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ABSTRACT 

Before instituting new teacher training programs we need to 

learn more about which characteristics and views may be necessary in 

prospective teachers, which ones may be tolerated, and which ones 

might be changed during training. Will measures of openness, creativ

ity and commitment predict how well potential teachers might do in 

relating to young children from culturally deprived areas ? Will back

ground factors of the potential teachers relate to the three factors under 

consideration and the relationship with the children? 

The subjects, called junior teachers, were students in a begin

ning course in human growth and learning (a requirement for teachers). 

They worked with six-year-old Mexican-American children entering 

school for the first time. 

After each session with the child, the junior teachers reported 

in writing on their experience. The reports were later rated by three 

judges using a rating scale devised to evaluate their performance. The 

rating scale had three major categories: aid to the child's language 

d e v e l o p m e n t  ( p a r t  A ) ,  e n h a n c e m e n t  o f  t h e  c h i l d ' s  s e l f - c o n c e p t  ( p a r t  B ) ,  

and rapport and understanding generated in the situation (part C). 

The Rokeach Dogmatism Scale (Form E), selected Guilford cre

ativity tests and Spaulding revised tests (Kaya Puzzles) and reported 

xv 
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statements on commitment to teaching were the respective measures of 

openness, creativity and commitment obtained on the subjects. Selected 

personal background factors were available through a questionnaire and 

the profile pattern of the Allport-Vernon-Lindzey Study of Values. 

The relations between the variables were calculated by linear 

regression method. Categories were developed for non-parametric infor

mation. Students were placed into groupings within each category. Mean 

scores between categories were compared using one-way analysis of 

variance. 

Junior teacher written report scores were found to be negatively 

related to the Allport-Vernon-Lindzey economic and political values and 

positively to aesthetic, social and religious values. Low dogmatism was 

related to aesthetic and social values on the Allport-Vernon-Lindzey 

Study of Values. 

There was a trend for the open students to establish a better re

lationship with the children than the closed. There were no differences 

between the creative and the non-creative students in establishing a posi

tive relationship. Perhaps the student committed to teaching actively 

searches out and uses the creative ideas of others. 

Significant differences between commitment groupings were found 

for the mean scores of the rating scale (A, B, C, and total) and the 

originality variables. The committed students had the highest mean. 
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In comparison with their peer group, students with high rating 

scale scores on their written reports tend to: (1) have more hours in 

sociology and anthropology; (2) have higher aesthetic, social, and re

ligious values on the Allport-Vernon-Lindzey Study of Values; (3) be 

committed to the profession of teaching and plan to teach; (4) want to 

select a teaching career if unrestricted; (5) want to be teaching five 

years from now; (6) have considered teaching as a profession while still 

in elementary or secondary school; (7) have been influenced toward 

teaching as a career by previous pre-professional teaching experiences; 

(8) have had experience with children in groups; (9) have selected a 

college major in education, English-speech-drama, or foreign languages; 

(10) prefer elementary or secondary teaching; (11) be females. 

The findings of this study might be valuable for selection pur

poses in a training program. However, continued efforts are necessary 

to refine the instruments used. Additional research using methods 

similar to those of this study with populations of competent, experi

enced teachers is recommended. 

The findings might be used to design or add to programs for the 

education of future teachers. The evidence of the study would indicate 

the need for experiences in the field. Such experiences might not only 

increase commitment to teaching but add skills to the potential teachers. 



CHAPTER 1 

INTRODUCTION 

Development of a thinking individual has been proposed as a 

major goal of our educational system. This goal is a necessity with the 

present demand for people with not only skills and knowledge but also 

the ability to integrate and apply them. 

The rational powers of the human mind have always been 
basic in establishing and preserving freedom. In further
ing personal and social effectiveness they are becoming 
more important than ever. They are central to individual 
dignity, human progress, and national survival. 

The individual with developed rational powers can 
share deeply in the freedoms his society offers and can 
contribute most to the preservation of those freedoms. 
At the same time, he will have the best chance of under
standing and contributing to the great events of his time. 
And the society which best develops the rational poten
tials of its people, along with their intuitive and 
aesthetic capabilities, will have the best chance of 
flourishing in the future. To help every person develop 
these powers is therefore a profoundly important objec
tive and one which increases in importance with the 
passage of time. By pursuing this objective, the school 
can enhance spiritual and aesthetic values and the other 
cardinal purposes which it has traditionally served and 
must continue to serve (NEA, 1961, p. 11). 

Our complex society demands creativeness and innovation. The school 

is a major agency in the developing in students the ability to think and 

the motivation to become a contributing person and citizen. 

1 
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Background 

What does the teacher have to do with the development of a 

thinking individual? A variety of studies suggest that teacher personal

ity and method of interaction with the group of individuals may have a 

significant effect on the student's behavior and interest (Torgoff, 1961). 

Hughes (1959) while analyzing instances of recorded pupil-teacher 

interactions found few teachers promoting optimum learning climates. 

Flanders ( 1960) and Travers ( 1960) support this view. 

What type of individual interacts in a positive fashion with pupils 

and aids them in becoming thinking individuals? Checklists containing 

desired teacher characteristics are numerous; several of these lists 

(Barr, 1948; Ryans, 1960) have circulated widely. Nevertheless, as 

Getzels (1955) points out, the lists in essence say that a good teacher 

is "friendly, cheerful, sympathetic, and morally virtuous rather than cruel, 

depressed, unsympathetic, and morally depraved" (p. 434). The lists 

contribute little aid in the development of new programs in education. 

Before instituting new teacher training programs we need to learn more 

about which characteristics and views may be necessary in prospective 

teachers, which ones may be tolerated, and which ones should be 

changed before he enters the classroom. 

A recent doctoral dissertation (Kingsley, 1966) explored the 

extent of commitment and open-mindedness in students in their first 
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educational psychology course. During the semester course changes in 

dogmatism were not statistically significant but the committed students 

showed a tendency to increase in openness. A hypothesis was developed 

proposing the open, committed teacher as the type of individual best 

suited to guide children to their fullest development. 

The subjects in this study were students in one of their first 

required courses, Education 151, in the College of Education at the 

University of Arizona. By choosing as subjects students beginning their 

teacher training program, one has an opportunity to explore how traits and 

views initially brought to a situation can affect individuals' work with 

young children. The writer desired to explore how the two qualities, 

openness and committedness, previously studied and a third quality, 

creativity, might affect the development of a positive teaching relation

ship with six-year-old children from a group classified as disadvantaged 

by the federal government. 

The six-year-old children were mainly Mexican-American chil

dren in their first year of school. They attended schools participating in 

a special first grade experimental program designed to enrich their experi

ences and aid their language development. The schools are in what is 

classified as the poverty zone in Tucson, Arizona. 
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Problem 

To what extent do creativity, commitment to teaching, and 

openness affect an individual college student's ability to work with 

young children from economically deprived areas? The development of a 

positive productive relationship between the individual college student 

and the child is hypothesized to be related to these three factors. How 

can measures of these factors — openness, creativity, and commitment — 

be used to predict effectiveness in working with a child? 

In order to accomplish the objective of answering the questions 

raised by the stated problem the following hypotheses, stated in the null 

form, were tested: 

1. There is no difference between the committed and non-

committed Education 151 students in ability to establish a positive 

relationship with six-year-old children. 

2. There is no difference between the open and the closed 

Education 151 students in ability to establish a positive relationship 

with six-year-old children. 

3. There is no difference between the creative and the non-

creative Education 151 students in ability to establish a positive 

relationship with six-year-old children. 
/' ' 

In addition, answers were sought to the following questions: 

1. What is the relationship between the factors of openness, 

creativity, and commitment as measured? 
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2. To what extent do selected background factors obtained 

from the administered questionnaires make a difference in the college 

students' ability to work with six-year-old children of a deprived back

ground . 

Importance of the Study 

Creativity is essential in the development of ideas and in the 

enhancement of an established relationship. Without this quality in some 

degree, repetition and stagnation can occur. Openness to ideas differ

ent from those currently held and methods different from those currently 

used may be a necessary condition of creativity. Openness is essential 

to an accepting attitude, highly important for working with individuals 

from different parts of our society. The teacher carries within himself 

attitudes and ideas which influence his ability to work and maintain a 

positive environment in which a child may develop to his fullest. 

Certain teachers or prospective teachers because of their own flexi

bility and psychological set may be able to provide a satisfactory and 

challenging environment for growth in a teaching situation more easily 

than others. 

Commitment to teaching may be considered an important factor in 

one's desire to work with others for their benefit. The importance of the 

teacher in motivating and encouraging the child cannot be underestimated 
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(Tournal of Teacher Education. Tune. 1965). Belief in the value of 

teaching as an occupation may be considered a major part of commitment 

and an important motivation in acquiring new methods of facilitating a 

child's cognitive and emotional growth. As Festinger ( 1957 ) points out 

not only does an individual have to establish an internal consistency 

between his opinions, attitudes, knowledge and values, but they must 

be consistent with his actions. It is suggested that one's actions in a 

teaching situation which are not consistent with opinions and attitudes, 

will not be as effective as those which are consistent. 

Method of Treatment 

The students in selected sections of a beginning course in 

human growth and learning. Education 151, at the University of Arizona 

during the 1965-1966 school year were the subjects for the study. After 

comparison of certain variables known at the beginning of each semester, 

the sample was further reduced to two sections of the fall semester. 

The sections selected were involved in the Cooperative Univer

sity of Arizona and Tucson District No. 1 program for six-year-old 

Mexican-American children entering school for the first time. Each 

Education 151 student in these sections worked with one six-year-old 

child once a week for ten weeks of the semester. The field work 

participation fulfilled a part of the course requirement. 
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The creativity factor was measured by four of the Guilford 

creativity tests of divergent production, two of Spaulding's Creative 

Thinking Measures (revised Kaya Puzzles) and the profile pattern of the 

Allport-Vernon-Lindzey Study of Values. The following Guilford tests 

were used: one test of figural fluency, sketches; one test of word 

fluency, suffixes W-l; one test of expressional fluency, sentences; and 

a test of fluency and/or flexibility, utility test (Guilford, 1964). These 

tests covering areas vital to creativity — fluency, flexibility, elabo

ration, and originality — were given once during the semester. 

Ways of assessing creativity have been studied by many people 

of varied points of view. Stein ( 1962 ) reviewed some of the major 

methods of determining who is creative and the psychological make-up of 

the creative individual; he suggests that all the present methods have 

their individual drawbacks and there is no single criterion of creativity 

available for researchers. Each new facet of information adds to the 

growing store of knowledge about the " creative person. " Each method 

of assessing creativity tends to favor one aspect of this largely un

explored quality over another. The instruments used in this study, se

lected Guilford creativity tests and Spaulding revised tests (Kaya 

Puzzles) lean heavily upon verbal skills. The weighting and selection 

may favor the verbal type of individual, but it must be noted that the 

classroom teacher depends upon verbal skills. 
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The openness and commitment factors were measured at both the 

beginning and the end of the semester. The openness of the individual 

student was measured by the Rokeach Dogmatism Scale, Form E. Com

mitment to teaching was evaluated on the basis of the student's reported 

statement. 

The honesty of the student in response to the questionnaire, the 

Rokeach Dogmatism Scale, and the commitment statement was relied 

upon. All questionnaires and self-report material have limitations as 

prominent individuals in the counseling field have noted (Kahn and 

Cannell, 1957; Rothney and Roens, 1949). 

The three individual factors considered important to a positive 

relationship were compared statistically with the score received by the 

student on his ten observation reports which were a part of the class 

assignment. A rating scale was developed for scoring the written 

reports which covered the areas of language development, self-concept, 

and rapport and understanding. A panel of three judges scored the 

observation reports, and the three judges' scores were averaged to pro

duce the final score for each report. 

Sex, grade point average, and past experience of the college 

student along with the alertness of the child and his mastery of English 

were considered as factors potentially influencing the relationship 

between the college student and the child as stated in the written report. 
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Limitations of the Study 

The data relate to selected College of Education classes 

beginning their training and to selected six-year-old Mexican-

American children in the Tucson District No. 1 schools. The findings 

are therefore limited in their application to these populations. 

Definition of Terms 

Several terms, their implications, and applicable research will 

be discussed in Chapter 2. For clarification, however, it is necessary 

to define some of the terms used in the study. The following definitions 

were accepted by the writer: 

1. Ambivalence. "A state characterized by the simultaneous 

existence of contradictory feelings such as love and hate or contradic

tory reactions such as attack and withdrawal with respect to the same 

o b j e c t "  ( G o o d ,  1 9 5 9 ,  p .  2 6 ) .  

2. Attitude. "An enduring, learned predisposition to behave 

in a consistent way toward a given class of objects; a persistent mental 

and/or neural state of readiness to react to a certain object or class of 

objects, not as they are but as they are conceived to be. It is by the 

consistency of responses to a class of objects that an attitude is identi

fied. The readiness state has a directive effect upon feeling, and 

action related to the object" (English and English, 1958, p. 50). 
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3. Belief. "An emotional acceptance of a proposition or 

doctrine upon what one implicitly considers adequate grounds. The 

grounds for belief, however, are often not examined, nor does the belief 

imply that others need have the same grounds. Beliefs have varying 

degrees of subjective certitude" (English and English, 1958, p. 64). 

4. Commitment. "A personal or group engagement to support 

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

usually involves some public declaration of the engagement" (Good, 

1959, p. 112). 

5. Creativity. Carl Rogers' definition of the creative process 

was accepted for this study: the creative process "is the emergence in 

action of a novel relational product, growing out of the uniqueness of the 

individual on the one hand, and the materials, events, people, or circum

s t a n c e s  o f  h i s  l i f e  o n  t h e  o t h e r "  ( 1 9 5 9 ,  p .  7 1 ) .  

6. Open-mindedness. "Readiness to consider different points 

of view; the attitude with which we greet ideas that conform to our pre

judices" (English and English, 1958, p. 357). 

7. Mexican-American. Spanish-speaking immigrants from 

Mexico and those individuals who became United States citizens through 

territorial annexation from Mexico and/or their descendants may be 

classified (defined) as Mexican-American. The majority of these indi

viduals are of mixed Spanish and Indian stock (Mestizo). (Walter, 

1952, p. 325) 



8. Self-concept. "Those parts of the phenomenal field which 

the individual has differentiated as relatively stable and definite parts 

or characteristics of himself" (Good, 1959, p. 493). 

9. Self-report. "Information furnished about oneself. The 

report may be a simple statement of elementary personal facts (age, 

marital status, occupation, etc.), an elaborate personality rating, a 

questionnaire, an autobiography" (English and English, 1958, p. 488). 

10. Perception. "An event in the person or organism, primarily 

controlled by the excitation of sensory receptors, yet also influenced 

by other factors of a kind that can be shown to have originated in the life 

history of the organism" (English and English, 1958, p. 378). 

Organization of the Study 

Chapter 2 of this study will review the relevant literature. The 

concepts of openness, creativity, and commitment as they have been 

defined by literature and research are discussed. Chapter 3 will cover 

both the instruments used and the research design for the study. 

The statistical analysis of the data, Chapter 4, contains two 

major phases. One phase is consideration of three of the major instru

ments (the Rokeach Dogmatism Scale, creativity tests, and scores of 

written report rating) separately and in correlation with each other by 

means of a multiple regression program. The second phase is the con

sideration of the questionnaire and commitment statement data in relation 



to the report scores by means of one-way analysis of variance. 

Summary and discussion of the findings of the study and their 

implications for further research are included in Chapter 5. 



CHAPTER 2 

REVIEW OF RELEVANT LITERATURE 

One view of teaching suggests that teachers are helpers in a 

teacher-student relationship (Snygg and Combs, 1949). There is a 

growing body of research indicating how often certain types of teacher-

pupil interaction appear. Spaulding's studies (1965) indicate that 

certain teacher actions and attitudes affect the student's achievement. 

As we come to understand better the elements composing the "good 

relationship" we can use this knowledge to improve teacher-pupil 

relationships in the classroom. 

Research on individual characteristics and their relationship to 

personality types and occupations may also prove useful in predicting 

who can easily become a good teacher and who can become a good 

teacher only with much help. The studies on creativity, psychological 

openness and commitment suggest that these characteristics are impor

tant for healthy human relationships, including the teacher-pupil 

relationship. The research job is the continued definition and appli

cation of characteristics to some criterion of teacher behavior. 

Psychological Openness 

Eminent scholars have aided in developing the definition of the 

concept of openness; most of them reveal different facets of the same 

13 
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concept. A variety of traits affect our ability to produce, the chief 

being our receptivity or lack of it. The surrounding environment is an

other vital consideration (Anderson, 1959). For example, Asch (1952) 

and later Crutchfield (1955) demonstrated that individuals will yield their 

own opinion to the majority opinion. They include in their reason for 

change the belief that their own perception was wrong. Here, other 

individuals are influencing the situation. 

Schachtel (1959) related perception and personality development 

to a theory of concept formation. The environment plays an extremely 

significant role in influencing the individual consciousness, Schachtel 

describes man as moving from autocentric perception in childhood where 

the emphasis is on how and what the person feels to the allocentric mode 

where his perceptual relatedness is object-centered. The growing indi

vidual moving into the allocentric mode will actively approach and open 

himself to the object. Often, however, the child as he moves into 

adulthood leaves behind both allocentricity and primary autocentricity; he 

allows secondary autocentricity to dominate completely. At this point 

man is alienated from both objects and sensory capacities and encounters 

only what is expected. This is the closed man. Schachtel points out 

that individuals who retain both the autocentric and allocentric modes of 

viewing the world are whole human beings who are truly open. These 

"whole human beings" are rare. Most individuals develop the closed 
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view of familiarity where the new and different is unwanted and unsought. 

Yet in contrast to the animals, man is capable of continued 
growth and development throughout his life if he succeeds 
in remaining open to the world and capable of allocentric 
interest. Such openness is the basis of progress and of 
creative achievement in individual life as well as in the 
history of mankind (Schachtel, 1959, p. 248). 

Other theoretical approaches are in accord with Schachtel's view. 

Rogers (1959), Kelley (1962), and Combs ( 1962) relate the concept of 

openness to the world to the healthy personality or the adequate individu

al. Combs points out that the perceptual field of the adequate person will 

be open to all possible experiences. 

Perhaps the best known study of the closed personality was re

ported by Adorno, Frenkel-Brunswick, Levinson, and Sanford (1950). 

This group developed the F-Scale to measure the defensive, hostile, and 

rigidly conforming authoritarian personality. This scale correlated with 

ethnocentrism, anti-Semitism and race prejudice. 

