thus, the null hypothesis was rejected for factors I, VI, XI, and 

total means for the methods or pre-student teaching interval, and factor 

XII for the student_teaching period. 

Hypothesis number four. Hypothesis four was that there would 

be no significant change in attitudes between the experimental and 

regular groups when corresponding measurements were considered. 

The mean scores of the experimental group were higher than 

those of the regular group for factor II, Conceptual precepts of learning 

for both testings, factor VIII, Conceptual process in teaching (pre-

student teaching test only), and factor XII, Encourages student involve

ment in planning, pre-student teaching Q sort only. The regular group 
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was significantly higher than the experimental group on factor IX, 

Helping, cooperative teaching activities, for both the pre-student 

teaching administration (. 05 level), and the post-student teaching 

testing ( . 01 level). 

The null hypothesis was rejected for factors II, VIII, IX, and 

XII. The experimental group had four factor means significantly 

higher than the corresponding factor of the regular group, whereas the 

regular group had only two factors higher than the matching factor 

means of the experimental group. 

IV. SUMMARY 

The reliability and validity of the Q sort used in this study as a 

measuring instrument were discussed. Reliability was based upon the 

highly correlated means of the groups tested at comparable times 

during their professional education. Validity was accomplished by 

design of the instrument as judged by a panel of the members of the 

Department of Secondary Education of the College of Education of 

The University. 

Statistical treatment of the data was discussed. The chief 

technique was to determine the standard error of the difference of 

the means and apply the t-test. In addition, individual performance 

data were analyzed for significance. 
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The non-rejection or rejection of the null hypotheses proposed 

first in Chapter II was indicated. Hypothesis one 'Vas not rejected 

except for one factor in each of the groups. The high correlation of 

one supervisor's rating with the Q sort rating of his student teachers 

caused hypothesis two to be rejected for his assessment, but not 

rejected for all other ratings. Hypothesis three was rejected for the 

total means and for factors I, VI, XI, and XII over the methods or pre

sident teaching period. During the student teaching interval for the 

experimental group the only rejection of null hypothesis three was for 

factor XII. Hypothesis four was rejected since the experimental group 

scored significantly higher than the regular group on factor II (both 

testings), factor VIII (pre-student teaching period ), and factor XII 

(pre-student teaching period). Significantly higher regular group 

scores on factor IX caused null hypothesis four rejection for both the 

pre-student teaching period and post-student teaching Q sorts. 



CHAPTER V 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

I. SUMMARY 

The recognition by members of the College of Education that 

experimentation should be an integral part of teacher preparation pro

gram resulted in the installation of the experimental program. 

When members of the Department of Secondary Education 

designed the experimental changes in the curriculum for secondary 

education students, they recognized the desirability of studying the re

sults of change against the results of the existing curriculum for pre

paration of teachers. 

The purpose of this study was to compare two approaches to the 

professional education of secondary teachers which were in use in the 

College of Education of The University of Arizona. The question to be 

answered by the study was: what attitude differentials resulted in 

comparing the students in the experimental program with those in the 

regular group? The hypotheses derived from the statement of the prob

lem concerned: ( 1 ) shifts of attitude of the groups as a result of student 

teaching, ( 2 ) correlation of measured attitudes as compared to the 

College of Education supervisors' assessment of the attitudes, 

53 
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( 3 ) changes of attitude of the experimental group during the class 

period and student teaching period, and (4) a comparison of specific 

attitudes of the two groups for the pre-student teaching testing and the 

post-student teaching testing. 

The Q sort was selected as the type of instrument needed to 

measure the attitude changes. The Q sort items were constructed by 

the investigator, using the objectives of the Department of Secondary 

Education as a base. A panel from the Department served to judge the 

items as being able to measure the particular attitudes making up the 

instrument. 

Validity of the instrument was achieved by the design and con

struction. Reliability of the instrument was demonstrated by the high 

correlations of mean scores of testings of the three groups at corres

ponding times in their professional training. 

As a result of the student teaching experience, there were two 

significant shifts in attitude: ( ! ) the regular group considered the con

ceptual process in teaching more important after the student teaching 

experience, and (2) the experimental group showed a decided loss of 

interest or belief in the involvement of pupils in lesson planning. 

The rankings of experimental students by their respective 

supervisors were compared to the rankings of their Q sort scores. The 

correlation for one of the supervisors' ranking with his students' Q sort 
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rankings was significantly high and that of the other supervisor 

moderately high. The regular group supervisors were not in as ciTose 

agreement with the Q sort assessment of their student teachers and 

there was no significance in their ratings. 

Since there were two discrete testing periods in the training 

sequence of the experimental group, the directions of change were of 

interest. Generally, change during the class period was in the direction 

of the objectives, but the change during student teaching exhibited a 

reversed trend. Only the perception of worthiness as a teacher was 

wholly contrary to the trend, dropping significantly during the class 

period and rising appreciably during the student teaching. 

Comparing scores between the two groups, the experimental 

group had four significantly higher factors, whereas the regular group 

had only two higher factors. It would be unrealistic to conclude, how

ever, that this indicated a superiority of the experimental group over 

the regular, group. 

II. CONCLUSIONS 

The regular group showed a comparatively small change of 

attitude scores during the student teaching period. Although the final 

sort mean total score was slightly higher than that administered prior 

to student teaching, the difference was well within one standard 

deviation error and deviation from tho. mean. 
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The relatively stable condition o£ the regular group scores 

could indicate that one-half time student teaching had less of an impact 

on the students than did the full day student teaching for the experi

mental group who had a considerably greater mean score change 

(lower) during student teaching. The lower mean score at the end of 

student teaching may possibly be evidence that the six-week, full-day 

[professional education prior to student teaching may be too concen

trated for the student to fully rationalize the teacher roles to which he 

has been exposed. It is possible, also, that the post-student teaching 

mean score drop was a reaction that would show a "spontaneous" re

covery if the sort were administered again one semester after 

completing student teaching. 

Further study is indicated by the suggestion that perhaps the 

downward trend of scores for the experimental group during the student 

teaching period was caused by cooperating teachers who reversed the 

influence of the \ rofessional education sequence of the College of Edu

cation. Identifying all the influences on the student teacher during his 

apprentice period might provide insights into modifications of the pro

fessional education program. 

It was apparent that the students in the experimental group were 

better known to their supervisors than the students of the regular group. 

The close contact of the supervisors as teachers in the experimental 
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group classes meant that student teaching problems were noticed 

sooner and corrected more quickly. On the other hand, the students 

in the regular group had longer preparation time for the classes they 

taught since they were teaching one-half day and the teaching period 

was seventeen weeks. 

During the experimental group's class period the objective 

factors were expected to increase as most of them did. Unexpectedly, 

two factors decreased significantly: teacher attitude towards the pro

cess of inquiry and discovery, and perception of worthiness as a 

teacher. There was either a failure in communicating the idea of 

inquiry and discovery or events during student teaching helped to reduce 

the teachers' effect on that concept. Although the students' perception 

of worthiness as a teacher dropped significantly during the class inter

val, it increased considerably during student teaching. This effect 

paralleled the feelings of some of the group members as stated to the 

investigator. The regular group had a relatively high score for this 

perception on both testings, producing only a very slight change. 

Speculation on the perception of worthiness as a teacher factor 

should include the suggestion that the teaching of the role of teacher 

to the experimental group students in such a short time left them 

somewhat overwhelmed, but their experience in student teaching 

tended to cause some introspection which could be beneficial to their 

becoming teachers. 
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The curricular offerings available to the experimental group 

were probably the reason for increases in score during the class 

interval and student teaching interval for the interdisciplinary ap

proach to subject matter factor. The teachers of the experimental 

class were evidently successful in communicating the need for this 

factor as a teaching concept. The regular group showed a slight down

ward change for this factor indicating, perhaps, negative influences on 

this concept during student teaching. 

Similar factors, conceptual precepts of learning and conceptual 

process in teaching had mean score increases during the experimental 

group classes, but the mean score dropped almost to the original low 

after student teaching. Here was a concept which was accepted by the 

experimental group students during class, but which became less 

acceptable during student teaching, possibly due to a lack of reinforce

ment from the cooperating teacher. The need to investigate the 

cooperating teacher effect on the student teacher is again demonstrated 

as a crucial factor in the success of a student. More should be known 

of the influences of the teacher who directs the student teaching 

experience!. 

The need to determine cooperating teacher influence is further 

reinforced by the trend of scores for Helping, cooperative activities, 

Permissive classroom activities, and Encourages pupil involvement in 
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planning factors. The mean scores increased during class work, but 

dropped close to the original levels after student teaching. Decreases, 

which were more evident with the experimental group, were likely due 

to the close and more constant contact these student teachers had with 

their cooperating teachers. The full-day, student-teaching assignment 

of the experimental group student brought him into very close contact 

with the total school environment. This meant that faculty morale and 

faculty problems influenced him directly. The regular group student 

had, on the other hand, less time to become acquainted with faculty 

members other than his cooperating teacher. Faculty problems and 

morale had much less effect on him. 

A College of Education student-teacher supervisor, commenting 

on the pupil involvement in planning factor, stated that he seldom saw 

any pupil involvement in planning and noted that planning was usually 

so tightly structured that the student teacher had little latitude for this 

activity. This left no room for the pupil to participate in the planning 

activity. On the basis of these conditions it is no wonder that members 

of the experimental group dropped significantly in their mean scores 

for this factor. 

The factor, encouragement participation and cooperation, 

showed a slight change during the student teaching period for both 

groups. The mean scores were close to the overall mean and so 
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evidently evoked only nominal interest. Either the concept had become 

so fixed that change didn't occur or perhaps the items were insufficient

ly provocative to indicate a change in attitude. 

Although this study was designed to measure the overall group 

effect, it also produced individual results which had importance. 

Examination of the sorts of individuals yielded some interesting results, 

especially for those persons who scored low. Subject V, in the experi

mental group, scored the lowest of any individual in either group, 

except on the second testing when subject was next to lowest. This 

subject was judged by the supervisors to have the least chance for 

success as a teacher. Further indication of the accuracy of the instru

ment in evaluation of" individuals was the correlation of the Q sort 

rankings with one supervisor's rankings of the students of a highly 

significant rho, 0. 89- Although the correlation of the pre-class sort 

with the ranking of the supervisor, done at the end of student teaching, 

was low, there were some individuals who were identified by the Q 

sort as needing help in specific areas, which was confirmed by the 

supervisors in several instances. 