Rokeach extended the work of Adorno et al.and included studies 

of people with both open and closed belief systems; these people had a 

variety of backgrounds. Rokeach and his colleagues developed the 

Dogmatism Scale to measure individual differences in open and closed 

belief systems. Rokeach (1960) noted that they studied extreme scorers 

on the developed scale to find out the type of cognitive and emotional 

functioning exhibited by the scorers. They considered the relationship 

between personality, cognitive and emotional functioning. 



Rokeach and his associates conducted a variety of experiments. 

For instance, Mikol (1960) found the liking of modern music forms to be 

positively related to openness. The closed individuals had greater 

difficulty in forming new conceptual or perceptual systems. Levy and 

Rokeach (1960) found that open individuals took less time to synthesize 

and move through a block design test. Rokeach and Vidulick ( 1960) in 

a verbal task problem found the closed individuals taking longer to solve 

the problem. In all their studies Rokeach and his associates found 

openness and closedness affected both acceptance and incorporation of 

new belief systems. These factors are important in adaptation and 

growth. 

Investigators other than Rokeach extended the research on his 

scales. Kemp and Kohler (1965) studied the use of the Dogmatism 

Scale, Form E, for use with high school students and found it suitable. 

Earlier Kemp ( 1963, 1960) found that closedness (high scores on the 

D scale) was significantly related to difficulties in critical thinking in 

mathematics and science and to improvement in critical thinking during a 

special study course. These findings were felt to be especially impor

tant by Kemp since he feels "THE QUALITY of our thinking will determine 

our existence as a free people" (1963, p. 321). Ehrlick (1961) found 

low dogmatic students had more success in learning than high dogmatic 

students. Kemp (1961a) found a significant reduction in reported 
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problems after counseling by low dogmatic students but not by high 

dogmatic students. Kemp (1961b) found sound mental health related 

to openmindedness and low dogmatism. 

The studies support the need for more research on the concept 

of psychological openness and the effect it has on the student-teacher 

relationship. Both the original studies by Rokeach and associates and 

those by later investigators lend strong support to the view that open

ness as measured by the Rokeach Dogmatism Scale is a quality to be 

valued in all individuals and especially in those preparing to be 

teachers. Openness affects the adult's ability to see his environment 

and the total possibilities, to interact positively with that environment. 

Creativity 

Creativity is an aspect of the personality which seems to require 

the condition of psychological openness for effective operation. 

Schulman (1966) found significant correlations between creativity and 

perceptual openness tests and interpreted the finding as suggesting 

creativity to be dependent upon perceptual openness. Mooney ( 1962) 

pointed out that creative people 

seek (1) to hold themselves open for increasing inclusion 
within their experience, (2) to focus their experience 
through self-differentiation and self-realization, (3) to 
discipline themselves in order both to extend their open
ing and refine their focusing and (4) to derive significance 
from their experiencing through dependence upon increas
ing esthetic sensibilities (p. 79). 
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Creativity, however, goes beyond openness and embraces all the 

implications of the definition given by Carl Rogers (1959). 

Investigators have considered creativity from the viewpoints of 

the creator, the product, and the process. Each of these viewpoints has 

been subjected to analysis under different psychological frameworks. 

Stein (1962) in his review of the cognitive and emotional aspects of the 

creative personality and his earlier (Stein and Heinze, 1960) study of 

the environmental effects on the creator, finds the problem complex. 

His summary (1962) of the problems relating to a creativity criterion may 

also be applied to other aspects of the field: 

In summary then, there does not appear to be any single 
"ideal" or "absolute" criterion of creativity that is 
presently available for all researchers. Efforts are in 
process to develop ultimate criteria and attention needs 
to be paid to process characteristics. While these 
efforts continue it seems feasible that investigators 
can do no more than select some reasonable criterion 
for their research. But having done so it is necessary 
that the specific factors involved in the criterion be 
spelled out so that research data might be compared. 
In this fashion and with the cooperative effort of many 
it is likely that a sufficient body of information could 
be accumulated from which it would be possible to infer 
those characteristics which an individual needs to 
possess if he is to be regarded as creative under a 
variety of conditions (p. 17). 

The creative person himself rather than the process or product has 

been the main point of research. His personality and characteristics 

have been explored from a variety of vantage points. For example, 
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Maddi and others have considered the need for novelty and variety and 

related it to creativity (Maddi, 1965; Maddi, Propst, and Feldinger, 

1965; Fiske and Maddi, 1961), Maddi (1965) found "The personality type 

that is likely to have the motivational characteristics relevant to the 

consistent production of creative acts is the one in which the needs for 

quality and novelty are both very intense, more intense than any other 

motive that may be present" (p. 338). These experimental studies and 

the theoretical framework for the function of variety in personality (Fiske 

and Maddi, 1961) are one aspect of a part of the complex problem of 

creativity. 

Still another method of studying creativity in individuals is to 

attempt to determine how well a particular factor may predict creativity. 

Tuckman (1966) using Harvey, Hunt, and Schroder's (1961) classifica

tion of the individual according to the level of integrative complexity of 

his personality structure tried to evaluate an objectively scored device 

based on this classification in terms of how well the device predicted 

creativity. Creativity was considered a characteristic implied in the 

concept of integrative complexity. By either of two possible measures, 

Tuckman concluded that it was possible to predict subsequent creative 

performance from the classification of the individual's integrative 

complexity. 
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A number of studies have attempted to predict creative 

performance from combinations of biographical information (Roe, 1953; 

Barron, 1963; Cline, Tucker, and Anderson, 1966; Buel, 1965; Buel, 

Albright, and Glennon, 1966). Tucker, Cline, and Schmitt (1967) 

studied 157 pharmaceutical scientists. They found that biolographical 
•V 

characteristics identified and incorporated in scoring keys were pre

dictive of several dimensions of performance; it was especially good in 

the prediction of creativity "where cross validities of .36 and .42 were 

obtained" (p. 138). 

Patterns of personality characteristics and their relationship to 

the creativity groupings have also been studied. Zdep (1966) set up 

high, middle and low creativity groups matched for IQ and found the 

more creative subjects to be less anxious than those of lower creativity. 

Torrance and Dauw (1966) compared the Runner Studies of Attitude Pat

terns test with results of the Torrance Tests of Creative Thinking for a 

group of high school seniors. A significant proportion of the creative 

seniors received high scores on experimental, intuitive, and resistance-

to-social-pressure aspects of the Runner test. The creative seniors alsb 

had lower scores on the rules and tradition, the need for structure, pass

ive compliance, the hostility and blame orientations of the test. 

Laughlin ( 1967) divided college students into creativity groups and 

studied their ability to perform an incidental concept formation. Those 



students high in creativity were also skilled in incidental concept 

formation. These studies are representative of efforts to take large 

populations, classify the population by creativity levels, and study 

personality characteristics relevant to the groupings. 

Some studies, however, take a population for study which is 

already considered talented. Two studies might be considered as 

examples of this procedure. Cashdan and Welsh (1966) used high 

school students who were already considered talented and divided them 

into high and low creativity groups by performance on the Revised Art 

Scale 6f the Welsh Figure Preference Test. Using the scales of the 

Gough Adjective Check List, the high creative individual was seen as 

independent, non-conforming, and open and active in relationships 

while the low creative individual was seen as slightly compulsive 

with a high achievement need. In spite of sex or interest specialty, 

Cashdan and Welsh found the creative adolescents to be similar. 

Getzels and Csikszentmihalyi (1964) found some sex and specialty 

differences, however, among the second and third year art students at the 

Art Institute of Chicago. For example, the fine arts students had the 

highest aesthetic values on the Allport-Vernon-Lindzey scale while the 

art education students had the highest social values for the group studied. 

In comparison to other college students, the art students as a group are 

high in aesthetic values and low in economic and social values. 

The important factor to consider is that the subgroups within a 
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category showed variation. The variety of evidence present in these 

studies and others in the literature should make us cautious about label

ing individuals. Psychometric approaches to judging creativity show 

great variety. Both the psychological point of view of the investigator 

and his particular psychometric approach should also make us cautious in 

applying the findings to the individual. The individual defined as cre

ative by the psychometric approach may or may not be the manifestly 

creative individual in our society. It is possible to study creativity by 

considering the personalities of those acknowledged creative by the 

world, or rated creative by peers or superiors (i.e., Anne Roe's 

studies). 

The psychometric approach developed by Guilford was used in the 

present study to identify creativity in the college student studying to be 

a teacher. Guilford ( 1959a) has developed a unified theory of the intel

lect and tested this theory by means of a battery of carefully developed 

tests subjected to factor analysis. Guilford states that the intellect has 

three aspects or faces: operations, content, and products. The oper

ation aspect of the intellect includes the areas of cognition, memory, 

divergent thinking, convergent thinking, and evaluation. The second 

face of the intellect, content, represents the variations of material to 

which the operations are applied: figural, symbolic, semantic and be

havioral. 
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Guilford (1963) suggested that "creative abilities are to be found 

in the general category of divergent thinking with the exception of the 

factors of redefinition, which are in the convergent-thinking category and 

the factor of sensitivity to problems, which is in the evaluative category" 

(p. 108). Except for tests related to transformations, all tests developed 

by Guilford and his associates to measure creativity comes under the 

operations face of the intellect. 

Creativity takes a variety of forms and involves different pat

terns of abilities according to Guilford. The ability patterns are not 

necessarily unique to the creative individual since they may be found in 

different degrees in all people. It is possible then to study abilities 

relating to creativity in people not distinguished for creativity. An ex

tension of this view is the possibility of selecting potentially creative 

individuals through refined tests and developing educational programs 

to encourage the flowering of latent creativity (Stein, 1962). 

Guilford has noted the variety of personality traits associated 

with individuals scoring highly on certain divergent production tests. 

From the results we may conclude that individuals who 
do well in tests of associational fluency tend to have a 
stronger need for adventure and they are more tolerant 
of ambiguity... .Individuals who are high on scores for 
ideational fluency are inclined to be more impulsive, 
more ascendent, and more confident, and to have a 
stronger appreciation of creativity. Individuals who 
show more than ordinary signs of nervousness and 
depression are likely to be slightly lower on tasks 
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requiring ideational fluency, but they show no handicaps 
on other types of fluency tests... .Those who score 
higher in tests of expressional fluency are inclined to 
be more impulsive, to appreciate aesthetic expression 
and to like reflective thinking... .The original person 
tends to be more confident and tolerant of ambiguity 
and to like reflective and divergent thinking and 
aesthetic expression. The unoriginal person is inclined 
to be more meticulous and to feel a need for discipline 
... .The hypothesis that originality rests upon an 
attitude of unconventionality is not supported (Guilford, 
1959b, pp. 151-152). 

Guilford's theory of the intellect explains the variation in lists of per

sonality traits in the creative person when investigators use different 

populations and emphasis. Stein, however, summarizes the studies up 

to 1962 in a list of twelve points about the creative individual. All 

personality characteristics listed were reported in two or more of the 

studies reviewed. Stein suggested that the variation might be due to 

populations studied, theoretical orientation, specific variables em

ployed, or inability to assess factors by present techniques. Stein's 

twelve points are: 

1. Self-assertive, dominant, leading, initiative, 
aggressive, self-sufficient... 

2. Rejects repression, less inhibited, less formal, 
less conventional, bohemianly unconcerned, 
radical, low authoritarian values... 

3. Persistance of motive, liking and capacity for 
work, self-discipline, perseverance, high 
energy output, thorough... 

4. Independence and autonomy... 
5. Constructively critical, less contented, dissatisfied... 
6. Widely informed, wide ranging interests, versatility... 
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7. Openness to feelings and emotions, feeling more 
important than thinking, more subjective, 
vitality, enthusiasm.;. 

8. Aesthetic intelligence, aesthetic judgment, high 
or higher aesthetic values... 

9. Low economic values, poor business man... 
10. Freer expression of what has been called feminine 

interests and lack of masculine aggressiveness... 
11. Little interest in interpersonal relationships, do 

not want much social interaction, introverted, 
lower on social values, reserved... 

12. Emotionally unstable but capable of using their 
instability effectively, not well adjusted in 
psychological definition but adjusted in broader 
sense of being socially useful and happy in 
work... (pp. 82-84). 

Stein's list does not conflict with later lists such as Barron's 

(1963) where the creative person is considered as complex, independ

ent in judgment, courageous, intelligent, flexible, open, sensitive to 

environment, energetic, committed to work, imaginative, able to toler

ate ambiguity, and well informed. 

The problem becomes one of moving beyond the lists describing 

the creative individual to application of the knowledge in a socially 

useful manner. If Guilford's theoretical framework is accepted and 

utilized, it must be assumed that every intellectual factor can be devel

oped in individuals to some extent by learning. The need becomes one 

of refining and extending devices for identification of factors and finding 

methods to develop in the individual the factors once they are identified. 

Once the problems of identification and methods for development 

of creativity are solved, still another hazard exists. The extremely 
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creative individuals, like the highly intelligent, are often feared and 

labeled troublemakers by teachers wanting a quiet, controlled classroom. 

Teachers, then, must be helped to evaluate themselves on the basis of 

whether they give sufficient attention to student independence and cre

ativity (Simpson, 1966). It is important that teachers value these 

qualities both in themselves and others. Myers and Torrance (1961) 

found that teachers rated as poor were defensive and authoritarian. They 

did not value creative thinking and, therefore, were not committed to its 

development in their students. A teacher's commitment to the develop

ment of creativity influences a teacher to remain open and acceptant of 

new ideas. 

Commitment 

Commitment was described as support of a line of action such as 

promotion of creative thinking, a point of view, or a choice (Good, 1959). 

The committed teacherthen values his profession. "The good teacher is 

committed. He is a thinking, feeling, believing, understanding person 

creatively dealing with ideas and events" (Combs, 1965, p. 30). 

Combs pointed out that both teacher behavior and methods will be affected 

by what the teacher holds to be important and consistent with his pur

poses and beliefs. Commitment grows out of beliefs, values, and 

ideas held by an individual; these are learned. 
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In a sense, commitment is a part of the self-concept. 

Commitment to anything is a part of one's description about social inter 

action with others and one's environment. Commitment must become, 

according to such writers as Rogers (1961) and Maslow (1954), a part 

of the self-actualizing, well-adjusted person's view of himself as a 

belonging, effective, responsible person. 

The view of commitment as a part of any individual's belief sys

tem is a major tenet when considering behavior from a perceptual basis: 

The basic concept of perceptual psychology is that all 
behavior of a person is the direct result of his field of 
perceptions at the moment of his behaving. More 
specifically, his behavior at any instant is the result 
of (1) how he sees himself, (2) how he sees the 
situations in which he is involved, and (3) the inter
relations of these two (Combs, 1965, p. 12). 

The individual's perception of himself and how he sees himself is like a 

reflection in the mirror of another's reactions to him and it becomes the 

spring from which behavior flows. 

In viewing the research area of attitudes, attitude changes, and 

judgment, Sherif, Sherif, and Nebergall (1965) stated that 

The self identity of the person consists of more than just 
one commitment or one stand; it is multifaceted. The 
individual has various identifications, various personal 
ties, and various personal commitments. Besides being a 
man or a woman, an individual is a family member with 
given responsibilities; he represents an occupation with 
certain pretensions... .A person takes all these stands, 
but not to the same degree. He is tied more strongly to 
some groups than others; he commits himself on some 
issues more intensely than on others. His ties with 
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other people can also be ranked by their importance 
to him. His stands on various social issues can 
be differentiated, as demonstrated below, by the 
importance he gives them. 

If the hierarchy of a person's ties and commit
ments is ascertained, a great deal may be learned 
about his behavior in different situations. Many 
contradictions in his actions may be explicable... 
(p. 67). 

In terms of motivation and action, the commitment or commitments should 

be assigned a level of importance in the individual's personal view of 

things. 

In a summary of information on perception and retention relevant 

to the concept of commitment, Kingsley (1966) noted that the literature 

supported the view that what an individual sees in his environment 

depends more on his needs and purpose than on what is there. That 

behavior is affected by individual needs can be documented in numerous 

ways. One study, for example, found that blame and praise did not have 

the same effect on introverts and extroverts and their achievement in a 

classroom; the need was different (Thompson and Hunnicutt, 1944). 

True commitment, rational and subject to control, presupposes 

an exploration of the alternatives and the commitment itself. For this 

exploration, the same conditions are necessary as those for creativity — 

an atmosphere which is open and unrestrictive. Commitment to a view 

may be considered restrictive to some extent since selection has been 

made but healthy commitment is not so final or closed that it refuses 
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to allow new information to be perceived by the individual. 

The Relationship 

The possibilities for a "relationship" between people, things, or 

ideas are endless. In this work, we are considering the teaching rela

tionship which is basically a helping relationship. The positive helping 

relationship has been described with considerable agreement by a variety 

of people. Both good and poor teachers and expert therapists all had a 

highly similar view of what a good helping relationship should be like. 

Fiedler (1950) had, in an early study, expert counselors of a variety of 

viewpoints describe an ideal relationship in a counseling situation by 

means of a Q-sort technique. There was a greater agreement among the 

experts of different viewpoints who had much experience in counseling 

relationships than between experts and those with less experience, but 

of the same viewpoint. Using Fiedler's Q-sort instrument for describing 

a relationship, Soper and Combs (1962) substituted the words teacher 

and student in place of therapist and patient and asked 41 good teachers 

to describe the relationship. The agreement was .809 with Fiedler's 

experts. In a second study Combs and Soper (1963) used the same 

instrument with elementary and secondary teachers nominated as good and 

bad and found that both groups were in essential agreement with Fiedler's 

expert therapists on the relationship. The eight most ideal items from 
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the Q-sort selected by the teachers and the therapists are listed below: 

8. Most Ideal Items 
Rank Our Teachers 

1. The teacher directs and guides the student. 
2. The teacher sees the student as a co-worker 

on a common problem. 
3. The teacher greatly encourages and reassures 

the student. 
4. The teacher really tries to understand the 

student's feelings. 
5. The teacher usually maintains rapport with 

the student. 
6. The teacher is well able to understand the 

student's feelings. 
7. The teacher is sympathetic with the student. 
8. The teacher gives and takes in the situations. 

Rank Fiedler's Therapists 
1. The therapist is able to participate completely 

in the patient's communication. 
2. The therapist's comments are always right in line 

with what the patient is trying to convey. 
3. The therapist is well able to understand the 

patient's feelings. 
4. The therapist really tries to understand the 

patient's feelings. 
5. The therapist always follows the patient's line of 

thought. 
6. The therapist's tone of voice conveys the complete 

ability to share the patient's feelings. 
7. The therapist sees the patient as a co-worker on 

a common problem. 
8. The therapist treats the patient as an equal (Combs 

and Soper, 1963, p. 65). 

The teachers were apparently more concerned with "guidance and direc

tion; while the therapists emphasize the importance of empathy and ' being 

with' their clients" (Combs and Soper, 1963, p. 65). 



Since both good and bad teachers can describe the ideal relation

ship, it may be suggested that the goal is accepted and the property of 

all. The discriminating difference seems to be the perceptual organiza

tion of the helpersr their feelings, attitudes, goals, and self-concept 

are different from what may be termed the nonhelpers. Combs suggests 

that the perceptual organization of a good teacher includes the following 

areas: 

1. Rich, extensive, and available perceptions about his 
subject field. 

2. Accurate perceptions about what people are like. 
3. Perceptions of self leading to adequacy. 
4. Accurate perceptions about the purpose and 

process of learning. 
5. Personal perceptions about appropriate 

methods for carrying out his purposes. (1965, p. 20) 

Development in each of these areas should be provided for in the educa

tion of the potential teacher. 

Summary 

Previous research supports the theory that openness, creativity 

and commitment affect relationships. This research was undertaken to 

extend the research in the area of the teacher-pupil relationship. 



CHAPTER 3 

METHODOLOGY 

Will measures of openness, creativity and commitment predict 

how well potential teachers might do in relating to young children from 

culturally deprived areas? The quality of relationships between poten

tial teachers and young children was the key to subsequent evaluation. 

Standards for a positive relationship had been previously established 

by the supervisory personnel, the teachers of Education 151 and the 

directors of the University of Arizona and Tucson District No. 1 coopera

tive project. 

Subjects 

The primary subjects in this study were college students enrolled 

in four sections of an elementary course in human growth and learning 

(Education 151) at the University of Arizona during the fall semester of 

1965-1966. These sections were involved in the Cooperative University 

of Arizona and Tucson District No. 1 program for increasing educational 

opportunities for entering six-year-old Mexican-American children. The 

college students spent one class meeting per week for ten weeks working 

with one six-year-old child at the cooperating Tucson District No. 1 

school. 

32 
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Education 151 is the first course in the College of Education. 

The course may be elected.by any junior in the University. The sections 

are filled on a random basis. It has been shown by previous studies 

(Kingsley, 1966; Pressey and Kinzer, 1964) that Education 151 students 

do not vary significantly from one section to another and from one year 

to another in background variables such as age, sex, major, class, 

grade point average, hours in psychology, and hours in other behavioral 

sciences. The writer also found no significant variation; Sections 9 and 

10 (Group I, Table 1) did not vary sigifniciantly from Sections 4 and 5 

(Group II, Table I) on a number of selected variables compared by 

means of analysis of variance. The subjects discussed in the rest of the 

study are those of Group I, Table 1. The eighty-five subjects in Group I 

were those who took the entire battery of tests. 

The University of Arizona and Tucson District No. 1 Cooperative 

Research Project in a brief policy statement (September 1965) outlined 

ten characteristics of the experimental classroom environment which 

served one of the project purposes: providing an environment which pro

moted the intellectual and personality development of the six-year-olds 

in the selected schools. As participants in the development of this 

environment, the Education 151 students could share in promoting Six of 

the ten characteristics. The six outlined characteristics of the environ

ment relevant to the junior teachers are: 



Table 1 

Comparison of Sections, Fall 1965-1966 

Group I (N = 85) 
Variable Range Mean SD 
Age 19-47 22.282 5 .2250 
Hrs in Psych. 0-24 4.176 3 .8147 
Hrs in Soc. 0-10 2.424 .8344 
Hrs in Anthro. 0-12 1.424 1 .9679 
No. of children in family 1-8 3.059 .2248 
Grade point average 3.4000-

1.1089 2.4179 .6096 
Beginning Rokeach 80-189 139.153 23 .5496 

Allport-Vemon-Lindzey Values 

Theoretical 21-59 36.688 7 .5119 
Economic 20-59 38.982 8 .9551 
Aesthetic 26-66 41.047 9 .2632 
Social 20-55 39.771 7 .5212 
Political 30-56 43.300 7 .1428 
Religious 18-58 40.212 9 .2904 

*FQ5 = 3.92; **FQ1 = 6.85 for 1,120 d.f. 

on Selected Variables 

Group II (N = 83) 
F Range Mean SD 

0.00 19-56 22.337 6 .6528 
0.00 0-12 4.241 2 .6846 
1.30 0-30 3.422 4 .1322 
2.08 0-27 2.072 3 .5881 
0.50 0-10 3.289 1 .4314 

3.6829-
0.44 1.1042 2.4751 .5684 
2.98 91-195 145.448 23 .6438 

0.02 22-57 36.843 7 .3779 
2.33 23-58 40.898 7 .0629 
0.80 23-59 39.855 7 .7749 
0.16 25-57 39.313 7 .3031 
0.84 29-65 42.295 6 .9543 
0.17 15-59 40.795 8 .8417 
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1. Provides acceptance of the child and his experi
ences. 

2. Promotes adult-child interaction in dyad relation
ships . 

3. Provides models of English language patterns in 
relation to the activities underway. 

4. Provides a range of experiences that extend and 
enlarge the background of objects, situations, 
and persons with which the child enters school. 

5. Encourages self-initiated activities on the part 
of the student. This self-initiation refers to use 
of language as well as other observable behavior. 

6. Promotes the use of books and pictures and other 
printed materials (p. 2 ). 

The Education 151 students were to aid their assigned children in specific 

ways. They were to provide by their actions and words additional adult 

models for behavior and language. They were to help promote a positive 

self-concept in the child by positively reinforcing his strong points. 

The children were assigned on a random basis to the junior 

teachers. To determine whether this random distribution of the children 

resulted in high ability children being placed with one type of junior 

teacher more than another, two measures of the children were used in 

evaluation: Goodenough-Harris Drawing Test and Van Alstyne Picture 

Vocabulary Test. These are measures of verbal and non-verbal 

intelligence. 

After each weekly visit, the student wrote a brief report covering 

the planning for the session, the stimulus used for conversation, the 

child's responses. The reports were varied in both length and quality; 
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they were turned in on the Friday following the Wednesday visit. The 

weekly participation experience was discussed with the students by 

the university supervisors each week. 

The children identified in the reports attended school in a 

Tucson area classified as a poverty area under Public Law 89-10. The 

children were mainly Mexican-American. They were six-year-old 

children from Spanish-speaking homes attending school for the first 

time. Since Spanish was used in the home as the usual means of com

munication, the lack of ability to communicate in English hindered 

their doing the usual first grade work. Lack of opportunities due to 

poverty and limited English language facility combine to make it diffi

cult for these children to be successful in school. 

In a review of recent studies relating to the child-rearing and 

family life patterns of the poor, Chilman summarizes by saying 

Evidence as to the child-rearing and family life patterns 
more characteristic of the very poor than of other socio
economic groups strongly suggests that these patterns 
tend to be highly deficient in reference to the develop
ment of the child's intellectual and attitudinal preparation 
for school achievement (1966, p. 54). 

Torgoff (1961) in an earlier review of the literature of societal influences 

on personality development made similar conclusions. Bernstein (1961), 

John (1963), and Bruner (1964) also noted that deprived cultural condi

tions are related to the depression of educational and intellectual levels, 

especially the facets of abstract and integrative language and 



problem-solving techniques. Recent evidence suggests that this 

depression of potential is increased not decreased with the pupil's 

increase in number of years in school (Deutsch, 1965). 

Method^ Data Collection and Measures Used 

During the first class period the Education 151 students re

sponded to a questionnaire designed to probe their background and experi

ence with children. An explanation of the students' part in an experi

mental program motivated the students toward positive participation. At 

both the beginning and the end of the semester, the college students 

responded to one of six statements indicating their degree of commitment 

toward the profession of teaching. The six statements were reduced 

during analysis to the three positions of commitment, ambivalence, and 

non-commitment. The students responded to the Rokeach Dogmatism 

Scale, Form E, at both the beginning and end of the semester. 

During the second class period the Rokeach Dogmatism Scale, 

Form E (Rokeach, 1960), was given. The students were asked to fill out 

the required information at the end of the scale but not to sign their 

names. The Rokeach Dogmatism Scale, Form E, is composed of forty 

statements on personal and social questions. The individual is requested 

to indicate one of six designations about each statement: +1, I agree a 

little; +2, I agree on the whole; +3, I agree very much; -1, I disagree 

a little; -2, I disagree on the whole; and -3, I disagree very much. 
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The students were requested to give the best response that they could and 

one which reflected their own feelings. They were requested to respond 

to every question and not skip any. The resulting score is obtained by 

subtracting the minus points and adding the plus points to a base score 

of 160 (or by adding a constant of four to each item score). A score; 

approaching 200 reflects dogmatic and closed attitudes; a low score 

approaching 100 reflects openness and non-dogmatic attitudes. 

During the middle of the semester the Education 151 students 

took tests measuring creativity. Creativity was measured by two 

of Spaulding's (1965) Creative Thinking Measures (revised Kaya 

Puzzles Test) and four of the Guilford (1964) Creativity Tests of 

Divergent Production (See Appendix B). From the Creative Thinking 

Measures: Solving Puzzles, Form X, two sections were used with 

Education 151 students: part Vb and part VIII. They form tests V 

and VI of the creativity test battery found in Appendix B. Test V of 

the present battery requires the individual taking the test to make up 

a short story of several sentences and in some way incorporate four 

provided words. Test VI is a series of symbols which the individual 

defines. The four Guilford tests were one test of figural fluency, 

sketches; one test of word fluency, suffixes; one test of ex-

pressional fluency; and one test which may be counted as both ideational 
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fluency and semantic spontaneous flexibility, the utility test, The tests 

covered four areas vital to creativity: fluency, flexibility, elaboration, 

and originality. 

The creativity test scoring followed the procedures set up by 

Guilford with the exception of test V which was defined and scored by 

Spaulding's methods. Scoring procedures for the tests are found in 

Appendix B. 

Scores were based upon the following definitions: 

Fluency is the total number of responses given for a point or 

problem which can be considered correct. 

Flexibility is the number and type of categories under which re

sponses for a problem will fit. (For example, all responses might be 

classified for an individual under one category while another person 

might have responses indicating a dozen.) 

Elaboration may be considered details which enhance the con

cept or idea but which are not necessary for identification. 

Originality is defined for tests I to IV and test VI as infrequency 

of response. Test V is to be scored by Spaulding's rules which are 

based not only on infrequent responses but also on imagination and con

tent. 

Fluency was covered in tests I, II, III, IV, and VI. Flexibility 

was found in tests III and IV, and elaboration in test IV. Originality 
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scores appeared in tests III, IV, V, and VI. The scores for the Guilford 

and Spaulding tests of creativity were considered both separately and in 

combination with the other data collected. 

The third edition of the Study of Values by Allport, Vernon, and 

Lindzey (1960) was used to obtain scores measuring the students' 

dominant personality values. This scale is designed for college students 

or adults with some college training and, as suggested in the manual, 

.. .aims to measure the relative prominence of six 
basic interests or motives in personality: the theo
retical, economic. aesthetic, social, political. and 
religious. The classification is based directly upon 
Eduard Spranger's Types of Men (50), a brilliant 
work which defends the view that the personalities 
of men are best known through a study of their 
values or evaluative attitudes... .In selecting his 
six types, Springer may be said to hold a somewhat 
flattering view of human nature. He does not allow 
for formless or valueless personalities, nor for those 
who follow an expedient or hedonistic philosophy of life. 
The neglect of sheerly sensuous values is a special 
weakness  in  his  typology (p .  3) .  

The test consists of questions allowing for either two (in part I) 

or four (in part II) alternative answers to a variety of situations and 

familiar questions. Each of the six values have twenty questions 

from the scale referring to it; there are 120 questions in all. These 

questions as noted previously are expected to reveal aspects of the 

motivation structure underlying the behavior of individuals which can be 

observed. The creative person has been shown to be higher on the 
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aesthetic scale of the Study of Values (Allport,-et al., 1960; Getzels and 

Csikszentmihalyi, 1964). Therefore, the aesthetic value score should 

help predict the creative individual. However, as Getzels and 

Csikszentmihalyi noted, the art students whom they studied tended to 

vary in value orientations and personality characteristics according to 

their fields of specialization. It was expected that similar variations 

might be predictive of the student's ability to establish a positive 

relationship with a child as defined by the program. 

The grade point average obtained from the University records 

became an additional variable. 

All measures previously mentioned - creativity, openness, com

mitment, past experiences, values, and grade point average - were 

cbmp&red statistically with the rating scores received by the Education 

151 students on their ten participation reports. Three judges rated each 

student on the basis of a rating scale developed by the writer. The 

scale was based upon the stated goals of the Cooperative University of 

Arizona and Tucson District No. 1 program. Copies of the scale and 

samples of written reports rated high and low are found in Appendix C. 

Part A of the scale rated the degree to which the junior teacher 

aided the child in language development. A variety of studies have 

shown that inadequacy in language development and school achievement 

are related to cultural and economic deprivation (Bernstein, 1961; 
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Gordon, 1965; Deutsch, 1965; Grotberg, 1965; Karp and Sigel, 1965; 

Raph,  1965) .  

Part B of the scale rates the degree to which the junior teacher 

contributed to the child's feeling of worth as an individual, his self-

concept. Studies support the view that competence and a positive self-

concept are related. Staines (1958) clearly shows that it is possible 

for a teacher to change a student's concept of himself towards a more 

positive image and improve learning at the same time. Davidson and 

Lang (1960) found children's academic achievement to be strongly re

lated to their perception of their teacher's feelings toward them which in 

turn correlated significantly with their self-perception. Both White 

(1959) and Jersild (1960) support the view that self-confidence and 

competence are closely related. 

Part C of the scale rates the degree to which the junior teacher 

established rapport and understanding with the child. Carl Rogers 

stated (1958) that learning takes place when the therapist "feels an un

conditional positive regard for the client.. .experiences an accurate 

empathic understanding of the client's private world, and communicates 

this..." (p. 4). He feels this understanding is a necessary condition 

in the teacher-pupil relationship. 

The rating scale was used by three judges in separate efforts to 

evaluate each of the junior teachers on their written reports. As stated, 



the Education 151 students turned in a brief report after each visit with 

their assigned child; they presented what they did, why they did it, and 

the results. For a variety of reasons, some of the junior teacher folders 

did not contain the maximum number of ten reports. This fact was taken 

into account during the statistical analysis. 

The folder of reports was given a rating on each of the nine 

questions developed to cover aid in language development, enhancement 

of self-concept, and establishment of rapport and understanding. A low 

score of one and high score of seven were the limits for each question. 

These limits and a middle point between the extremes were defined by 

illustrative examples in the scoring manual. Thus, the possible score 

range was a low of nine and a high of 63. The scores used in the statisti

cal analysis were derived from an averaging of the scores by the three 

judges. This technique counter-balanced any extremely divergent score 

by one of the judges. The intercorrelations between each of the judges 

and the average were high and acceptable as shown by the intercorrela-

tion matrixes in Tables 2 through 5. A linear regression and correlation 

method (Steel and Torrie, 1960) was used to describe the judges' 

reliability. 

The judges represent a wide range in experience. Judge one is a 

university professor. Judge two is the writer. Judge three is a secretary 

with one year of college. The writer worked with the other two judges on 
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Table 2 

Correlation Matrix of Judge Reliability for Part A of the 
Rating Scale for the Junior Teacher Reports 

Average 
Total, 

Judge I Judge II Judge III Part A 

Judge I 1.000 .859 .767 .935 

Judge II .837 .962 

Judge III .919 

Average Total, 
part A 1.000 

Table 3 

Correlation Matrix of Judge Reliability for Part B of the 
Rating Scale for the Junior Teacher Reports 

Average 
Total, 

Judge I Judge II Judge III Part b 

Judge I 1.000 .871 .810 .956 

Judge II .771 .942 

Judge III .913 

Average Total, 
part B 1.000 
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Table 4 

Correlation Matrix of Judge Reliability for Part C of the Rating Scale 
for the Junior Teacher Reports 

Average 
Judge I Judge II Judge III Total, Part C 

1 .000 .840 .782 .860 

.758 .924 

.913 

1 .000 

Judge I 

Judge II 

Judge III 

Average Total, 
part C 

Table 5 

Correlation Matrix of Judge Reliability for Total of the Rating Scale 
for the Junior Teacher Reports 

Average 
Judge I Judge II Judge III 

Judge I 

Judge II 

Judge III 

Average Total 

1 .000 .925 .847 

.864 

.967 

.971 

.938 

1 .000 
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folders not in the sample until the different aspects of the scale were 

understood. The judges used the scoring form found in Appendix C to 

record all decisions and comments. 

Statistical Analysis 

The statistical design of this study was based upon analysis of 

each of the three major variables, the creativity, openness, and com

mitment of the Education 151 students as they relate to the report scores. 

Items of the questionnaire divided into categories and the commitment 

statements were analyzed by their relationship to the report scores by 

means of analysis of variance according to Snedecor (1956). The 

Numerical Analysis Laboratory computer program ANOVA 44 was used. 

A step-wise multiple regression program (Numerical Analysis 

Laboratory computer program MLR 3) was used for studying the relation

ship of the following variables to the scores from the rating of the 

student reports: 

Age 
Hours in psychology 
Hours in sociology 
Hours in anthropology 
Number of relatives who are teachers 
High school extra-curricular activities 
College extra-curricular activities 
Number of children in family 
Grade point average 
Creativity-total fluency 
Fluency-Guilford 
Fluency-Spaulding 
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Flexibility 
Originality-total 
Originality-Spaulding 
Originality-Guilford 
Elaboration 
Goodenough-Harris Drawing Test IQ Score 
Number of reports in folder 
Van Alstyne Picture Vocabulary Test IQ Score 
Rating score for part A - average for folders 
Rating score for part B - average for folders 
Rating score for part C - average for folders 
Allport-Vernon-Lindzey Study of Values 

Theoretical 
Economic 
Aesthetic 
Social 
Political 
Religious 

Beginning Rokeach Dogmatism Scale (Form E) Score 
End of semester Rokeach Dogmatism Scale (Form E) Score 

A report of the statistical analysis is found in Chapter 4. 

Summary 

The original subjects of the study, students in four sections of 

Education 151 (4, 5, 9, and 10), had been randomly assigned and were 

not statistically different on certain variables known at the beginning of 

the semester. Therefore, the sample became the students in sections 9 

and 10. .. The major means of studying the effectiveness of the relation

ship between the two subjects, junior teachers and young children, was 

by subjecting the written reports of the junior teachers to a specified 

content analysis through the use of the developed rating scale. 
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The three variables of creativity, commitment, and openness 

were extensively studied as were the variables revealed by the question

naire and the Allpcrt-Vernon-Lindzey Study of Values. The major methods 

of analysis were the step-wise multiple regression and the analysis of 

variance procedures. 