Overall the results seemed to indicate a greater flexibility in 

the attitudes of the experimental group students, indicating a greater 

openness to experience. If this was the case, these student.teachers 

have been helped to better adapt to new situations. Openness, while 
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not an attitude measured directly by the instrument, was one of the 

objectives of the Department of Secondary Education. 

in. RECOMMENDATIONS FOR FURTHER STUDY 

As a result of the findings and conclusions of this study, it is 

recommended that: 

1. The Q sort instrument be further refined by reducing the 

number of objective factors and rewriting some items for increased 

clarity. The instrument could then be used for further study of the 

problem. 

2. The attitudes of cooperating teachers be studied for a better 

understanding of how they affect the student teachers. 

3. Further study be undertaken to determine the relative 

effects of the length of the student teaching period on the effectiveness 

of the students' professional education. 

4. Further study be conducted to increase the validity of the 

instrument as a predictor of individual student teaching success. 

5. The curricula of the secondary student teacher preparation 

programs be examined in the light of the findings to suggest potentially 

productive innovations or modifications. 
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APPENDIX A. Q SORT DATA TABLES II - IX 

TABLE II 

Q SORT SCORES, EXPERIMENTAL GROUP, PRE-CLASS TEST, N=31 

Student I H HI IV V VI VII VIII IX X XI XII Total 
A 16 24* 20 21 19 20 14* 14- 20 16 16 17 217 
B 15 18 20 20 21 18- 21 16- 16- 20 17 15 217 
C 14- 15- 17 17- 21 20 25* 20 19 19 21+ .21 220 
D 12- 17- 18 b-*

 
CO

 1 20 21 22 21 20 18 14 15 216-
E 15 14* 15- 20 21 19 23+ 19 22+ 21+ 17 21+ 227 
F 18 18 17 20 24+ 23+ 18 18 18 20 21 19 234+ 
G 22+ 18 19 14- 18- 16- 20 21 16 16 21+ • 224 
H 16 20 20 21 22 23+ 19 18 23+ 19 16 17 234+ 
I 16 18 15- 19 14- 21 21 23+ 20 18 17 16 218 
J 21 17- 22 16* 15 23+ 19 21 20 16 16 17 223 
K 19 20 22 21 17 24+ 21 19 22+ 15- 16 18 234+ 
L 19 19 26* 20 12- 21 17. 18 19 17 13- 14- 215-
M 19 19 17 21 22+ 22 22 21 18 17 17 19 234+ 
N 16 19 21 26* 14- 22 21 15- 19 19 18 17 227 
O 20 18 17 19 18 23+ 17 19 18 18 16 17 220 
P 16 17- 20 21 16 21 22 14- 23+ 19 20+ 18 227 
Q 14- 20 16- 20 18 21 22 20 24* 17 13- 15 i 220 
R 13- 22+ 23 21 20 20 17 19 17- 13* 14 14- 213-
S 14- 19 24* 17- 19 20 22 18 18 21+ 19 20+ 231 
T 18 20 20 22 19 18- 17 19 18 24* 22+ 17 234+ 
U 17 22+ 17 19 24+ 20 21 21 20 18 19 15 233 
V 14- 18 22 22 13- 19 23+ 17 18 14- / 13- 200** 
W 16 24* 19 22 17 21 18 20 20 20 13- 18 228 
X 16 22+ 20 21 21 21 17 25* 18 19 16 19 235+ 



Table II--Continued 

Student I II in IV V VI VII VIII IX X ZSI. XII Total 
Y 18 20 20 20 20 23+ 18 24 20 17 14 17 231 
Z 16 21 22 22 20 23+ 21 19 19 16 15 16 230 

AA 16 20 21 21 14- 17 19 21 19 18 18 20+ 224 
BB 17 19 17 17- 18 27* 19 15- 20 23+ 20+ 15 227 
CC 17 20 19 24+ 19 18- 15- 17 15* 20 19 22* 225 
DD 16 18 19 23+ 18 21 18 15- 22+ 21+ 18 15 224 
EE 14- 20 20 21 12- 20 20 21 18 15- 12- 16 209-

Total 511 600 604 631 562 648 605 587 604 564 510 534 6960 

* . 05 level of significance 
. 01 level of significance 

+ denotes Icr or more above mean 
- denotes lcr or more below mean 

o 
tfc. 



TABLE HI 

Q SORT SCORES EXPERIMENTAL GROUP - PRE-STUDENT TEACHING TEST, N = 31 

Student I II HI IV Y VI VII VIII IX X XI XII Total 

A 16 20 21 20 24+ 21 17- 20 17- 20 18 15- 229 
B 18 21. 19 19 20 19 23+ 20 19 19 17 19 233 
C 15- 17 16- 17- 18 20 23+ 17 18- 18 21 + 19 219-
D 14- 12* 18 18 21 25+ 22 19 17- 18 16 20 220-
E 13* 20 16- 23+ 17 20 24* 17 20 15* 15- 22+ 222-
F 19 16 23+ 24+ 17 21 21 15- 25+ J. JV'T 18 16- 228 
G 22+ 20 16- 23+ 18 17- 19 25+ 19 18 14- 19 230 
H 19 17 19 20 24+ 23 19 17 23 16- 17 22+ 236+ 
I 19 23+ 19 18 19 24+ 19 20 20 19 15- 14- 229 

J 20 17 23+ 19 19 24+ 23+ 17 19 16- 17 18 232 
K 16 20 24+ 18 17 22 20 19 24+ 18 19 17 234 
L 19 18 22 21 15- 18 17- 21 23 17 19 18 228 
M 18 19 21 22+ 17 17- 21 22+ 20 18 17 18 230 
N • 18 19 17 22+ 16 26 + 20 18 17- 19 17 22+ 231 
O 22+ 21 19 21 15- 19 19 22+ 19 19 19 19 234 
P 15- 18 23+ 19 18 20 23+ 18 22 20 22* 19 237+ 
Q 18 20 21 18 20 24+ 20 22+ 19 17 16 19 234 
R 19 23+ 22 18 21 19 15- 22+ 22 18 16 18 233 
S 17 19 24+ 20 18 18 22+ 21 17- 20 21 + 18 235+ 
T 22+ 17 20 21 18 19 18 17 20 20 18 18 228 
U 20 24+ 17 22+ 20 18 17- 18 21 19 18 21+ 235+ 
V 12* 22+ 21 17- 13- 17- 17- 20 25+ 20 17 20 221-
W 20 21 17 23+ 13- 16- 17- 25+ 21 20 13* 19 225 
X 18 23+ 17 21 21 21 19 20 23 19 16 16 234 
Y 20 22+ 20 18 19 23 16- 25+ 16- 18 17 20 234 



Table III--Continued 

Student I II HI IV Y VI vn vin IX X XI XII Total 

Z 20 18 23+ 19 18 24+ 18 17- 24+ 16- 18 19 234 
AA 19 19 16- 17- 20 18 22+ 19 20 20 19 24** 233 
BB 21+ 25+ 15- 18 17 22 19 22+ 17- 19 19 22+ 236+ 
CC 15- 15- 11** 20 22+ 16- 17- 23+ 19 18 18 209** 
DD 16 16 24+ 23+ 21 16- 18 16 22 21+ 17 18 228 
EE 17 22+ 24+ 20 16 17- 20 20 18- 16- 18 13* 221-

Total 557 604 608 619 572 624 605 614 622 565 542 580 7112 

* . 05 level of significance 
. 01 level of significance 

+ denotes lcr or more above mean 
- denotes lor or more below mean 

o 



TABLE IV 

Q SORT SCORES EXPERIMENTAL GROUP - POST-STUDENT TEACHING TEST, N = 31 

Student I II HI IV V . VI VII VIII IX X XI XII Total 
A 17 18 21 22+ 20 20 18 16- 21 20 17 16 226 
B 18 23+ 17- 20 18 19 25+ 18 18 18 15 • 18 227 
C 17 14- 15* 19 17 20 24+ 14- 19 21 17 20+ 217 -
D 17 16 20 16* 21 25+ 25+ 16- 16- 17 20+ 17 226 
E 17 22+ 18 20 18 19 19 18 16- 20 16 22 225 
F 21+ 16 21 21 18 23 22 14- 24+ 13* 15 14- 222 
G 20 15- 18 23+ 18 20 22 20 19 21 16 17 229 
H 20 18 19 18- 22+ 24+ 22 20 19 17 19 19 " 237+ 
I 21+ 20 18 19 17 22 21 24+ 17- 19 14- 15- 227 
J 19 16 22 20 15- 20 21 19 19 21 17 20+ 229 
K 23+ 21+ 24+ 20 18 23 17 19 19 20 15 17 236+ 
L 19 19 23+ 20 14- 16- 15- 18 20 20 19 21 + 224 
M 18 21 + 23+ 22+ 16 19 21 17 23+ 20 17 17 234 
N 17 20 17- 19 17 23 22 18 20 18 23* 21 + 235+ 
O 20 22+ 17- 20 18 21 20 19 18 21 18 17 231 
P 17 23+ 21 21 17 23 18 21 22 19 19 16 237+ 
Q 12* 16 20 18- 23+ 24+ 18 22+ 17- 16- 14- 16 216-
R 18 19 23+ 22+ 18 18- 17 21 25+ 17 17 18 233 
S 16 21+ 22 20 19 21 20 20 19 15- 20+ 17 230 
T 22+ 18 22 22+ 18 18- 17 20 23+ 20 18 18 236+ 
U 23+ 17 20 23+ 22+ 20 20 18 18 19 20+ 16 236+ 
y 12$ 20 20 17- O y Tf 19 20 23+ 22 14- A *JL*«JU 

M 16 201** 
w 16 24* 18 21 14- 19 14* 25* 21 21 16 17 226 
X 15- 23+ 18 . 17- 21 22 19 23+ 21 18 16 17 230 

Y 19 19 19 18 21 22 24+ 21 20 16- 17 19 235+ 
z 22+ 20 22 19 19 22 19 20 21 14- 16 19 233 



Table IV- -Contiirded 
[ 

Student I II HI IV V VI VII VIII IX X XI xn Total 

AA 20 20 17- 22+ 18 16- 16- 19 1 20 22+ 19 20+ 229 
BB 22+ 20 15* 21 18 20 20 22+ 17- 22+ 18 18 233 
CC 15- 16 17- 17- 23+ 23 23+ 17 14* 14- 18 16 213* 
DD 14- 17 24+ 21 22+ 22 25+ 14- 18 16- 17 17 227 
EE 17 22+ 25* 19 17 19 21 19 19 17 16 16 227 