CHAPTER 4 

RESULTS 

What is the relationship between measurements of openness, 

creativity, and commitment to teaching and scores on a rating scale used 

to evaluate the junior teachers' written reports? Do background factors 

of the student affect report scores evaluated for evidence of aiding the 

pupil in language development, development of a positive self-concept, 

and establishment of rapport and understanding. 

The results of the study presented in this chapter support the 

following statements which are related to the hypotheses and questions 

considered in the first chapter. The students who reported that they 

were committed were able to establish a better relationship with the 

six-year-old children than the non-committed. There was a trend for the 

open students, as measured by the Rokeach Dogmatism Scale, to estab

lish a better relationship, than the closed. Creativity, as measured by 

the selected tests, was not related to ability to establish a relationship. 

Many background factors did discriminate between the students who 

established a positive relationship and those who did not. The suggested 

interrelationship of the three major variables - creativity, openness, and 

commitment - could not be completely established. The aesthetic value 

49 
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score was related to low dogmatism; this value is related to creativity. 

Commitment does not discriminate between openness or creativity mean 

scores except in one instance. 

Information was divided into variables (numerical scores and 

tallies) and categories (information from the questionnaire and the com

mitment statements classified into logical groupings.). Relationships 

between the variables were calculated by means of linear regression 

method. Each of the report rating scale scores was analyzed as a func

tion of all the remaining variables using multiple regression. Analysis 

of the rating scale scores for each of the categories was conducted by 

means of analysis of variance. When the means of the rating scale 

scores were significantly different in a category, the remaining variables 

for that category were also analyzed. 

Variables Considered 

Means 

Standard deviations and means for the entire sample of the 85 

students under intensive study are found in Table 6. The scores present 

an interesting image of an individual representing the central tendency of 

the class. He is twenty-two years old and has had four hours of psycho

logy, two hours of sociology, and one hour of anthropology. Usually 

one relative is or has been a teacher. He is one of three children. In 
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Table 6 

Means and Standard Deviations of Variables 
for Population under Study 

M SD 
1. Age 22.2824 5 .2250 
2. Hrs. Psychology 4.1765 3 .8147 
3. Hrs. Sociology 2.4235 .8344 
4. Hrs. Anthropology 1 .4235 1 .9679 
5. No. of relatives who are 

teachers .9765 1 .1850 
6. High school activities 4 .2000 2 .1591 
7. College activities 2 .4471 2 .3680 
8. No. of children in family 3 .0588 .2248 
9. Grade point average 2.4179 .6096 

10.  Fluency-total 89.4118 21.7859 
11.  Fluency-Guilford 64.7647 14.8409 
12.  Fluency-Spaulding 24.6471 9 .3257 
13.  Flexibility 23.6941 4 .7384 
14.  Originality-total 24.9765 8 .9695 
15.  Originality-Spaulding 20.8118 7 .5206 
16.  Originality-Guilford 4.1647 2 .5720 
17.  Elaboration 2 .3765 2 .6814 
18.  Goodenough-Harri s 89.0000 15.1720 
19.  No. of reports 8 .8941 .9132 
20.  Van Alstyne 66.9647 12.5456 
21.  Rating-part A 15.4247 3 .0750 
22.  Rating-part B 15.7388 3 .0147 
23.  Rating-part C 16.3624 2 .6913 
24.  Rating-total 47.5306 8 .4325 
25.  Allport-theoretical 36.6882 7 .5119 
26.  Allport-economic 38.9824 8 .9551 
27.  Allport-aesthetic 41.0471 9 .2632 
28.  Allport-social 39.7706 7 .5212 
29.  Allport-political 43.3000 7 .1428 
30.  Allport-religiou s 40.2118 9 .2904 
31.  Beginning Rokeach 139.1530 23.5496 
32.  End Rokeach 140.8350 23.1665 
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high school he was more active than in college. His grade point 

average i s  2 .4179.  

The mean scores for the total creativity tests show him to be 

fairly fluent, flexible, and original. The single elaboration score is 

low. The Rokeach Dogmatism Scale score shows him to be average in 

flexibility when compared to Rokeach1 s (1960) reported results. 

The AllpDrt-Vernon-Lindzey Study of Values profile indicates that 

the average Education 151 student is similar to college students in 

general (Allport, et al., 1960). He is three points lower than the norm 

mean for the theoretical value and a little over one point below the norm 

mean for the economic value. He is about two points higher than the norm 

mean for the aesthetic value. The social value mean is approximately 

the same as the manual norms. The political; mean is. three points*higher 

than the manual norms. The religious mean is one point lower than the 

norm mean. The individual represented by the Allport-Vernon-Lindzey 

mean values in this study is similar to the college norms established on 

3778 students  (Al lport ,  e ta l . ,  1960) .  

The average junior teacher turned in nine reports during the ten 

weeks. The children reported on by the junior teachers tended to have a 

Goodenough-Harris IQ score of 89.00 and a Van Alstyne IQ score of 

66.96.  The mean score of  the  junior  teacher writ ten reports  was  15.42 

on part A (aid in language development), 15.74 on part B (enhancement 
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of the self-concept), and 16.36 on part C (development of rapport and 

understanding) .  The mean for  the  total  score  was 47.53.  

Correlation Matrix 

The correlation matrix (using the Pearson-Product Moment r) in 

Table 7 shows the intercorrelations between each of the 32 variables 

considered. All of the creativity scores except the one on elaboration are 

related to each other at the .01 level. 

Measures on Children. The Goodenough-Harris IQ score does not 

correlate significantly with any other variable. This lack of correlation 

indicates that the pairing of the children with the junior teachers in 

relation to the selected variables was random. The Goodenough-Harris 

Drawing Test is a non-verbal intelligence score based upon drawings by 

the subject. Another measure of the children, the Van Alstyne Picture 

Vocabulary Test IQ score, supports the statement that the pairing was 

random except in one unexpected area. The Van Alstyne Picture Vocabu

lary IQ score showed a significant (.05 level) negative correlation with 

five of the six junior teacher creativity scores. This correlation indi

cated a pairing of junior teachers with high creativity scores and 

children with low vocabulary scores. 

Hours in Other Behavioral Sciences. The correlations between 

hours in anthropology and hours in sociology and the report rating scores 

for parts A (aid in language development), B (enhancement of the child's 
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self-concept), C (rapport and understanding), and the total score are 

significant (.01 level) in every case. Work in the fields of anthro-

» 

pology and sociology are expected to provide the college students with 

additional information on the nature of cultures different from their own 

and facets of today's deprivation in city areas. These courses should 

facilitate the student's work with the young Mexican-American children. 

Numbei of hburs in sociology is negatively related (.05 level) with the 

Allport-Vernon-Lindzey theoretical value. This correlation may indicate 

that students with work in sociology become more "people-minded"; it 

might also indicate that the beginning sociology courses at the Univers

ity of Arizona emphasize application rather than theory. Number of 

hours in anthropology is negatively (.05 level) related with the Allport-

Vernon-Lindzey economic value. 

Age. There was no relationship between age and the Rokeach 

dogmatism scores. This lack of correlation may indicate that dogmatism 

does not increase with age for the age range of the sample as has been 

popularly supposed. Certainly the large standard deviation indicates 

great  variabi l i ty  in  dogmatism at  a l l  ages .  

Extra-Curricular Activities. The number of high school and 

college activities reported were positively related (.01 level) possibly 

indicating that the same activity trends persist within an individual 

student. Extra-curricular activities were negatively related to the 



report scores. This relationship was not statistically significant except 

in the case of part C (development of rapport and understanding) of the 

rating scale. The negative trend may indicate that too many extra

curricular activities interfered with preparations. The college extra

curricular activities were negatively (.05 level) related to economic 

values but positively related to the social value (.05 level) on the 

Allport-Vernon-Lindzey Study of Values as might be expected. 

Number of Relatives. Number of relatives who were or are 

teachers showed a positive relationship (.05 level) with the college 

extra-curricular activities and the creativity flexibility score. It was 

negatively related to the Allport-Vernon-Lindzey theoretical score 

( .01 level ) .  

Allport-Vernon-Lindzey Values and Other Variables. The political 

value of the Allport-Vernon-Lindzey Study of Values is related both 

negatively and positively to two of the creativity test scores. It is 

negatively (.05 level) related to the Spaulding fluency score and posi

tively (.05 level) to the flexibility score. 

The theoretical value score of the Allport-Vernon-Lindzey Study 

of Values is found to be related positively (.05 level) to both the total 

originality score for the junior teachers and the Spaulding (revised) 

originality score. The total originality score is negatively related 

(.05 level) to the economic value. This fact could be compared to the 
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conclusion by Getzels and Csikszentmihalyi (1964) concerning fine arts 

students being required to have lower economic values due to their com

mitment to art. The Allport-Vernon-Lindzey theoretical value was found 

to be higher in the creative individual than in the average college person 

(Getzels  and Csikszentmihalyi ,  1964) .  

Written Report Scores and Other Variables. The report scores for 

the rat ing scale  were found to  correlate  highly  with each other ( .01  level ) .  

This finding supports their proposed interrelated nature as previously 

described. The various rating report scores also show strong relation

ships with some of the value scores on the Allport-Vernon-Lindzey Study 

of Values. The theoretical value correlates negatively (.05 level) with 

part C of the scale. Interest in theory may keep an individual from 

entering into a personal relationship. The economic value correlates 

negatively and significantly (.01 level) in every case with each of the 

parts (A, • C; and the total of the report scores. Strong motivation 

for involvement in ec onomic issues may keep an individual from more 

personal involvement in a one to one relationship. The aesthetic value 

correlates positively (..05 level) with parts A and B of the rating scale 

and the total score. This value is considered to be linked with cre

ativity tendencies; the correlation would lead to a rejection of hypothesis 

three. The social value correlates positively and significantly (.01 

level) with all aspects of the rating scale. The political value has a 
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consistent negative relationship with the rating scale scores; the 

correlations are significant at the .05 level for parts A and B of the scale 

and at the .01 level for part C and the total. Those individuals with 

political interests may find manipulation and control their goals in the 

relationship rather than helping. The religious value score has positive 

correlations at the .01 level for parts A, C, and the total scores and at 

the .05 level for part B. The social and religious values may be seen 

as indicating personal involvement with others, a necessary part of 

teacher-pupil relationships. 

Correlations Between.Allport-Vernon-Lindzey Values. The corre

lations of the value scores of the various parts of the Allport-Vernon-

Lindzey with themselves are interesting. In the case of the significant 

correlations the direction is in the same way as indicated in the manual 

(1960). It is noted in the manual that since the six values are inter

dependent with a high score in one requiring low scores in other values, 

there is a tendency to produce negative correlations in general. The 

theoretical value in the present study relates negatively (.01 level) 

with social and religious value scores. The economic value scores 

correlate negatively (.01 level) with aesthetic, social and religious 

values and positively (.01 level) with political value scores. The 

political value scores correlate negatively (.01 level) with aesthetic, 
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social, and religious values. Social and religious value scores 

correlate positively at the .05 level. 

Rokeach Dogmatism Scores and Other Variables. There are five 

significant correlations involving the Rokeach Dogmatism scores and 

other variables. The first is a significant negative (.05 level) corre

lation with hours in psychology and the beginning Rokeach Dogmatism 

Scale score. 

There are significant negative correlations between aesthetic 

value scores (.01 level) and social value scores (.01 level) on the 

Allport-Vernon-Lindzey Study of Values and the end of the semester 

Rokeach Dogmatism Score. There is a positive correlation between 

economic and the Rokeach Dogmatism end of.the:semester score. The 

same trends between the Rokeach Dogmatism Scale score for the begin

ning of the semester and the Allport-Vernon-Lindzey values were 

apparent but not significantly so~. It must be noted that the Rokeach 

Scale score is an inverse one. Therefore, the flexible person tends to 

have high scores in aesthetic and social values on the Allport-Vernon-

Lindzey values. This tendency creates significant negative correlations 

with the Rokeach. The dogmatic or rigid person on the Rokeach Scale 

has high economic value scores. This tendency results in a positive 

correlation. The beginning and end of the semester Rokeach scores 
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were highly related as seen by the .704 correlation which was significant 

at the .01 level. 

Summary of Correlation Results. In summary, one may say that 

several interesting trends emerged. The meaning of a few significant 

correlations is not clear. They are apparently not related to the major 

trends listed below: 

1. There were significant positive relationships between the 

report scores and hours in both sociology and anthropology. The corre

lations ranged from .290 to .410 and were significant at the .01 level. 

2. There were significant positive (.01 level) correlations 

among the fluency, flexibility, and originality creativity test scores 

used;  correlat ions  ranged from .338 to  .940.  

3. A very distinct pattern appeared in the relationships bfetw.een 

the scores on the written reports and the Allport-Vernon-Lindzey values. 

The theoretical value for the most part was not significantly related to the 

report scores. The economic and political values related negatively to 

the scores  on the writ ten reports;  the  correlat ions  ranged from - .379 to  

- .442 (s ignif icant  at  .01  level )  for  the  economic value and - .261 ( .05 

level) to -.280 (.01 level) for the political values. The aesthetic, 

social, and religious values related positively to the scores on the 

written reports and significantly so most of the time. The significant 

( .05 level )  correlat ions  for  the  aesthet ic  value ranged from .215 to  .242;  

the correlations (significant at . 01 level) for the social value varied 
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from .280 to .338; the correlations for the religious value were .274 

(.05 level of significance) at the lowest and .306 (.01 level of signifi

cance) at the highest. 

4. The Rokeach Dogmatism Scale score (end of semester) 

showed the expected significant negative correlations with both the 

Allport-Vernon-Lindzey aesthet ic  value ( - .323,  s ignif icant  at  the  .01  

level )  and the social  value ( - .266,  s ignif icant  at  the  .05 level ) .  

Multiple Regression 

The thirty-two variables were used in multiple regression analysis 

under the hypothesis 

Y = bQ + + * • • • + ^32X32 

where the X's are the observable independent variables, the Y's are the 

report rating scores, and the b's (regression coefficients) are the con

stants to be estimated. Four sets of Y's were used; each representing 

one of the report rating scales with the other variables as dependent. 

The square of the multiple correlation coefficient, R , and the F ratio for 

the significance of R were calculated. The "t" ratios for significance of 

the regression coefficients (b's) were also calculated. 

The multiple regression equations for the four report rating scales 

2 are presented in Tables 8, 9, 10, and 11. The R in each case is high 

(greater than 0.999) and the F ratio (greater than 6,400) shows a 
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Table 8 

Multiple Regression Equation for the Observable Independent (Xj ) 
Variables with Report Rating Score Part A as Dependent Variable (Y) 

Y = .0121294 

+0.0012593 X, 
-0.0021699 X2 

+0.0005660 X3 

-0.0029676 X4 

-0.0005376 X5 

+0.0041585 X6 

+0.0001893 X7 

+0.0039373 X8 

+0.0000010 XG 

-0.0003607 X1Q 

-0.0001491 X12 

-0.0012536 X13 

+0.0014953 X, 5  

+0.0036265 X16 

+0.0049415 X17 

+0.0004319 X 
-0 .0034459 X 
-0 .0004965 X 
-0 .976767 
-0 .992600 
+0.989296 X 
-0 .0011096 x:  
+0.0002879 X 
-0 .0001989 x:  
+0.0002745 X! 
-0 .0010251 X 
+0.0004959 Xi 

18 
19 
20 
22 
23 
24 
25 
26 
27 
28 
29 
31 

-0 .0002139 X 3 2  

t-value 

.728 
-1 .008 

.189 
- • .850 
-  .076 

.957 

.057 

.719 

.837 

.447 
-  .071 
-  .579 

.716 
1 .069 
1 .763* 

.836 
-  .388 
-  .798 

-66.546** 
-116.354** 
157.939** 
-  .912 

.241 
-  .173 

.191 
-  .704 

1 .175 
-  .464 

J 

8479.765 

R 

.99976 

+Test ratio = Regression coefficients/standard error of coefficient 

^F-ratio associated with the hypothesis that all reg. coef. = 0 with 
28,56 d . f .  

* t 0 5  
=  1 * 6 7 0 ;  **tQ1 = 2.390 for 56 d.f. 

*FQ5 = 1.65; **FQ1 = 2.03 for 28,56 d.f. 
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Table 9 

Multiple Regression Equation for the Observable Independent (X^) 
Variables with Report Rating Score Part B as Dependent Variable (Y) 

Y = .027405 t -value +  R^ _ 
+  ,001721 X 1  .982 7872.946 .999746 
-  .001777 X 2  -  .809 
+ .000067 X 3  .022 
-  .002272 X 4  -  .638 
-  .001063 X 5  -  .148 
+ .550321 X 1 .251 
-  .000198 X* -  .058 
+ .002895 X 8  .518 
+ .000001 X g  1.050 
-  .000366 X n  -  .446 
-  .000496 X 1 2  -  .281 
-  .001568 X 1 3  -  .712 
+ .001787 X 1 5  .843 
+ .003445 X 1 6  .996 
+ .004603 X 1 7  1.607 
+ .000459 X 1 8  .875 
-  .004494 X l g  .498 
-  .000526 X ? n  -  .832 
-1 .010830 X 2 ,  -66.536** 
-1 .004630 X 2 3  -62.561** 
+1.004900 X 2 4  103.732** 
-  .001165 X 2 5  -  .941 
+ .000424 X 2 6  .348 
-  .000140 X 2 ?  -  .120 
+ .000282 X 2 8  .193 
-  .000844 X 2 g  -  .568 
+ .000458 X 3 ,  1 .064 
-  .000134 X 3 2  -  .285 

+Test ratio = Regression coefficients/standard error of coefficient 

#F -ratio associated with the hypothesis that all reg. coef. = 0 with 28,56 
d. f .  

*tQ5 = 1.670;**tQ1 = 2.390 for 56 d.f. 

*FQ5 = 1.65; **FQl = 2.03 for 28,56 d.f. 