Total 564 596 616 617 566 642 625 595 605 566 528 547 7067 

* . 05 level of significance 
. 01 level of significance 

+ denotes Icr or more above mean 
- denotes Icr or more below mean 

00 



TABLE Y 

Q SORT SCORES REGULAR GROUP - PRE-STUDENT TEACHING TEST, N=42 

Student I II in IV V VI VII VIII IX X XI XII Total 

A 17 19 19 23+ 23+ 20 18 18 25+ 17 16 17 232 
B 22+ 19 19 21 21 18 19 20 21 17 19 20 236+ 
C 19 16 22 20 19 21 21 16 20 21+ 19 18 232 
D 17 21 18 21 16 20 22+ 21 23 17 14- 18 228 
E 15- 17 21 21 18 21 22+ 16 19 18 18 16 222-
F 20 15- 19 20 19 22 20 16 21 17 20+ 14- 223 
G 19 17 19 17 17- 18 20 22 20 20+ 17 231 
H 16 24+ 20 18 13- 19 20 21 21 21+ 17 19 229 
I 21 12* 20 20 23+ 21 22+ 17 23 17 16 19 231 
J 16 18 19 16- 18 23 23+ 16 23 19 16 19 226 

K 19 22+ 20 19 19 21 16- 19 25+ 18 15- 16 229 
L 23+ 17 17 24+ 19 18 18 17 22 16- 21 19 231 
M 22+ 17 20 19 14- 19 18 19 19 19 18 16 220 -
N 22+ 19 21 25* 19 20 18 • 16 19 20 19 18 236+ 
O 15- 23+ 17 22+ 14- 18 19 24* 17- 18 18 18 223 
P 21+ 19 18 16- 22+ 17- 16- 17 25+ 20 17 19 227 
Q 20 15- 21 20 24+ 23 17- 12* 23 19 19 16 229 
R 17 16 21 20 18 22 21 16 23 21+ 16 21+ 232 . 
S 19 21 15- 23+ 17 15- 19 16 17- 19 19 17 217-
T 18 16 19 20 21 23 22+ 17 21 20 19 20 236+ 
U 17 18 20 19 17 21 19 17 24+ 20 20+ 19 231 
V 15- 18 20 21 13- 24+ 16- 19 17- 21+ 18 14- 216-

W 16 20 24+ 22+ 18 17- 19 18 20 16- 15- 19 224 
X 20 16 16- 20 22+ 22 21 17 22 21 + 19 17 233 
Y 18 13* 16- 16- 16 26+ 19 18 20 22* 15- 16 215* 



Table V--Continued 

Student I II in IV V VI VII VIII IX X XI XII Total 

Z 20 22+ 15- 20 19 29 23+ 17 17- 19 13* 18 223 
AA 21+ 20 21 18 10** 23 15- 19 22 16- 17 20 222-
BB 17 19 21 18 21 26+ 20 17 20 15* 18 15- 227 
CG 15- 17 22 16- 18 25+ 23+ 19 21 17 18 21+ 232 
DD 17 17 20 18 22+ 18 22+ 22+ 20 19 17 16 228 
EE 18 16 23+ 20 16 21 17- 17 23 18 22* 18 229 
FF 21+ 18 21 19 22+ 16- 15- 19 20 19 20+ 19 229 
GG 18 19 20 18 20 124+ 20 15- 22 19 19 22+ 236+ 
HH 17 19 20 22+ 22+ 22 17- 16 17- 20 20+ 14- 226 

II 19 18 18 21 15- 22 17- 17 22 18 19 17 223 
JJ 17 17 21 21 20 23 20 17 21 19 15- 17 228 

KK 17 16 24+ 20 21 24+ 18 17 23 19 15- 18 232 
Li Li 18 21 18 18 23+ 24+ 22+ 19 19 17 17 15- 231 

MM 16 15 1.3* 18 17 24+ 20 13* 22 21+ 15- 16 210** 
NN 21+ 17 19 23+ 19 16- 19 19 23 18 16 20 230 
OO 16 20 24+ 21 19 17- 19 16 21 16- 15- 19 223 
PP 22+ 17 25+ 18 19 18 18 23+ 20 20 •^16 20 236+ 

Total | 780 758 824 834 783 871 808 745 885 784 735 747 9554 

* . 05 level of significance 
** . 01 level of significance 

+ denotes 1 tr or more above mean 
- denotes l(r or more below mean 



TABLE VI 

Q SORT SCORES REGULAR dROUP - POST-STUDENT TEACHING TEST, N = 42 

Student I II in IV V VI VII VIII IX X XI XII Total 
A 20 21+ 16- 22+ 16 20 22 22+ 20 19 15 18 231 
B 19 19 18 23+ 19 21 23+ 17 20 17 20+ 21+ 237+ 
C 17 15- 21 20 18 24+ 24+ 15- 19 19 22+ 20+ 234 
D 21+ 18 23+ 16* 16 19 20 20 22 15- 17 20+ 227 
E 12* 16 22 19 14- 19 25+ 18 19 21 18 15- 218-
F 16 17 20 19 18 22 16- 19 23+ 23+ 21 + 21 235+ 
G 21 + 24* 21 23+ 16 17- 16- 23+ 21 19 19 16 236+ 
H 17 16 18 20 19 20 19 17 26* 21 20+ 20+ 233 
I 17 19 19 21 18 20 22 19 22 18 14- 22+ 231 
J 20 19 19 18- 18 22 21 18 20 14- 19 17 225 