64 

Table 10 

Multiple Regression Equation for the Observable Independent (Xj) 
Variables with Report Rating Score Part C as Dependent Variable (Y) 

Y = .010621 

+ .001117 X :  

-  .002095 X 2  

+ .000515 X 3  

-  .003147 X 4  

-  .000355 X 5  

.004177 X 6  

.000254 X^ 
+ 
+ 
+ 
+ 

.004602 X 8  

.000001 x9  

.000334 X 1 0  

.000170 X 1 2  

.001402 X 

.001512 

.003308 

.005114 

.000392 

+ .001512 X 
+ .003308 X 
+ .005114 X 
+ .000392 X 
-  .003694 X 
-  .000480 X 
-1 .003240 X! 
-  .981170 X! 
+  .994181 X 
-  .001081 X 
+ .000360 X 
-  .000159 X 
+  . 0 0 0 4 0 8  X ,  
-  .000996 X 
+ .000513 X' 
-  .000207 X 

13 
15 
16 
17 
18 
19 
20 
21 
22 
24 
25 
26 
27 
28 
29 
31 
32 

t-value 

.642 
-  .968 

.  172 
-  .897 
-  .050 

.956 

.076 

.837 

.897 
-  .411 
-  .081  
-  .644 

.720 

.968 
1 .818*  

.755 
-  .414 
-  .767 

-116.338** 
-62.561** 
135.634** 
-  .883 

.300 
-  .138 

. 2 8 2  
-  .680 

1.209 
-  .447 

F* 

6424.942 

R* 

.999689 

+Test ratio = Regression coefficients/standard error of coefficient 

$F-ratio associated with the hypothesis that all reg. coef. = 0 with 
28,56 d . f .  

*tQ5 = 1.670; **tQ1 = 2.390 for 56 d.f. 

*FQ5 = 1.65; **FQ1 = 2.03 for 28,56 d.f. 
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Table 11 

Multiple Regression Equation for the Observable Independent (X^) 
Variables with Report Rating Score Total as Dependent Variable (Y) 

Y = .005228 t-value j# R 

-  .001380 X :  

+ .002022 X 2  

-  .000389 X 3  

+ .002764 X 4  

+ .000652 X 5  

-  .004595 X 6  

-  .000042 X 7  

-  .003785 X 8  

- .000001 x9  

.000352 X 1 Q  

.000157 X 1 2  

.001428 X 1 3  

-  .001607 X 1 5  

-  .003474 X 1 6  

-  .004886 X 1 7  

-  .000435 X 1 8  

+ .003923 X, 9  

+ .000509 X2Q 

+1.008530 X 2 ,  
+  .989905 X 2 2  

+1.002750 X 2 3  

+ .001120 X 2 5  

-  .000374 X 2 6  

.000166 X27 

.000319 X28 

.000949 X2g 

.000487 X 3 1  

.000182 X 3 2  

+ 

-  .779 
.915 

-  .127 
+ .771 
+ .090 
-  1.033 
-  .012 
-  .674 
-  1.000 

.425 

.073 

.643 
-  .751 
-  .997 
-  .698 
-  . 8 2 2  

.431 

.797 
155.505** 
102.148** 
133.561** 

.897 
-  .305 

.141 
-  . 2 1 6  

.635 
-  1.125 

.386 

60,640.814 . 99SS67  

+Test ratio = Regression coefficients/standard error of coefficient 
#F-ratio associated with the hypothesis that all req. coef. = 0 with 

28,56 d . f .  
*t n ,  =  1 .670;  

"OS- 1 -"'  

**tQ1 = 2.390 for 56 d.f. 

**F Q 1  = 2 .03 for  28,56 d . f .  
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significant regression of the rating scales as a function of the listed 

variables. The independent variables of Guilford Fluency, originality 

total, and the Allport-Vernon-Lindzey religious value which do not appear 

in Tables 8, 10, and 11; and the independent variables fluency total, 

originality total, and Allport-Vernon-Lindzey religious values which do 

not appear in Table 9 were eliminated by the computer program due to 

lack of  correlat ion with the  Y's .  

Questionnaire Information and Commitment Statements 
Described by Categories 

Categories were developed for non-parametric information given 

in the questionnaires and commitment statements. It was then possible 

to analyze the rating scale scores for the information classified in the 

categories by means of one-way analysis of variances (ANOVA). All 

categories which showed significant differences between the means of 

the rating scale scores were further used to compare the means of the 

remaining variables. It was felt that these variables might provide 

additional significant relationships when differences in means of 

rating scales were significant. 

Results of analysis of variable scores and categories as a 

means of differentiating scores on the written junior teacher reports 

were classified under four headings: (1) commitment, (2) limitations 



on student's commitment/ (3) experience factors, and (4) personal 

statistics. 

Commitment 

The stated commitment to teaching of the junior teacher was 

classified into three categories: committed, ambivalent, and non-

committed. These categories were used as a method of studying the 

effect of commitment upon the development of a positive, productive re

lationship with a young child as reflected in the written reports. The 

rating scale developed to measure the written reports had scores for 

three parts - aid in language development, enhancement of the self-

concept, and rapport and understanding - and a total score which was 

the combination of the three parts. The means of the scores for the 

students in the different commitment categories were compared by the 

ANOVA one-way classification. 

Commitment Statements and Mean Scores of the Rating Scale. The 

commitment statement administered on the first day of class was classi

fied and the results are shown in Table 12. There was a significant 

difference between the means at the .01 level for part A, part B, and 

the total. The difference between the means is significant at the .05 

level for part C. Table 13 is a classification of students into groups 

according to commitment at the end of the semester. It shows exactly the 

same pattern as Table 12. The mean scores of the committed students 

were higher on all parts of the rating scale and on the total rating scale 



Table 12 

Comparison of Means of Rating Scale Scores for the Junior Teacher Reports by Commitment 
to Teaching, Beginning of Semester 

Rating Scales for the Junior Teacher Reports 
Part A Part B Part C Total 

N M  F  M F  M F  M . F  

Committed 

Ambivalent 

Do not want 
to teach 

58 16 .109 6 .41** 16 .459 6 .30  

21  14 .438 14 .467 

6  12 .267 13 .233 

16 .903 4 .87* 49 .466 6 .34** 

15 .543 44 .486 

14 .000 39 .483 

*F = 3.13; **F = 4.92 for 2,82 d.f. 
U 0 U X 



Table 13 

Comparison of Means of Rating Scale Scores for the Junior Teacher Reports by Commitment 
to Teaching, End of Semester 

N M 

Rating Scale for the Junior Teacher Reports 
Part A Part B Part C 

F 
Total 

M M M 

Committed 60 16 .055 5 .21** 16 .430 6 .49** 16 .832 4 .78* 49 .317 5 .88** 

Ambivalent 22  14 .127 14 .273 15 .555 43 .977 

Do not want 
to teach 3  12 .333 12 .667 12 .900 37 .867 

*F =3 .13;  
05 

**F = 4.92 for 2,82 d.f. 
01 

<T> 
(O 
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score than the mean scores of either the junior teachers ambivalent about 

teaching or those classified as not wanting to teach. Those junior 

teachers who were uncertain about their desires to teach, however, 

were consistently higher on all aspects of the rating scale than those 

who did not want to teach. The pattern was consistent. This finding 

would lead to a rejection of hypothesis one. 

Commitment Statements and Other Variables. Since the means 

of the rating scale for categories of commitment to teaching were signifi

cantly different at both the beginning and the end of the semester, the 

means of other variables for these categories were further analyzed 

by analysis of variance procedures. A comparison of means of the re

maining variables for the commitment groupings at the beginning of the 

semester is shown in Table 14. A comparison of means of the remaining 

variables to commitment groupings at the end of the semester is shown 

in Table 15. The means for the high school extra-curricular activities 

and the Allport-Vernon-Lindzey economic value variables in the commit

ment to teaching categories were significantly different at the .05 level. 

The committed students listed the highest number of high school extra

curricular activities (mean of 4.586) while the ambivalent students had 

the lowest (mean of 3.190). On the Allport-Vernon-Lindzey economic 

value the non-committed students had the highest mean (48.833) while 
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Table 14 

Commitment to Teaching, Beginning of Semester and Other Variables 

Not 
Committed Ambivalent Committed F 
(N = 58)  (N =21)  (N = 6) df=2,82  

M M M 
1. Age 22 .603 21 .429 22 .167 0 .39  
2. Hrs in Psych. 4 .431 4 .238 1 .500 1 .63  
3. Hrs in Soc. 2 .569 2 .286 1 .500 0 .47  
4. Hrs in Anthro. 1 .155 2 .286 1 .000 2 .17  
5. No. of relatives 

who are teachers .983 1 .190 .167 1 .78  
6. High school extra

curricular activities i 4 .586  3 .190 4 .000 3 .44* 
7. College extra

curricular activities 2 .552 2 .381 1 .667 0 .38  
8. No. of children in 

family 3 .155 2 .810 3 .000 0 .42  
9. Grade point average 2 .374 2 .565 2 .332 0 .81  

10 .  Creativity-total 
fluency 91.707 83 .905 86 .500 1 .05  

11 .  Fluency-Guilford 65 .741 62 .810 62 .167 0 .39  
12 .  Fluency-Spaulding 25.966 21 .095 24 .333 2 .16  
13 .  Flexibility 23 .534 24 .476 22 .500 0 .50  
14 .  Originality 26 .431 21 .429 23 .333 2 .60  
15 .  Originality-

Spaulding 21 .879 17 .905 20 .667 2 .22  
16 .  Originality-

Guilford 4 .552 3 .524 2 .667 2 .40  
17 .  Elaboration 2 .414 2 .476 1 .667 0 .23  
18 .  Goodenough-Harris 88 .552 91 .524 84 .500 0 .57  
19 .  No. of reports 8 .793 9 .143 9 .000 1 .18  
20 .  Van Alstyne 64 .793 72 .143 69 .833 2 .94  
21 .  Rating score-

part A 16 .109 14 .438 12 .267 6 .41** 
22 .  Rating score-

part B 16 .459 14 .467 13 .233 6 .30** 
23 .  Rating score-

part C 16 .903 15 .543 14 .000 4 .87* 
24 .  Rating score-

total 49 .466 44 .486 39 .483 6 .34** 
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Table 14—Continued 

Not 
Committed Ambivalent Committed F 
(N = 58)  (N = 21)  (N = 6) df=2,82  

M M M 
25.  Allport-

theoretical 36 .431 36 .262 40 .667 0 .91  
26 .  Allport-

economic 38 .138 38 .500 48 .833 4 .22* 
27 .  Allport-

a esthetic 41 .448 41 .238 36 .500 0 .78  
28 .  Allport-social 40 .655 39 .024 33 .833 2 .46  
29 .  Allport-

political 42 .362 45 .167 45 .833 1 .62  

•
 

o
 

CO 

Allport-
religious 40.966 39 .810 34 .333 1 .43  

31 .  Beginning 
Rokeach 138.776 137.333 149.167 0 .61  

32 .  End Rokeach 139.000 140.333 160.333 2 .39  

*Fq5 = 3.13; **FQ1 = 4,92 
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Table 15 

Commitment to Teaching, End of Semester and Other Variables 

Not 
Committed Ambivalent Committed F 

(N =60)  (N = 22)  (N = 3) df=2,82  
M M M 

1. Age 22 .717 21 .227 21 .333 0 .70  
2. Hrs in Psych. 4 .767 3 .000 1 .000 2 .93  
3. Hrs in Soc. 2 .417 2 .227 4 .000 0 .58  
4. Hrs in Anthro. 1 .283 1 .864 1 .000 0 .60  
5. No. of realtives 

who are teachers 1 .017 .909 .667 0 .17  
6. High school extra

curricular activities 4 .400 3 .500 • 5 .333  1 .85  
7. College extra

curricular activities 2 .467 2 .455 2 .000 0 .05  
8. No. of children in 

family 3 .033 3 .273 2 .000 1 .00  
9. Grade point average 2 .385 2 .493 2 .530 0 .30  

10 .  Creativity-total 
fluency 92.183 82 .682 83 .333 1 .68  

11 .  Fluency-Guilford 66.067 61 .773 60 .667 0 .79  
12 .  Fluency-Spaulding 26.117 20 .909 22 .667 2 .68  
13 .  Flexibility 23 .733 23 .682 23 .000 0 .03  
14 .  Originality-total 26 .817 20 .364 22 .000 4 .72* 
15 .  Originality-

Spaulding 22 .117 17 .227 21 .000 3 .61* 
16 .  Originality-

Guilford 4 .700 3 .136 1 .000 5 .96** 
17 .  Elaboration 2 .350 2 .318 3 .333 0 .20  
18 .  Goodenough-Harris 89 .150 88 .818 87 .333 0 .02  
19 .  No. of reports 8 .850 9 .000 9 .000 0 .23  
20 .  Van Alstyne 64 .800 73 .000 66 .000 3 .67* 
21 .  Rating score-

part A 16 .055 14 .127 12 .333 5 .21** 
22 .  Rating score-

part B 16 .430 14 .273 12 .667 6 .49** 
23 .  Rating score-

part C 16 .832 15 .555 12 .900 4 .78* 
24 .  Rating score-

total 49 .317 43 .977 37 .867 5 .88** 
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Table 15—Continued 

Not 
Committed Ambivalent Committed F 

(N = 60)  (N = 22 ) (N = 3) df=2,82  
M M M 

25.  Allport -
theoretical 36 .700 35 .795 43 .000 1 .22  

26 .  Allport-
economic 37 .583 41 .977 45 .000 2 .75  

27 .  Allport-
aesthetic 41 .517 39 .227 45 .000 0 .77  

28 .  Allport-social 40 .983 37 .523 32 .000 3 .57* 
29 .  Allport-

political 42 .667 44 .523 47 .000 0 .96  
30 .  Allport-

religious 40.550 40 .955 28 .000 2 .82  
31 .  Beginning 

Rokeach 139.433 139.591 130.333 0 .21  
32 .  End Rokeach 138.650 146.500 143.000 0 .94  

*F =3.13;  **F =4 .92  
05 01 
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the committed students (mean of 38.138) and ambivalent students (mean 

of 38.500) were lower. 

At the end of the semester the variables which showed significant 

differences between means in commitment groupings were total originality, 

Spaulding (revised) originality, Guilford originality, and Allport-Vernon-

Lindzey social value. Variables which showed significant differences at 

the beginning of the semester—number of high school activities and 

Allport-Vernon-Lindzey economic value—were no longer significant. On 

the Spaulding (revised) originality variable the mean for the committed 

students  was  the  highest  (26 .117) ,  for  the  non-committed next  (21 .00) ,  

and for the ambivalent last (17.227). The Guilford originality variable 

presented a slightly different pattern with the committed highest (mean of 

4.700), the ambivalent next (mean of 3.318), and the non-committed 

lowest (mean of 1.000). The total originality variable composed of the 

scores of the Spaulding (revised) and Guilford originality variables 

followed the same pattern as the means of the tests adapted from 

Spaulding: committed students had the highest mean (26.817), the non-

committed next (22.000), and the ambivalent last (20.364). The 

Guilford originality means are significant at the . 01 level while the 

Spaulding and total originality means are significantly different at the 

.05 level. This finding supports a relationship between commitment and 

creativity. 



End of semester commitment categories for students had 

significantly different (.05 level) means for the Allport-Vernon-Lindzey 

social value. The committed had a high mean of 40.983 and the non-

committed a low mean of 32.000. Involvement with others may have 

become important to the students committed to teaching. 

Student's Attitude toward Teaching at the End of the Semester and 

Mean Scores of the Rating Scale. At the end of the semester 

the students were asked two additional questions at the same time as 

they restated their commitment to teaching. Tables 16 and 17 show the 

classification of the responses to the following question: "If your atti

tude toward teaching has changed in any way, what do you consider to 

be the cause or causes for change?" There were no significant differ

ences between the means in the categories. 

Plans for Teaching and Mean Scores of the Rating Scale. In re

sponse to the question: "Do you plan to teach?" 85 percent of the 

students responded yes. Only 67 percent of the students were com

mitted to teaching. Evidently a percentage of those who plan to enter 

the profession are not committed. Nevertheless, those who do plan to 

enter teaching or related school areas had higher mean spores on the 
1 i 

reports than those who were not planning to teach (Table 18). The 

difference between the means was significant at the .01 level for scores 



Table 16 

Comparison of Means of Rating Scale Scores for the Junior Teacher Reports by Change in 
Attitude toward Teaching from the Beginning of Semester 

Rating Scale for Junior Teacher Reports 
Part A Part B Part C Total 

N M F M F M F M F_ 

No response or 
change 43 15.137 1.22 15.319 1.48 16.142 0.42 46.605 1.07 

Positive change 36 15.969 16.381 16.675 49.031 

Negative change 6 14.217 14.900 16.067 45.167 

*F = 3.13; **F = 4.92 for 2,82 d.f. 
05 01 

f VJ 
VI 



Table 17 

Comparison of Means of Rating Scale Scores for the Junior Teacher Reports by Reason 
for Change in Attitude toward Teaching from Beginning of Semester 

Rating Scale for Junior Teacher Reports 
Part A Part B Part C Total 

N M F M F M F M F 

No response 45 14.938 1.29 15.073 2.18 15.904 2.23 45.924 1.90 

Self-doubt and 
other 7 15.200 16.000 16.957 48.143 

Experiences in 
school 31 16.265 16.748 17.087 50.103 

Miscellaneous 2 14.150 14.150 13.350 41.650 

*F = 2.70; **F = 4.07 for 3,81 d.f. 
05 01 



Table 18 

Comparison of Means of Rating Scale Scores for the Junior Teacher Reports 
by Plans to Teach 

Rating Scale for the Junior Teacher Reports 
Part A Part B Part C Total 

N M F M F M F M F 

8  12 .150 5 .71** 12 .763 4 .69* 14 .163 3 .78* 39 .075 4 .87* 

72  15 .718 16 .059 16 .679 48 .456 

5  16 .440 15 .920 15 .320 47 .740 

No 

Yes 

Other school 
related fields 

*F =3.13;  **F =  4 .92  for  2 ,82  d . f .  
05 01 
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in part A of the rating scale (aid in language development), at the .05 

level for parts B and C (development of pupil self-concept and rapport), 

and the total score. This finding would lead to a rejection of hypothesis 

one. 