K 16 18 18 20 18 17- 17 26* 25+ 21 18 17 231 • 
L 21 + 15- 18 21 20 22 20 16- 24+ 19 15 18 229 
M 17 17 19 21 12* 22 23+ 18 22 17 14- 17 219-
N 20 17 21 20 16 22 17 17 21 21 18 234 
O 18 24* 20 23+ 14- 21 13* 23+ 19 18 13- 18 224 
P 19 14- 21 21 24+ 20 15- 19 17- 17 18 21+ 226 
Q 21 + 17 22 18- 21 23 21 16- 23+ 19 20+ 14- 235+ 
R 15- 19 23+ 24* 16 16- ; 18 20 23+ 17 20+ 12* 223 
S 23+ 20 19 23+ 17 17- 18 18 23+ 16- 17 18 229 
T 16 18 18 19 19 22 23+ 18 22 22+ 16 18 231 
U 16 18 17- 23+ 18 18- 19 16- 26* 24* 20+ 20+ 235+ 
V 20 16 19 19 15- 24+ 17 18 22 20 12* 19 221-
w 18 16 20 19 21 16- 23+ 15- 19 21 17 20+ 225 
X 18 15- 19 22 + 24+ 23 22 19 18 18 18 18 234 
Y 18 18 20 21 17 21 13* 22+ 20 21 17 16 224 
Z 21 + 16 19 22+ 24+ 22 20 20 21 18 17 16 236+ 

I 



Table VI--Continued 

Student I II in rv V VI VII VIII IX X XI XII Total 
AA 16 17 24+ 18- 14- 23 16- 18 23+ 17 20+ 17 223 
BB 22+ 15- 19 20 21 26* 20 17 20 16- 18 15- 229 
CC 16 17 22 20 17 24+ 22 18 16- 22+ 17 19 230 
DD 16 19 20 19 21 24+ 21 21 21 16- 16 18 232 
EE 21 + 19 17- 17- 23+ 20 21 16- 23+ 18 19 16 230 
FF 18 17 17- 18- 20 15* 19 20 18 20 19 22+ 223 
GG 19 18 20 21 20 25+ 18 16- 16- 20 16 21+ 230 
HH 17 17 18 20. 22+ 23 18 16- 19 23+ 19 13* 225 

II 23+ 23+ 16- 21 14- 20 16- 22+ 21 18 17 15- 226 
JJ 22+ 16 25* 20 17 20 22 18 22 17 12* 16 227 

KK 17 18 19 20 19 23 20 21 18 23+ 18 17 233 
LL 18 18 21 17- 20 21 22 21 20 19 15 17 229 

MM 14- 14- 22 22+ 17 21 19 12* 20 19 17 12* 209** 
NN 21 + 19 17- 19 21 21 20 16- 19 18 16 18 225 
OO 16 16 24+ 18- 16 21 19 17 23+ 13* 16 16 215-
PP 22+ 16 24+ 21 19 16- 17 25* 20 19 17 19 235+ 

Total 775 741 835 848 769 873 817 783 876 793 733 741 9584 

* . 05 level of significance 
*^ . 01 level of significance 

+ denotes Icr or more above mean 
- denotes Icr or more below mean 



TABLE Vn 

Q SORT SCORES EDUCATION 230 GROUP - PRE-CLASS TEST, N = 38 

Student I II in IV V VI vn vni IX X XI XII Total 
A 17 20 22 16 19 17 18 20 19 20 19 23 230 
B 13 18 20 22 20 22 19 18 15 15 15 16 213 
C 16 20 22 17 22 21 19 22 21 17 17 20 234 
D 12 13 17 14 19 20 22 13 19 20 26 22 , 217 
E 14 19 19 18 15 21 16 15 17 21 18 17 210 
F 18 18 20 23 18 17 21 22 19 18 16 17 227 
G 19 14 15 21 20 20 23 14 16 21 20 17 220 
H 15 16 22 18 20 26 25 19 20 18 13 14 226 
I 17 19 21 19 17 22 19 20 21 18 19 21 233 
J 19 15 19 21 21 20 19 20 24 21 19 19 237 
K 16 18 16 18 19 24 17 22 19 17 18 15 219 
L 17 18 15 19 17 19 21 24 f 

21 17 15 18 221 
M 20 19 24 20 16 18 17 17 18 21 17 14 221 
N 17 18 - 24 18 22 22 20 1 5 '  21 18 20 15 230 
O 19 15 - 24 17 11 17 21 20 23 24 15: 14 220 
P 16 20 13 17 17 21 21 16 20 24 18 14 217 
Q 17 17 23 21 21 26 22 16 20 18 15 15 231 
R 20 15 20 17 21 19 21 13 21 19 19 18 223 
S 19 20 20 20 18 23 23 13 18 20 15 14 223 
T 13 18 19 22 16 20 20 24 15 18 19 16 220 
U 19 20 19 19 18 18 20 20 18 22 23 19 235 
V 19 18 18 22 18 20 23 16 23 22 18 19 236 
W 16 16 19 15 18 22 18 11 22 15 18 22 212 
X 17 19 21 22 15 20 17 18 23 15 13 15 215 
Y 16 20 22 20 17 18 22 22 18 19 13 18 225 
Z 20 18 22 25 12 17 17 17 21 23 21 20 233 



Table VII-- Continued 

Student I II in IV V VI VII VIII IX X XI XII Total 

A1 20 20 22 24 16 20 18 22 18 17 17 13 227 
B1 19 19 14 21 23 17 23 20 22 17 18 15 228 
CI 16 19 20 19 16 21 20 20 20 18 22 21 232 
D1 21 25 19 21 19 20 18 19 21 17 15 17 232 
El 18 17 19 20 21 18 18 23 17 18 19 14 222 
F1 19 20 24 24 14 18 16 19 24 18 16 19 231 
G1 17 20 24 18 17 20 19 18 25 19 17 15 229 
HI 17 19 20 21 23 17 19 17 18 14 18 19 222 
11 17 19 22 20 22 16 17 19 20 21 19 17 229 
J1 17 18 17 21 16 25 21 20 18 24 17 21 235 

K1 16 16 16 18 22 22 25 17 17 17 17 14 • 217 
LI 18 17 19 18 19 17 18 22 25 20 18 19 230 

Total 656 690 752 746 695 761 753 703 757 721 672 656 8562 
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TABLE Yin 

COMPARISON OF SUPERVISOR NO. 1 AND Q SORT 
RANKINGS OF STUDENT TEACHERS 

Ranking by Pre-CR Pre-Student Post-Student 
Supervisor Q Sort Q Sort Q Sort 

Student No. 1 Ranking Ranking Ranking 

H 1 2 1. 1 
Z 2 5 3. 5 5. 5 

M 3 2 9. 5 4 
G 4 8. 5 9- 5 8. 5 
R 5 15 6 5. 5 
I 6 11 11.5 10. 5 

AA 7 8. 5 6 8. 5 
T 8 2 13. 5 2 
B 9 12. 5 6 10. 5 
N 10 7 8 3 
A 11 12. 5 11. 5 12 
L 12 14 13. 5 13 
S 13 4 2 7 
Q 14 10 3. 5 15 
C 15 6 16 14 
V 16 16 15 16 

P = .41 P = .43 P = . 73** 
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» TABLE IX 

COMPARISON OF SUPERVISOR NO. 2 AND Q SORT 
RANKINGS OF STUDENT TEACHERS 

Ranking by- Pre-CR Pre-Student Post-Student 
Supervisor Q Sort Q Sort Q Sort 

Student No. 2 Ranking - Ranking Ranking 

J 1 11 7 7 
O 2. 5 12 5 5 

BB 2. 5 7 2 4 
X 4 1 5 6 
U 5 4 3 2. 5 
D 6 13 13 10. 5 
P 7. 5 7 1 1 

EE 7. 5 14 - 12 8. 5 
W 9 5 10 10. 5 
E 10 7 11 12 

DD 11 10 8. 5 8. 5 
CC 12 9 14 14 

K 13 2. 5 5 2. 5 
F 14 2.5 8. 5 13 

P = . 30 P = .42 P = . 46 
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APPENDIX B. TEACHING INVENTORY Q SORT 

Enclosed with this page is a set of cards called a Q sort which, 

when arranged by the individual, is expected to show his ideas about 

education. 

The directions for arranging the card statements in the Q sort 

are as follows: 

1. Quickly sort the cards into three piles with those in the left 

pile which most closely reflect your position and in the right pile those 

which are least like your position. 

2. Lay out the colored pile cards in sequence A through I with 

A to the left and I to the right. 

3. Resort the three piles into nine piles, putting the number in 

each pile as indicated on the pile card. 

4. On the accompanying mimeographed sheet record your 

selections by number in the appropriate position. 

5. Please put your name on the mimeographed sheet where 

indicated. 
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4. On this sheet record your selections by number in the 

appropriate position. 

Most like: Least like: 

12 

14 

1 2  

5. Please sign your name below. 

NAME: 
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APPENDIX C. Q SORT STATEMENTS 

Interdisciplinary Approach to Subject Matter 

A. Interdisciplinary approach 

Learning for the student is facilitated by exploring material 
which crosses the discipline line of the subject. 

Subject matter should related to the individual and his needs. 

Eliminating some of the sharp dividing lines between dis
ciplines would enable better individualization of the 
curriculum. 

B. Separate discipline subject-matter approach 

The most effective teacher is the scholar who has researched 
his field in depth. 

Ideally, a teacher should restrict himself to teaching the 
material that is within the subject field to which he has been 
.assigned. 

There is too much material in each of the subject-matter 
disciplines to consider combining them for teaching purposes. 

Conceptual Precepts of Learning 

A. Concepts 

Learning depends upon the understanding of concepts. 

With subject matter, one should concentrate on learning the 
overriding ideas, rather than the facts. 

The unit approach in which several references are used by 
students can stimulate learning more effectively than a course 
laid out by textbook writers. 

B. Individual isolated facts 

Learning consists of accumulating factual material. 
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Learning is a matter of developing the faculties of the mind 
by storing a memory of the subject matter. 

Developing the human intellect depends on the facts im
pressed upon it by formal or informal means. 

III. Teacher Attitude Towards Pupil's Efforts to Learn 

A. Helping and supportive 

The role of the teacher is to help develop adults who can 
select and achieve worthwhile goals. 

Teaching is essentially assisting the learning of the student. 

A teacher, though not able to cause learning, can aid it. 

B. Restricting and negative 

Education, at least on the secondary level, should be on a 
take-it or leave-it basis. 

Many of the things used in classroom today, such as movies 
and overhead projectors, add little to effective learning. 