Plans for Teaching and Other Variables-* When the classification 

for the question: "Do you plan to teach?" were further analyzed, four 

additional variables showed significant differences between their means: 

the Allport-Vernon-Lindzey economic, aesthetic, and political values 

and the end Rokeach Dogmatism Scale score (Table 19). The people who 

did not want to teach were found to have Allport-Vernon-Lindzey economic 

value  means  higher  (49 .500)  than those  who wanted to  teach (38 .382)  

or those classified as other areas (30.800). The difference was signifi

cant at the .01 level. The same categories showed an opposite relation

ship with respect to the Allport-Vernon-Lindzey aesthetic value where 

the difference between the means was significant at the .01 level: other 

areas  had the  highest  mean (48 .200) ,  the  yes  category was  next  (41 .694)  

and the no was last (30.750). On the Allport-Vernon-Lindzey political 

value the people planning to teach were lowest (42.563) and those plan

ning not to teach were highest (49.875). The difference between the 

listed means was significant at the .05 level. The difference between 

the means of the end Rokeach Scale scores for the same categories was 

significant at the .01 level. The mean scores for the groups of students 
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Table 19 

Comparison of the Means of the Thirty-Two Variables by 
Plans to Teach 

Other 
related school 

No Yes fields 
(N = 8) (N = 72)  (N = 5) 

M M M F 
1. Age 21 .750 22 .111 25 .600 1 .09  
2. Hrs. in Psych. 1 .875 4 .597 1 .800 3 .00  
3. Hrs. in Soc. 1 .125 2 .528 3 .000 1 .14  
4. Hrs. inAnthro. 1 .125 1 .347 3 .000 1 .39  
5. No. of relatives 

who are teachers ; . 500  1 .028 1 .000 0 .71  
6. High school extra

curricular 
activities 2 .625 4 .403 3 .800 2 .63  

7. College extra
curricular 
activities 2 .500 2 .444 2 .400 0 .00  

8. No. of children 
in family 2 .625 3 .139 2 .600 0 .68  

9. Grade point 
average 2 .416 2 .431 2 .240 0 .22  

10 .  Creativity-total 
fluency 86.000 88 .972 101.200 0 .84  

11 .  Fluency-
Guilford 65 .125 64 .403 69 .400 0 .26  

12 .  Fluency-
Spaulding 20 .875 24 .569 31 .800 2 .19  

13 .  Flexibility 24 .125 23 .389 27 .400 1 .74  
14 .  Originality 20 .750 25 .153 29 .200 1 .47  
15 .  Originality-

Spaulding 18 .250 20 .819 24 .800 1 .17  
16 .  Originality-

Guilford 2 .500 4 .333 4 .400 1 .89  
17 .  Elaboration 2 .750 2 .458 0 .600 1 .21  
18 .  Goodenough-

Harris 93 .125 88 .306 92 .400 0 .49  
19 .  No. of reports 9 .000 8 .875 9 .000 0 .10  
20 .  Van Alstyne 76 .500 66 .306 61 .200 3 .08  
21 .  Rating score-

part A 12 .150 15 .718 16 .400 5 .71** 
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Table 19—Continued 

Other 
related school 

No Yes fields 
( N =  8 )  (N = 72)  (N = 5) 

M M M F 
22 .  Rating score-

part B 12 .763 16 .057 15 .920 4 .69* 
23 .  Rating score -

part C 14 .163 16 .679 15 .320 3 .78* 
24 .  Rating score-

total 39 .075 48 .456 47 .740 4 .89* 
25 .  Allport-

theoretical 38 .625 36 .188 40 .800 1 .18  
26 .  Allport -

economic 49 .500 38 .382 30 .800 9 .30** 
27 .  Allport-

aesthetic 30 .750 41 .694 48 .200 7 .66** 
28 .  Allport-social 34 .625 40 .410 38 .800 2 .24  
29 .  Allport-political 49 .875 42 .563 43 .400 4 .05* 
30 .  Allport -

religious 36.625 40 .764 38 .000 0 .86  
31 .  Beginning 

Rokeach 154.250 138.264 127.800 2 .35  
32 .  End Rokeach 168.250 138.194 135.000 7 .14** 

*F =  3 .13;**F = 4 .92  for  2 ,82  d . f .  
(Jo u * 



classified as interested in teaching and school related areas were close 

to  the  mean score  for  the  average  co l lege  populat ion (Rokeach,  1960) .  

The group of students who did not plan to teach had the highest mean 

(168.250). According to this measure, the people who plan to teach 

were more flexible than those who did not plan to teach. This finding 

would indicate a relationship between openness and commitment. 

Grade Level Desired in Teaching and Mean Scores of the Rating 

Scale. On the questionnaire the students indicated the grade level that 

they would like to teach. The mean scores of the rating scale in the 

response categories show a significant difference at .01 level (Table 

20). The students desiring to work at the elementary level have the 

highest mean scores for both the parts and the total of the rating scale: 

the mean scores for students desiring to teach at the secondary level 

fall close to that of the elementary students. The students who would 

like to teach at the college level are next but behind the other two cate

gories. The category other (non-teaching interests) has the lowest 

mean score in every case. The results of this table might indicate not 

only the importance of commitment to teaching but also the studentis' 

perception of the relevance of the experience in which they were in

volved. The results would support a rejection of hypothesis one. 

Grade Level Desired in Teaching and Other Variables. When the 

categories of Table 20 were subject to further analysis by considering 



Table 20 

Comparison of Means of Rating Scale Scores for the Junior Teacher Reports by Grade Level 
Desired in Teaching 

N M 

Rating Scale for the Junior Teacher Reports 
Part A Part B Part C 

F M F M F 
Total 

M 

Elementary 

Secondary 

College 

©ther (non-
teaching 
interests) 

32  16 .234 6 .48** 16 .850 6 .53** 

38 15 .800 15 .824 

10  13 .560 13 .690 

5  11 .120 12.080 

17.219 4 .29** 

16 .374 

15 .030 

13 .460 

50 .309 6 .23** 

47 .997 

42 .300 

36 .660 

*F =  2 .70;  **F =  4 .07  for  3 ,81  d . f .  
05 01 
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the means of the other variables, three additional factors were found to 

have means significantly different. Table 21 shows that in respect to 

college extra-curricular activities (significant at .01 level) the people 

who want  to  teach at  the  co l lege  leve l  have  the  highest  mean (4 .200) ,  

the elementary students are next (2.844), then the secondary people 

(1.868) and the students classified as other (non-teaching interests) 

were last (.800). On the Allport-Vernon-Lindzey economic value (signi

ficant at .05 level) the group classified as other (non-teaching interests) 

had the highest mean (51.600), the secondary group next (38.724), and 

the elementary (37.938) and college (37.000) about the same as the 

secondary. The non-teachers had the strongest interest in economic 

values. 

The means of the scores on the Rokeach Dogmatism Scale (end of 

semester) were significantly different (.05 level). As with the economic 

value the individuals classified as other (non-teaching interests) were 

found to have a higher mean score of 170.200 indicating dogmatism and 

inf lex ibi l i ty  whereas  the  means  of  the  three  groups  (e lementary,  140 .094;  

secondary, 138.816; and college, 136.200) were much lower. 

Change in Grade Level Desired in Teaching and Mean Scores of 

the Rating Scale. At the end of the semester, two additional 

questions were asked of the students along with the request for a re

statement of their commitment to teaching. The second question, 
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Table 21 

Comparison of the Means of the Thirty-Two Variables 
by Grade Level Desired in Teaching 

Other Elementary Secondary College 
(N = 5)  (N = 32 )  (N = 38 )  (N = 10)  

M M M M F 
1. Age 21 .400 23 .031 21 .526 23 .200 0. 63 
2. Hrs. in Psych. 2 .400 5 .250 3 .947 2 .500 1. 96 
3. Hrs. in Soc. 1 .800 2 .531 2 .395 2 .500 &. 11 
4. Hrs. inAnthro. 1 .200 1 .313 1 .632 1 .100 0. 22 
5. No. of relatives 

who are 
teachers 0 .000 1 .281 .842 1 .000 2. 08 

6. High school 
extra-curricular 
activities 3 .800 4 .469 4 .079 4 .000 0. 28 

7. College extra
curricular 
activities 0 .800 2 .844 1 .868 4 .200 4. 10' 

8. No. of chil
dren in 
family 3 .600 2 .969 3 .026 3 .200 0. 29 

9. Grade point 
average 2 .176 2 .385 2 .529 2 .226 1. 05 

10 .  Creativity-
total fluency 98.000 86 .500 89 .974 92 .300 0. 51 

11 .  Fluency-
Guilford 72 .800 62 .531 65 .868 63 .700 0. 81 

12 .  Fluency-
Spaulding 25 .200 23 .969 24 .105 28 .600 0. 70 

13 .  Flexibility 26 .200 22 .688 24 .421 22 .900 1. 36 
14 .  Originality 26 .400 23 .375 25 .526 27 .300 0. 65 
15 .  Originality-

Spaulding 22 .800 19 .469 20 .947 23 .600 0. 92 
16 .  Originality-

Guilford 3 .600 3 .906 4 .579 3 .700 0. 62 
17 .  Elaboration 2 .000 1 .563 2 .789 3 .600 2. 09 
18 .  Goodenough-

Harris 84 .600 88 .375 90 .132 88 .900 0. 22 
19 .  No. of reports 8 .600 8 .969 8 .842 9 .000 0. 32 
20 .  Van Alstyne 69.400 65 .594 68 .684 63 .600 0. 66 
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Table 21—Continued 

Other Elementary Secondary College 
(N = 5) (N = 32)  (N = 38)  (N = 10)  

M M M M F 
21 .  Rating score-

part A 11 .120 16 .234 15 .800 13 .560 6 .48** 
22 .  Rating score-

part B 12 .080 16 .850 15 .824 13 .690 6 .53** 
23 .  Rating score-

part C 13 .460 17 .219 16 .374 15 .039 4 .29** 
24 .  Rating score-

total 36 .660 50 .309 47 .997 42 .300 6 .23** 
25 .  Allport -

theoretical 40 .000 34 .844 37 .645 37 .300 1 .20  
26 .  Allport-

economics 51 .600 37 .938 38 .724 37 .000 4 .02* 
27 .  Allport-

a esthetic 32 .000 41 .625 41 .053 43 .700 1 .97  
28 .  Allport-social 34 .400 40 .781 39 .566 40 .000 1 .06  
29 .  Allport-

political 45 .600 41 .531 44 .145 44 .600 1 .12  
30 .  Allport-

religious 36 .400 43 .281 38 .868 37 .400 2 .09  
31 .  Beginning-

Rokeach 144.200 139.156 138.263 140.000 0 .10  
32 .  End Rokeach 170.200 140.094 138.816 136.200 3 .14* 

*FQ5 = 2.70; **FQ1 = 4.07 for 3,81 d.f. 



concerning any change in grade level desired, did not show any 

di f ferences  between the  mean scores  of  the  rat ing  scale  (Table  22) .  

Vocational Choice if Unrestricted and Mean Scores of the Rating 

Scale, Replies concerning one's vocational choice if unrestricted 

and one's college major may also be viewed as a reflection of commit

ment. What would the student like to do if he were not restricted? 

According to responses listed in Table 23, only 55 would still have any

thing to do with teaching; this number is smaller than the 58 who say 

they are committed to teaching or the 72 who say they plan to teach. The 

means for the categories in Table 23 are significant at the .05 level for 

part A (aid in language development), part B (enhancement of self-

concept), and the total scores of the rating scale for the junior teacher 
4 

reports. The means for the classification medicine-dentistry is highest 

in each case with teaching-and-other next and then teaching. The low

est mean scores for the part scores and the total scores on the rating 

scale were for the groups of students who would like to do something in 

law, politics and sports. 

Vocational Choice if Unrestricted and Other Variables. When 

means of each of the 32 variables were compared in the category 

classifications for the student's selected vocational choice if there 

were no restrictions, seven variables had means significantly different 

( Table 24). Four of these were creativity variables. The category 



Table 22 

Comparison of Means of Rating Scale Scores for the Junior Teacher Reports by Change 
from Beginning of Semester in Grade Level that Plan to Teach 

Rating Scale for Junior Teacher Reports 
Part A Part B Part C Total 

N M F M F M F M F 

No change 77 15.448 0.60 15.856 1.21 16.483 2.26 47.790 1.28 

Change to 
elementary 3 14.000 13.100 13.100 40.233 

Change to 
secondary or 
college 3 14.767 14.333 15.100 44.200 

Confused, un
sure where to 
teach 2 17.650 17.300 18.500 53.500 

*F = 2.70; **F = 4.07 for 3,81 d.f. 
05 01 

00 
CD 



Table 23 

Comparison of Means of Rating Scale Scores for the Junior Teacher Reports by Selected 
Vocational Choice if No Restrictions 

Rating Scale for the Junior Teacher Reports 
Part A Part B Part C Total 

N M F M F M F M F 

Teaching 34 15 .585 2 .32* 16 .009 2 .66* 16 .529 1 .80  48 .121 

Teaching and 
other 21 16 .762 17 .062 17 .271 51 .095 

Medicine, 
dentistry 5 17 .260 17 .600 17 .920 52 .780 

Creative arts 5 14 .540 13 .780 14 .400 42 .720 

Law, politics 3 12 .533 14 .467 14 .900 41 .867 

Sports 3 12 .900 12 .867 14 .967 40 .800 

Business 4 13 .575 13 .425 14 .075 41 .100 

Miscellaneous 10 13 .960 14 .260 15 .860 44 .110 

*F = 2.15; **F = 2.90 for 7,77 d.f. 
05 01 



Table 24 

Comparison of the Means of the Thirty-Two Variables by Selected Vocational 
Choice if No Restrictions 

Teaching Medicine Creative Law, 
and and arts politics Miscel

Teaching other dentistry Sports Business laneous F CO II £
 (N=21) (N = 5) (N=5) (N=3) (N=3) (N = 4) (N=10) 

M M M M M M M M 
1. Age 22.735 21.333 24.000 24.600 21.000 22.333 23.000 20.800 .48 
2. Hrs in Psych. 4.265 4.810 8.400 3.200 1.000 3.000 3.000 2.700 1.71 
3. Hrs in Soc. 1.765 3.714 1.200 3.200 2.000 4.000 2.500 1.800 1.53 
4. Hrs in Anthro. .971 1.714 .600 3.400 2.000 0.000 2.000 1.800 1.22 
5. No. of relatives 

who are teachers .824 1.238 .200 2.200 0.000 .667 .500 1.300 1.96 
6. High school extra 

curricular activi -
ties 4.441 4.810 3.800 4.400 4.000 2.667 3.000 3.200 1.04 

7. College extra
curricular 
activities 2.147 3.048 2.000 3.200 1.000 1.000 1.500 3.300 ,96 

8. No. of children 
in family 2.971 3.143 4.200 2.200 3.000 4.333 2.750 2.800 1.08 

9. Grade point 
average 2.515 2.287 2.350 2.056 2.697 2.407 2.210 2.583 .77 

10. Creativity-total 
fluency 80.824 97.286 100.800 105.000 106.000 83.667 93.250 83.800 2.33* 

11. Fluency-
Guilford 59.000 68.714 72.400 73.800 75.000 64.000 67.750 63.700 1.73 

12. Fluency-
Spaulding 21.824 28.571 28.400 31.200 31.000 19.667 25.500 20.100 2.35* 



Table 24—Continued 

Teaching Medicine Creative Law, 
and and arts politics Miscel

Teaching other dentistry Sports Business laneous F 
(N = 34) (N=21) (N = 5) (N=5) (N=3) (N=3) (N = 4) (N= 10) 

M M M M M M M M 
13. Flexibility 22.353 24.048 25.800 24.200 26.667 26.000 25.500 23.900 .90 
14. Originality-

total 21.853 29.762 30.600 27.800 31.000 25.667 25.500 19.100 3.05** 
15. Originality-

Spaulding 17.971 24.905 24.200 24.400 27.333 19.667 22.250 16.200 3.32** 
16. Originality-

Guilford 3.882 4.857 6.400 3.400 3.667 6.000 3.250 2.900 1.61 
17. Elaboration 2.588 1.905 3.600 2.600 1.333 1.333 3.250 2.200 0.45 
18. Goodenough-

Harris 87.824 87.619 95.600 100.200 83.000 78.667 96.250 89.000 .97 
19.' No. of reports 9.000 8.762 9.000 9.000 8.667 7.667 8.750 9.200 1.14 
20. Van Alstyne 66.882 63.619 67.600 68.600 64.667 54.333 73.500 75.000 1.47 
21. Rating score-

part A 15.585 16.762 17.260 14.540 12.533 12.900 13.575 13.960 2.32* 
22. Rating score-

part B 16.009 17.062 17.600 13.780 14.467 12.867 13.425 14.260 2.66* 
23. Rating score-

part C 16.529 17.271 17.920 14.400 14.900 14.967 14.075 15.860 1.80 
24. Rating score-

total 48.121 51.095 52.780 42.720 41.867 40.800 41.100 44.110 2.34* 
25. Allport-

theoretical 37.618 35.571 40.600 34.100 39.333 37.667 44.500 31.000 2.09 
26. Allport-

economic 38.559 35.952 33.200 37.900 49.000 46.333 50.000 40.600 2.75* 

i 

CD 
CO 

v 



Table 24—Continued 

Teaching Medicine Creative Law, 
and and arts politics Miscel

Teaching other dentistry Sports Business laneous F CO II (N=21) (N = 5) (N=5) (N=3) (N=3) (N = 4) (N= 10) 

M M M M M M M M 
27. Allport-

aesthetic 41.265 42.714 41.200 51.000 36.000 31.667 36.500 37.900 1.93 
28. Allport-

social 41.441 39.381 43.200 41.500 35.333 38.000 27.000 39.300 2.55* 
29. Allport-

political 41.353 42.857 42.600 37.700 50.667 51.667 45.500 48.400 3.11** 
30. Allport-

rellglous 39.765 43.524 39.200 37.800 29.667 34.667 36.500 42.800 1.40 
31. Beginning 

Rokeach 135.500 148.238 139.600 122.000 139.667 151.333 133.000 139.500 1.11 
32. End Rokeach 136.853 147.571 145.800 113.200 152.333 139.000 144.000 147.400 1.79 

*FQ5 = 2.15? **FQ1 = 2.90 for 7,77 d.f. 



classifications of law, medicine, and creative arts had the highest 

means in fluency and originality. The means in fluency and originality 

for the students classified as having interests in addition to teaching 

were higher than the means for those classified as having no plans other 

than teaching. The other three variables whose means were significantly 

different when the students were classified by their selected vocation if 

unrestricted were Allport-Vernon-Lindzey social and economic values 

(.05 level) and political value (.01 level). The students selecting 

law-politics and sports had the highest means on the political value 

while those students who preferred teaching had the lowest mean (Table 

24). The classifications with the highest means in social value were 

medicine-dentistry, creative arts and teaching. The mean for those 

students desiring a business vocation (27.000) was lower than that for 

male and female business students given in the manual (lowest being 

32.63). According to the classification when students could select a 

vocation without restrictions, the students with high economic values 

tended to be in law-politics and business; the students with the lowest 

means on the economic value tended to be in medicine or teaching-and-

other. 

College Major and Mean Scores of the Rating Scale. When the 

means for the junior teacher report scores for the students classified 

by college major were compared (Table 25), only the means for part A 



Ta£le 25 

Comparison of Means of Rating Scale Scores for the Junior Teacher Reports by College Major 

Rating Scale for Junior Teacher Reports 
Part A Part B Part C Total 

N M F M F M F M F 

Education 32 16 .094 2 .15* 16 .597 2 .06  17 .206 1 .80  49 .897 

Social Science 15 14 .544 14 .875 15 .213 44 .631 

Engli sh-speech-
drama 8 18.000 17 .738 17 .913 53 .675 

Foreign language 7 15 .386 15 .429 16 .043 46 .843 

Business 9 12 .622 13 .122 14 .400 40 .144 

Sciences 4 15 .000 15 .250 16 .825 47 .075 

Music and art 3 14 .333 13 .767 14 .533 42 .633 

Math 4 14 .650 14 .825 14 .225 43 .775 

Physical educ. 3 •11 .967 12 .233 14 .100 38 .333 

*FQ5 = 2.08; **FQ1 = 2.77 for 8.76 d.f. 
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(a id  in  language development)  were  s igni f icant ly  di f ferent  ( .05  leve l ) .  

The highest means in aid to language development were English-Speech-

drama (18 .000) ,  fore ign language (15 .386) ,  and educat ion (16 .094) .  

These means may be a reflection of commitment to the perceived impor

tance of verbal ability. The mean for the lowest group, physical 

educat ion majors ,  was  11 .967.  

College Major and Other Variables . Significant differences 

between the means (.01 level) in college major categories was shown 

for the variable hours in anthropology (Table 26). The math majors had 

the highest mean (6.5 hours) and the physical education majors had the 

lowest mean (zero). Significantly different means (.05 level) for the 

variable number of relatives in teaching were found. The music and 

art majors have the highest mean number of relatives who are teachers 

while the English-speech-drama majors have the lowest. 

The other variables where the means were significantly differ

ent when the students were classified by college major were in the 

Allport-Vernon-Lindzey Study of Values. The means found in the popu

lation studied were similar to the illustrative occupational means listed 

in the manual (1960). The high and low meahs by reported college major 

for the significant Allport-Vernon-Lindzey values are (1) highest reli

gious value means in education and lowest in physical education, 

(2) highest social value means in physical education and lowest in 



Table 26 

Comparison of the Means of the Thirty-Two Variables by College Major 

EnglisK, 
Speech, Music 

Edu- Social and Foreign and 
cation Science Drama Language Business Science Art Math P.E. F 
(N=32) (N=15) (N=8) (N=7) ( N =  9 )  (N = 4) (N=3) (N=4) (N=3) 

M M M M M M M M M 
1. Age 23.419 20.750 21.500 21.429 22.333 21.250 19.333 21.250 21.667 .42 
2. Hrs in Psych. 5.645 3.188 5.625 3.000 2.667 3.000 2.000 3.000 3.000 1 .42 
3. Hrs in Soc. 3.032 3.000 2.250 .857 1.000 1.500 2.000 2.500 3.000 1 .02 
4. Hrs in Anthro. 1.226 1.688 .750 .857 .667 .750 2.000 6.500 0.000 4 .12' 
5. No. of relatives 

who are 
teachers 1.129 1.313 .250 .429 .444 .500 3.000 .750 .667 2 .56' 

6. High school ex
tra curricular 
activities 4.516 3.125 4.875 4.429 2.778 3.500 5.667 4.750 3.333 1 .75 

7. College extra 
curricular 
activities 2.871 2.188 3.500 1.714 1.444 1.500 2.667 2.750 1.667 .74 

8. No. of children -
in family 3.226 2.250 3.000 4.429 3.222 3.250 1.667 2.750 3.000 1 .82 

9. Grade point 
average 2.376 2.434 2.170 2.550 2.370 2.720 2.507 2.040 2.737 .53 

10. Creativity-total 
fluency 86.903 80.063 102.625 92.1-43 89.556 83.000 105.000 96.250 85.333 .91 

11. Fluency-
Guilford 62.677 60.313 72.375 65.143 67.111 58.500 73.667 67.750 60.667 .64 

12. Fluency-
Spaulding 24.226 19.750 30.250 27.000 22.444 24.500 31.333 28.500 24.667 1 .26 

13. Flexibility 22.355 24.188 23.375 24.286 24.556 21.750 24.000 26.000 24.667 .43 
14. Originality-

total 23.452 21.750 32.625 26.714 22.667 24.750 26.667 29.500 26.667 1 .28 
15. Originality-

Spaulding 19.419 18.000 25.125 21.000 19.778 21.250 24.000 25.750 22.667 1 .15 
16. Originality-

Guilford 4.032 3.750 6.500 5.714 2.889 3.500 2.667 3.750 4.000 1 .73 

17. Elaboration 1.613 2.000 4.250 4.429 2.333 1.750 3.333 1.500 2.333 1 .55 



Table 26—Continued 

18. Goodenough-
Harris 

19. No. of reports 
20. Van Alstyne 
21. Rating score-

part A 
22. Rating score-

part B 
23. Rating score-

part C 
24. Rating score-

total 
25. Allport-

theoretical 
26. Allport-

economic 
27. Allport-

aesthetic 
28. Allport-

social 
29. Allport-

political 
30. Allport-

religious 
31. Beginning 

Rokeach 
32. End 

Rokeach 

Edu
cation 
(N=32) 
M 

87.387 
9.032 
66.355 

16.094 

16.597 

17.206 

49.897 

34.194 

36.484 

42.484 

41.774 

40.645 

44.419 

136.258 

139.129 

Social 
Science 
(N=15) 

M 

85.188 
8.125 
61.375 

14.544 

14.875 

15.213 

44.631 

34.250 

38.250 

36.125 

38.375 

44.125 

33.875 

136.000 

135.500 

English 
Speech, 
and 
Drama 
(N=8) 

M 

84.875 
8.875 
67.625 

18.000 

17.738 

17.913 

53.675 

33.375 

32.625 

48.250 

43.000 

39.000 

43.750 

130.500 

132.500 

Foreign 
Languac 

(N=7)  
M 

94.286 
8.143 
69.143 

15.386 

15.429 

16.043 

46.843 

40.571 

37.286 

28.857 

40.714 

43.714 

38.857 

151.429 

141.429 

*Fn_ = 2.08; **F = 2.77 for 8,76 d.f. Uu 01 

Music 
and 

Business Sciences Art Math P.E. F 
(N = 9) (N = 4) (N=3) (N=4) (N=3) 

M M M M M 

88. 444 78.000 103. 000 94. 250 75. 333 91 
9. 222 9.250 8. 667 8. 750 9. 333 1. 10 
76. 111 60.000 71. 000 64. 750 57. 333 1. 08 

12. 622 15.000 14. 333 14. 650 11. 967 2. 15* 

13. 122 15.250 13. 767 14. 825 12. 233 2. 06 

14. 400 16.825 14. 533 14. 225 14. 100 1. 80 

40. 144 47.075 42. 633 43. 775 38. 333 2. 06 

39. 111 43.750 31. 167 47. 750 37. 667 2. 60* 

50. 000 45.000 35. 833 43. 250 38. 000 2. 91** 

30. 444 37.500 58. 333 40. 000 39. 333 4. 72** 

35. 222 31.000 39. 167 27. 500 43. 333 2. 61* 

• 
GO 

556 43.750 37. 833 46. 250 47. 667 1. 40 

36. 667 39.000 37. 667 35. 250 34. 000 2. 17* 

147. 667 142.250 128. 

CO CO CO 

125. 500 128. 667 • 60 

159. 000 149.250 120. 667 126. 500 00
 

• 333 1. 08 

CO 
CO 
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math,  (3)  highest  aesthet ic  value  means  in  music  and art  and lowest  in  

business, (4) highest economic value means in business and lowest in 

English, and (5) highest theoretical value means in math and lowest in 

music and art. 

Summary of Information Classified under Commitment. There was 

a signi f icant  di f ference  ( .01  leve l )  in  the  mean scores  for  parts  A (a id  

in language development), B (enhancement of self-concept), and total 

score when the students were classified by stated degree of commitment. 

The di f ferences  in  the  mean scores  for  part  C were  s igni f icant  at  the  .05  

level. The highest mean scores were consistently reported for the com

mitted group as opposed to the ambivalent and non-committed groups. 

The ambivalent group, however, had higher mean scores than the non-

committed groups. The committed students at the end of the semester 

had the highest mean originality scores. Creativity means for the commit

ment categories were significantly different at the .01 level for the 

Guilford originality scores and at the .05 level for the other originality 

scores. Mean scores for the Allport-Vernon-Lindzey economic value 

were significantly different at the beginning of the semester but not at 

the end: the uncommitted students had the highest mean economic scores. 

Mean scores for the Allport-Vernon-Lindzey social value were signifi

cantly different at the end of the semester. The committed group had 

the highest mean score on social value. 
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The means for those indicating plans to teach were higher than 

the means for those who did not plan to teach. The students who did 

not'want to teach had significantly higher Allport-Vernon-Lindzey eco:-

nomic mean scores. Those who did not want to teach had the lowest 

aesthetic value scores. Those planning to teach were lowest in politi

cal values. 

There was a difference, when the students were classified by 

grade level preference, between mean scores in the categories which was 

significant at the .01 level for all parts of the rating scale. The indi

viduals who preferred the elementary level had the highest report scores 

and the group classified other (non-teaching interests) the lowest. The 

group classified as other (non-teaching interests) also had the highest 

Rokeach Dogmatism mean score for the categories; the difference was 

significant at the .05 level. 

When the students were classified according to preferred voca

tional choice, the means for the rating scale scores (A, B, and total) 

showed significant differences. The groups with high mean scores on 

written reports were the categories of (1) medicine-dentistry, 

(2) teaching and other, (3) teaching. 

There were significant differences between the means for part 

A (aid to language development) of the rating scale for the written 

reports when the students were classified by college major. The 
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The high mean scores were for the (1) English-speech-drama majors, 

(2) the foreign language majors, and (3) the education majors. 

Limitations on Commitment 

The degree to which one commits his talents and energy might be 

supposed to affect the results of his work. As previously noted by sever

al writers, man sets up hierarchies of values and ascribes degrees of 

importance to those values. Teaching as a job and a profession may have 

a variety of meanings, and commitment to teaching as a vocation may be 

deep or superficial. 

Length of Time a Student Considered Teaching and Mean Scores 

of the Rating Scale. How important is the length of time that one 

has contemplated teaching? Does this reported moment of decision have 

any relationship with the score assigned to a reported written relation

ship? The means for the categories indicating when the subject first 

thought about teaching as a vocation (Table 27) were significantly 

different at the .05 level for part A (aid in language development) and 

the total of the rating scale scores. For part A the people who have 

never  thought  about  teaching have  the  lowest  mean scores  (  11 .700)  

whereas those who decided to teach in elementary, high school, college, 

or at some "other" point, have mean scores of 15.603 to 17.100. The 

same pattern holds for the total scores on the rating scale; the non-

committed students who have never thought about teaching have the 



Table 27 

Comparison of Means of Rating Scale Scores for the Junior Teacher Reports 
by When Subject First Thought about Teaching as a Vocation 

Rating Scale for the Junior Teacher Reports 
Part A Part B Part C Total 

N M F M F M F M F 
Never 6 11 .700 2 .76* 12 .350 2 .44  13 .767 2 .25  37 .833 2 .64* 

Elementary 13 15 .869 16 .346 16 .915 49 .131 

High School 33 15 .612 16 .070 16 .715 48 .403 

College or recent 30 15 .603 15 .653 16 .067 47 .327 

Other 3 17 .100 17 .100 18 .233 52 .433 

*F =  2 .50;  **F =  
05 01 

3 .59  for  4 ,  80  d . f .  
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lowest total scores (37.833). These findings would again lead one to 

consider rejection of hypothesis one. 

Length of Time a Student Considered Teaching and Other Variables. 

The students who reported they had never desired to teach had the highest 

mean on economic and political values, the lowest aesthetic and social 

values of the Allport-Vernon-Lindzey Study of Values (Tables 28). The 

students who during their elementary school years made a decision to 

teach,  had the  highest  aesthet ic  value  mean (Table  28) .  

Plans to Teach After Marriage and Mean Scores of the Rating 

Scale. The students were asked if they planned to teach after 

marriage. The difference between the means in this category was signifi

cant for all parts and the total of the rating scale for the written reports. 

The extreme difference in means (Table 29) was between the category 

indicating no and the remaining three categories (yes, no response, 

and undecided). The students who said they would teach afte£JtftsvrttTge 
h 

had the highest mean scores for the rating scale (A, B, C, and total). * 

These data would support a rejection of hypothesis one. 

Plans to Teach After Marriage and Other Variables. The means for 

each of the remaining variables when compared with plans for teaching 

after marriage were significantly different for age, high school extra

curricular activities, and the Allport-Vernon-Lindzey aesthetic value 

( Table 30). Those students who want to teach after marriage had the 



Table 28 

Comparison of the Means of the Thirty-Two Variables by When Subject 
First Thought about Teaching as a Vocation 

Never Elementary High School College Other 
(N=6)  (N = 13)  (N =33)  (N=30)  (N=3)  

M M M M M F 
1. Age 22 .667 20 .154 21 .091 23 .733 29 .333 3 .23* 
2. Hrs in Psychology 1 .500 4 .615 3 .939 5 .000 2 .000 1 .44  
3. Hrs in Sociology 2 .167 2 .000 1 .909 3 .067 4 .000 1 .12  
4. Hrs in Anthropology 1 .333 1 .385 1 .727 1 .167 1 .000 .28  
5. No. of relatives who 

are teachers .500 1 .538 .909 .867 1 .333 1 .14  
6. High school extra

curricular activities 3 .333 5 .077 4 .758 3 .567 2 .333 2 .74* 
7. College extra

curricular activities 1 .667 3 .154 2 .818 1 .900 2 .333 1 .06  
8. No. of children in 

family 3 .000 2 .692 3 .212 3 .000 3 .667 .42  
9. Grade point average 2 .155 2 .592 2 .365 2 .438 2 .587 .66  

10 .  Creativity-total 
fluency 93.167 99 .231 86 .939 85 .200 108.667 1 .74  

11 .  Fluency-Guilford 70.000 68 .923 63 .121 62 .600 76 .000 1 .14  
12 .  Fluency-Spaulding 23.167 30 .308 23 .818 22 .600 32 .667 2 .36  
13 .  Flexibility 25 .667 25 .846 22 .545 23 .067 29 .333 2 .84* 
14 .  Originality-total 24 .333 26 .769 23 .636 25 .100 32 .000 .77  
15 .  Originality-

Spaulding 21 .833 22 .846 19 .818 20 .400 25 .000 .65  
16 .  Originality-

Guilford 2 .500 3 .923 3 .818 4 .700 7 .000 2 .16  



Table 28—Continued 

17.  Elaborat ion 
18 .  Goodenough-Harris  
19 .  No.  of  reports  
20 .  Van Alstyne  
21 .  Rat ing score-part  A 
22 .  Rat ing score-part  B 
23 .  Rat ing score-part  C 
24 .  Rat ing score- tota l  
25 .  Al lport- theoret ica l  
26 .  Al lport-economic  
27 .  Al lport-aesthet ic  
28 .  Al lport-soc ia l  
29 .  Al lport-pol i t ica l  
30 .  Al lport-re l ig ious  
31 .  Beginning Rokeach 
32 . End Rokeach 

Never Elementary 
(N=6)  (N = 13)  

M M 
2. 000 2. 077 

84 .  167 91 .  923 
8. 833 9. 077 

69 .  667 66 .  077 
11 .  700 15 .  869 
12 .  350 16 .  346 
13 .  767 16 .  915 
37 .  833 49 .  131 
41 .  333 34 .  154 
53 .  000 38 .  385 
28 .  833 44 .  615 
30 .  500 40 .  000 
51 .  667 39 .  615 
34 .  667 43 .  231 

151.  500 150.  000 
160.  333 146.  923 

*F05 = 2*5°; **F01 = 3'59 f°r 4,80 d'f 

College 
High School Other 
(N = 33)  (N = 30)  (N=3)  

M M M 
2.879 2 .167 1 .000 0 .59  

88 .545 89 .933 81 .667 0 .47  
8 .848 8 .900 8 .667 0 .20  

65 .818 68 .567 62 .000 0 .38  
15 .612 15 .603 17 .100 2 .76* 
16 .070 15 .653 17 .100 2 .44  
16 .715 16 .067 18 .233 2 .25  
48 .403 47 .327 52 .433 2 .64* 
36 .045 37 .767 34 .667 1 .23  
38 .591 37 .800 29 .667 5 .68** 
42 .061 41 .067 38 .667 3 .65** 
40 .530 39 .933 47 .330 3 .50* 
42 .924 44 .067 39 .000 3 .73** 
39 .848 39 .367 50 .667 1 .99  

136.576 135.900 128.333 1 .54  
136.697 138.867 140.667 1 .65  



Table 29 

Comparison of Means of Rating Scale Scores for the Junior Teacher Reports 
by Plans to Teach after Marriage 

Rating Scale for Junior teacher Reports 
Part A Part B Part C Total 

N M F M F M F M .F 

No 9 11 .920 3 .79* 12 .  140 4.58** 13 .330 4 .41** 37 .390 4 .41** 

Yes 59 15 .759 16 .  222 16 .809 48 .791 

No response 5 15 .120 14 .  920 14 .340 44 .400 

Undecided 12 15 .383 15 .  267 15 .992 46 .667 

*FQ5 = 2.70; **Fqi = 4.07 for 3,81 d.f. 
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Table 30 

Comparison of the Means of the Thirty-Two Variables by 
Plans to Teach after Marriage 

No Un
No Yes response decided 

(N=9)  (N=54)  (N= 5)  (N=12)  
M M M M F 

1. Age 22 .600 21 .466 31 .200 20 .000 5 .85* 1  

2. Hrs. in Psych. 2 .400 4 .707 4 .800 2 .750 1 .73  
3. Hrs .  in  Soc .  2 .100 2.7&7 2.600 1 .250 1 .06  
4. Hrs .  in  Anthro.  1 .200 1 .328 2 .200 l-» 500 0 .26  
5. No. of relatives 

who are 
teachers .600 1 .121 .800 .667 0 .93  

6. High school 
extra-curricular 
activities 2 .200 4 .759 2 .200 3 .417 7 .25*'  

7. College extra
curricular 
activities 1 .200 2 .552 1 .800 3 .250 1 .58  

8. No. of chil
dren in 
family 2 .700 3 .121 3 .000 2 .750 0 .35  

9. Grade point 
average 2 .027 2 .447 2 .552 2 .323 1 .30  

10 .  Creativity-
total fluency 85.500 89 .603 85 .800 85 .250 0 .18  

11 .  Fluency-
Guilford 63 .900 64 .914 60 .600 60 .917 0 .27  

12 .  Fluency-
Spaulding 21 .600 24 .690 25 .200 24 .333 0 .30  

13 .  Flexibility 23 .300 23 .655 22 .800 23 .083 0 .07  
14 .  Originality 21 .700 25 .793 23 .000 23 .167 0 .76  
15 .  Originality-

Spaulding 18 .600 21 .431 18 .600 19 .417 0 .63  
16 .  Originality-

Guilford 3 .100 4 .362 4 .400 3 .750 0 .77  
17 .  Elaboration 1 .800 2 .086 1 .800 3 .083 0 .89  
18 .  Goodenough-

Harris 72 .400 89 .293 87 .200 94 .000 3 .32* 
19 .  No.  of  reports  8 .100 8 .724 9 .600 9 .333 2 .34  
20 .  Van Alstyne 63.000 64 .983 64 .800 73 .750 1 .44  
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Table 30—Continued 

No Un 
No Yes response decided 

(N=9)  (N=54)  (N = 5) (N = 12)  
M M M M F 

21 .  Rating score-
part A 11 .  920 15 .  759 15 .  120 15 .  383 3. 79* 

22 .  Rating score -
part B 12 .  140 16 .  222 14 .  920 15 .  267 4. 58** 

23.  Rating score-
part C 13 .  330 16 .  809 14 .  340 15 .  992 4. 41** 

24 .  Rating score-
total 37 .  390 48 .  791 44 .  400 46 .  667 4. 41** 

25 .  Allport-
theoretical 32 .  800 36 .  819 37 .  800 35 .  500 0. 72 

26 .  Allport-
economic 38 .  700 37 .  836 44 .  400 39 .  083 0. 69 

27 .  Allport-
a esthetic 30 .  000 41 .  879 39 .  200 43 .  333 4. 72** 

28 .  Allport-social 34 .  500 40 .  164 41 .  600 37 .  833 1. 47 
29 .  Allport-

political 43 .  800 42 .  560 41 .  200 44 .  333 0. 24 
30 .  Allport-

religious 36 .  200 40 .  741 35 .  800 39 .  917 0. 82 
31 .  Beginning 

Rokeach 134.  600 138.  552 130.  600 137.  333 0. 16 
32 .  End Rokeach 142.  500 139.  483 124.  800 142.  667 0. 55 

*F q 5  = 2.70;  **F q 1  = 4.07 for 3,81 d.f. 