Freedom in a classroom results in less learning and loss of 
discipline. 

IV. Attitudes Toward Individualization by Inquiry and Discovery 

A. Stimulating, assisting 

One role of the teacher is to encourage the student to dis
cover ideas for himself. 

By stimulating inquiry in the student it may be possible to 
develop individualization of learning. 

The ideal learning situation occurs when each student works 
independently with a teacher as advisor or helper. 

B. Belief in subject-matter supremacy, restrictive 

The major role of the teacher should be that of a subject-
matter specialist in the classroom. 
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Development of the mind brings self-discipline and ability 
to select values and make choices. 

The teacher should direct and control the learning process. 

V. Perception of Ability to Relate to Pupils 

A. Able to relate to pupils 

Part of my role as a teacher can be identified by my close 
relation with students and other teachers. 

I believe that in teaching we should be as concerned with 
interpersonal relations as with subject matter. 

My success as a teacher is or will be directly related to 
how well I interact with the students. 

B. Subject matter specialist, discipline oriented 

I believe the teacher should not become involved in social 
activities with other members of the staff. 

My primary role as a teacher is to teach the subject to 
which I am assigned. 

I derive greater satisfaction from depth studies of my 
subject than in seeking new methods for teaching the subject. 

VI. Perception of Worthiness as a Teacher 

A. Worthy as a teacher 

I believe that my work as a teacher is important and reward
ing. 

I am a worthy member of the most important profession in the 
world. 

A teacher's perception of his strengths and weaknesses has 
a great deal to do with his teaching ability". 



82 

B. Defensive of teacher role 

I don't like to be introduced to new acquaintances as a 
teacher. 

I feel somewhat defensive about being a teacher. 

Teaching is actually my second choice of professions. 

VII. Perception of Appearance and Acceptability 

A. Positive perception 

I would appreciate the visits and suggestions of the principal 
and other administrators. 

I believe that teaching is more effective when the students 
respect and like the teacher than when the opposite is true. 

I believe that I am or would be liked and respected by my 
students. 

B. Appearance and acceptability unimportant 

Effective teaching depends very little upon the regard of the 
student for the teacher. 

A teacher should be able to express his opinions about any 
matter in any manner he wishes outside of school. 

I don't like the low regard which the community has for the 
teacher. 

VIII. Conceptual Process in Teaching 

A. Conceptual approach 

Since learning factual material seems to be most effective 
when it is associated with main ideas, we should plan learn
ing experiences around these concepts. 

In our planning, we should use the conceptual approach and 
utilize multiple sources of material. 
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If as Combs says, "Learning is a function of meaning, 11 

then the selection of concepts to be studied is extremely 
important. 

B. Planning unimportant 

Using the text as the center of lesson planning is inevitable 
where only one text is provided by the school. 

Long-term lesson planning is usually overstressed because 
teachers really have little latitude in what they teach. 

A teacher really does not have to have a formal plan because 
the material he must teach is specified by the school 
administrators. 

Helping, Cooperative Teaching Activities 

A. Helping, cooperative 

Teaching is usually considered as an assisting process 
rather than a process of doing for the student. 

In planning for teaching, the needs of the individual student 
must be recognized and planned for. 

Teaching consists more of assisting the student to learn than 
lecturing to him on subject matter. 

B. Authoritarian, manipulating 

Teaching is presenting the material to the student for him 
to learn as best he can. 

A teacher is constantly directing and manipulating the student 
activities for maximum learning. 

The teacher should maintain a tight control on the classroom 
activities so that time will not be used in unplanned activity. 

Encouraging Pupil Participation and Cooperation 

A. Encouraging, implementing 
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Students should be encouraged to cooperate in learning 
activities so that they may help each other to learn. 

Cooperative classroom activities encourage some students 
who would otherwise accomplish very little. 

Encouraging students to participate in cooperative activities 
has the effect of stimulating interest. 

B. Promotes competition 

Learning is generally accelerated by a highly competitive 
classroom situation. 

Since competition is the basis for adult life, it is also best 
for stimulating learning in the classroom. 

The competitive situation of grades is a necessary and 
valuable learning tool for increasing student participation 
in learning. 

XI. Permissive Classroom Atmosphere — 

A. Permissive 

The experienced teacher who allows considerable freedom 
of action in the classroom can accomplish much in helping 
students to learn. 

Most students learn better in a permissive classroom 
atmosphere than where the discipline is strict. 

The student can be helped to learn how to make decisions by 
allowing him to make some in his classroom activities. 

B. Authoritarian 

There is no substitute for a strictly disciplined class to 
promote learning. 

The teacher should at all times maintain a tight control on 
the members of the class in his care. 

Strong discipline in class will prevent the educational tangents 
which are so time consuming. 
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XII. Encouraging Pupil Involvement in Planning 

A. Encourages pupil involvement 

If students are allowed to help in the planning of a lesson, 
they are more likely to become interested in seeing its 
culmination. 

Student-teacher planning of a lesson or unit can produce a 
superior learning situation. 

When someone participates in an activity, he usually wants 
to have some say in its planning. 

B. Belief in teacher planning 

Since the~school imposes a minimum curriculum which the 
teacher must cover, it is up to the teacher alone to do all 
the planning. 

Teacher-student planning usually works poorly where it is 
tried. 

Planning is so important that the teacher should do it 
rather than pass the responsibility on to the students. 
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