109 

highest mean number of activities in high school. The students 

committed to teaching after marriage and those undecided about teaching 

after marriage had higher Allport-Vernon-Lindzey aesthetic value mean 

scores than the students who did not plan to teach after marriage. 

Desires for Five Years from Now and Mean Scores of the Rating 

Scale. As an additional check on their commitment to teaching, 

the junior teachers were asked what they would like to be doing five 

years from now. Their responses were classified into four categories 

and the means for the written reports scores of these categories calcu

lated (Table 31). In every case the means are significantly different 

( .05 level). The students who did not respond to the question and 

those who indicated that they would like to be teaching had the highest 

mean scores. The students indicating that they would like to be teach

ing plus other activities or those students who wanted to be doing some

thing other than teaching had the lowest mean scores. The findings 

would suggest a rejection of hypothesis one. Analysis of the means for 

the  remaining variables  showed no s igni f icant  d i f ferences  (Table  32) .  

Summary of Limitations on Commitment. Those students who 

have never wanted to teach and hope to do something else in the future 

do not receive as high mean scores on the rating scale for junior teache 

ers} the means were significantly different in most cases (Tables 27 

through 32). Those students who have never considered teaching are 



Table 31 

Comparison of Means of Rating Scale Scores for the Teacher Reports by What 
Students Would Like to Be Doing Five Years from Now 

Part A 
N M 

Rating Scale for Junior Teacher Reports 
Part B Part C 

M F M F 
Total 

M 

No response 

Teaching 

Teaching and 
others 

Other than 
teaching 

3  17 .533 3 .07* 

49 16 .088 

6  14 .500 

27 14 .193 

17 .767 3 .15* 

16 .406 

14 .500 

14 .578 

17 .667 2 .71* 

16 .949 

15 .767 

15 .285 

53 .000 3 .24* 

49 .445 

44 .783 

44 .059 

*Fqs = 2.70; **FQl = 4.07 for 3,81 d.f. 
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Table 32 

Comparison of the Means of the Thirty-Two Variables by What 
Students Would Like to be Doing Five Years from Now 

Teaching Other 
No Teach- and than 
response ing other teaching 
(N = 3)  (N=49)  (N=6)  (N=27)  

M M M M F 
1. Age 20 .000 22 .  735 21 .333 21 .926 0 .41  
2. Hrs .  in  Psych.  5 .000 4. 429 3 .500 3 .778 0 .27  
3. Hrs. in Soc. 1 .000 2. 714 2 .000 2 .148 0 .62  
4. Hrs. in Anthro. 2 .000 1. 265 0 .000 1 .963 1 .53  
5. No. of relatives 

who are 
teachers 1 .667 1. 041 0 .500 0 .889 0 .75  

6. High school 
extra -curricular 
activities 5 .333 4. 531 4 .167 3 .481 1 .70  

7. College extra
curricular 
activities 5 .000 2. 163 2 .167 2 .741 1 .60  

8. No. of children 
in family 2 .667 3. 082 2 .000 3 .296 1 .34  

9. Grade point 
average 2 .533 2. 463 2 .755 2 .249 1 .46  

10 .  Creativity-total 
fluency 66.333 91 .  408 73 .167 91 .963 2 .64  

11 .  Fluency-
Guilford 51 .000 65 .  367 54 .333 67 .519 2 .29  

12 .  Fluency-
Spaulding 15 .333 26 .  041 18 .833 24 .444 2 .24  

13 .  Flexibility 21 .000 23 .  449 22 .833 24 .630 0 .78  
14 .  Originality 15 .667 25 .  612 23 .167 25 .259 1 .26  
15 .  Originality-

Spaulding 13.667 21 .  592 18 .500 20 .704 1 .28  
16 .  Originality-

Guilford 2 .000 4. 020 4 .667 4 .556 1 .05  
17 .  Elaboration 2 .000 2. 776 1 .667 1 .852 0 .86  
18 .  Goodenough-

Harris 90 .333 89 .  776 76 .667 90 .185 1 .45  
19 .  No. of reports 9 .667 8. 918 9 .333 8 .667 1 .80  
20 .  Van Alstyne 81.667 65 .  633 59 .000 69 .519 2 .92* 
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Table 32—Continued 

Teaching Other 
No Teach and than 
response ing other teaching 
(N=3)  (N=49)  (N = 6) (N= 27)  

M M M M F 
21 .  Rating score-

part A 17 .533 16 .088 14 .500 14 .193 3. 07* 
22 .  Rating score-

part B 17 .767 16 .406 14 .500 14 .578 3. 15* 
23 .  Rating score-

part C 17.667 16 .949 15 .767 15 .285 2. 71* 
24 .  Rating score-

total 53 .000 49 .445 44 .783 44 .059 3. 24* 
25 .  Allport-

theoretical 41 .000 35 .929 39 .000 37 .074 0. 70 
26 .  Allport-

economics 39 .000 37 .010 39 .667 42 .407 2. 21 
27 .  Allport-

aesthetic 36 .667 43 .102 35 .333 39 .074 2. 30 
28 .  Allport-social 36 .667 41 .480 38 .333 37 .333 2. 11 
29 .  Allport-

political 46 .000 41 .684 47 .000 45 .111 2. 18 
30 .  Allport-

religious 40.667 40 .796 40 .667 39 .000 0. 22 
31 .  Beginning 

Rokeach 133.667 137.020 152.167 140.741 0. 83 
32 .  End Rokeach 123.333 138.633 155.500 143.519 1. 68 

*F05 = 2'70; **F01 = 4*°7 f°r 3,81 d'f* 
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low in the Allport-Vernon-Lindzey aesthetic and social values and high 

in  economic  and pol i t ica l  values  (Table  28) .  

Experience Factors 

Decisions concerning commitment to teaching have been shown 

to affect the reported relationship with a young child. What experiences 

entered into this commitment? Are experiences important to high scores 

on the rating scale for the junior teacher reports? Have past experiences 

in paid or volunteer jobs helped the junior teacher to be successful in 

this situation? 

Work with Children in a Group Activity and Mean Scores of Rating 

Scale. At the1 beginning of the semester 73 percent of the students 

had worked with children in a group activity. The group which had worked 

with children before the semester began had a higher mean score than 

those without experience (Table 33). The means were significantly 

different at the .05 level (parts B (enhancement of self-concept), C 

(rapport and understanding), and total). Ability to develop a positive 

relationship may be developed through experience. 

Work with Children in a Group Activity and Other Variables. The 

means of the remaining variables classified by experience groups are 

presented in Table 34. The students who had worked with groups of 

children had a higher mean number of high school and college extra

curricular  act iv i t ies ;  the  means  were  s igni f icant ly  di f ferent  at  the  .05  



Table 33 

Comparison of Means of Rating Scale Scores for the Junior Teacher Reports 
by Whether Student Worked with Children in a Group Activity 

Rating Scale for Junior Teacher Reports 
Part A Part B Part C Total 

N M F M F M F M F 

No 23 14 .417 3 .48  14 .391 6 .73* 15 .309 5 .07* 44 .135 5 .38* 

Yes 62 15.798 16.239 16.753 48.790 

*Fqs = 3.97; **FQ1 = 7.00 for 1,83 d.f. 
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Table 34 
Comparison of the Means of the Thirty-Two Variables by Whether 

Student Worked with Children in a Group Activity 

No Yes 
(N=23)  (N=62)  

M M' F 
1. Age 21 .391 22 .613 0 .92  
2. Hrs. in Psychology 3 .609 4 .387 0 .70  
3. Hrs. in Sociology 2 .174 2 .516 0.-28 
4. Hrs. in Anthropology 1 .174 1 .516 0 .40  
5. No. of relatives who are 

teachers .696 1 .081 1 .79  
6. High school extra

curricular activities 3 .304 4 .532 5 .73* 
7. College extra-curricular 

activities 1 .522 2 .790 5 .05* 
8. No. of children in family 3 .261 2 .984 0 .58  
9. Grade point average ' 2 .575 2 .360 2 .12  

10 .  Creativity-total fluency 85.304 90 .935 1 .12  
11 .  Fluency-Guilford 62.130 65 .742 0 .99  
12 .  Fluency-Spaulding 23.174 25 .194 0 .78  
13 .  Flexibility 23 .696 23 .694 0 .00  
14 .  Originality-total 24 .391 25 .194 0 .13  
15 .  Originality-Spaulding 20.000 21 .113 0 .36  
16 .  Originality-Guilford 4 .391 4 .081 0 .24  
17 .  Elaboration 1 .870 2 .565 1 .13  
18 .  Goodenough-Harris 89 .957 88 .645 0 .12  
19 .  No. of reports 8 .913 8 .887 0 .01  
20 .  Van Alstyne 64 .783 67 .774 0 .95  
21 .  Rating score-part A 14 .417 15 .798 3 .48  
22 .  Rating score-part B 14 .391 16 .239 6 .73* 
23 .  Rating score-part C 15.309 16 .753 5 .07* 
24 .  Rating score-total 44 .135 48 .790 5 .38* 
25 .  Allport-theoretical 39 .435 35 .669 4 .39* 
26 .  Allport -economic s 42.130 37 .815 4 .04* 
27 .  Allport-aesthetic 37 .783 42 .258 4 .06* 
28 .  Allport-social 37 .957 40 .444 1 .85  
29 .  Allport-political 45 .087 42 .637 2 ,00  
30 .  Allport-religious 37 .609 41 .177 2 .52  
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Table 34—Continued 

No Yes 
(N=23)  (N=62)  

M M 
31.  Beginning Rokeach 144.783 137.065 1 .82  
32 .  End Rokeach 146.261 138.823 1 .74  

*F =3 .97;  **F =7 .00  for  1 ,83  d . f .  
(JO w J-
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level. The students who had not worked with children in groups 

previous ly  had lower mean scores  on the  Al lport-Vernon-Lindzey aes

thetic value (37.783) but higher economic (42.130) and theoretical 

(39 .435)  values  than those  who had worked with  chi ldren in  group ac

tivities. This pattern on the Allport-Vernon-Lindzey is the same for 

both students having experience with children and those committed to 

teaching. 

Type of Work,, Age of Children and Mean Scores of the Rating 

Scale. The students indicated the type of work and the age 

group of children with whom they had had group experience. It might be 

expected that the type of work experience with children might have some 

effect on their present efforts. This expectation was not fulfilled (Table 

35); the means for the groups indicating different types of experience 

were not different. It might be expected that the age group that they had 

worked with previously might have some influence on their present work 

with young children. There was no significant difference in mean 

scores when the group experience was classified by childrens' ages 

(Table  36) .  

Work Experience and Mean Scores of the Rating Scale. Work 

experience of any type might be considered beneficial since it would in

crease the scope of the potential teacher's range of experience. How

ever, when the students' responses to the question asking for a list of 



Table 35 

Comparison of Means of Rating Scale Scores for the Junior Teacher Reports by 
Types of Work When Students Worked With Children in a Group Activity 

Rating Scale for the Junior Teacher Reports 
Part A Part B Part C Total 

N M F M F M F M F 

No response 23 14.417 2.01 14.319 2.37 15.309 1.64 44.135 2.02 

Teacher 15 15.600 16.307 16.947 48.860 

Counselor, group 
leader advisor, 
plus other 22 15.791 16.173 17.018 48.982 

Teacher plus 
other types of 
group work 16 17.013 17.025 16.906 50.925 

Miscellaneous 
and child care 
work 6 14.817 15.767 16.333 46.950 

*F„_ =  2 .50;  **F =  3 .59  for  4 ,80  d . f .  
05 01 



Table 36 

Comparison of Means of Rating Scale Scores for the Junior Teacher Reports 
by Age Group Worked with when Working with Children in Group Activity 

Rating Scale for the Junior Teacher Reports 
Part A Part B Part C Total 

N M F M F M F M F 

No response 24 14.442 1.60 14.488 2.03 15.367 1.89 44.308 1.91 

Elementary 22 15.155 15.827 16.509 47.495 

Elementary and 
college 25 16.580 16.832 17.376 50.796 

Elementary, 
secondary, 
college 8 15.275 16.175 16.250 47.700 

Secondary 
college 6 15.733 15.283 15.733 46.717 

*F =  2 .50;  **F =  3 .59  for  4 ,80  d . f .  
05 01 
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their previous work experience were classified according to experience 

in or work related to the nine major occupational categories listed in the 

Dictionary of Occupational Titles ( 1965), no significant differences 

were found between the rating scale means for the various categories of 

experience  (Table  37  ) .  

What Influenced One's Choice to Become a Teacher and Mean 

Scores of the Rating Scale. The students were asked what in

fluenced their choice to be a teacher. The responses were classified into 

experience as a teacher (pre-professional), liking for children, interest 

in subject matter, miscellaneous, and no response (Table 38). There 

were significant differences between the means at the .05 level for parts 

A (aid in language development), B (enhancement of the self-concept), 

and the total rating scale score. The students who did not respond 

and/or reported no influence had the lowest mean scores (parts A, B, 

and tota l ) .  

What Influenced One's Choice to Become a Teacher and Other 

Variables. When the students were classified according to what 

influenced their choice to become a teacher, significantly different 

means on three Allport-Vernon-Lindzey variables (economic, aesthetic, 

and religious values) and the end of the semester Rokeach Dogmatism 

scale score were found (Table 39). The students who listed no influ

ence - neither experience as a teacher, nor liking for children, nor 



Table 37 

Comparison of Means of Rating Scale Scores for the Junior Teacher Reports by Past Work Experience 
in or in Areas Related to Category Classification in Dictionary of Occupational 

Titles 

Rating Scale for the Junior Teacher Reports 
Part A Part B Part C Total 

N M F M F M F M 

A. None 3 14 .133 0 .93  16 .000 0 .85  16 .767 1 .11  46 .900 0  

B. Professional, 
technical, 
and manager
ial £dus 
other 9 15 .367 15 .456 15 .289 46 .100 

C. Clerical and 
sales occu
pational 
plus other 21 15 .381 15 .505 16 .248 47 .148 

D. Service occu
pation plus 
other 9 14 .322 14 .911 15 .633 44 .889 

B + C 8 16 .413 16 .113 17 .500 50 .038 
B + D 5 18 .200 18 .320 18 .480 55 .000 
C + D 17 15 .059 15 .688 16 .000 46 .735 
B + C + D 6 16 .150 17 .000 17 .683 50 .833 
Misc .  7 14 .757 14 .529 15 .786 45 .086 

*F05 = 2.08; **Fq1 = 2 .77  for  8  ,76  d . f .  

0 .93  



Table 38 

Comparison of Means of Rating Scale Scores for the Junior Teacher Reports 
by What Influenced Students' Choice to be a Teacher 

Rating Scale for the Junior Teacher Reports 
Part A Part B Part C Total 

N M F M F M F M F 

Experience as 
a teacher 
and other 
factors 23 16.126 2.93* 16.530 2.63* 16.796 1.89 49.461 2.65* 

Liking for 
children plus 
other factors 37 15.641 15.854 16.705 48.200 

Interest in sub
ject matter 
plus other 
factors 15 15.460 15.640 15.880 46.987 

No response 
and/or none 6 11.600 12.233 13.767 37.600 

Miscellaneous 4 15.000 15.750 16.400 47.175 

*F05 = 2*50; **F01 = 3*59 f°r 4,80 d,f* 



Table 39 

Comparison of the Means of the Thirty-Two Variables by What Influenced 
Students' Choice to be a Teacher 

Experience Liking for Interest in No response 
as a teacher children + subj ect matter and/or Miscellane
+ other fact other fact + other fact none ous 
ors ors ors 
(N =  23)  (N =37)  (N =  15)  (N = 6) (N = 4) 

M M M M M F 
1. Age 21 .217  22 .865  21 .467  22 .333  26 .000  .95  
2. HrsJnPsych. 4 .870  4 .459  2 .800  2 .000  6 .000  1 .48  
3. Hrs in Soc. 1 .826  3 .270  1 .400  1 .500  3 .250  2 .19  
4. Hrs in Anthro. , 0 .913  1 .405  2 .400  1 .000  1 .500  1 .09  
5. No. of rela

tives who 
are teachers .783  1 .189  .933  .500  1 .000  .69  

6. High school 
extra
curricular 
activities 4 .435  4 .297  4 .333  3 .167  3 .000  .74  

7. College extra 
curricular 
activities 2 .739  2 .676  1 .733  2 .167  1 .750  .61  

8. No. of chil
dren in 
family 3 .043  3 .189  2 .800  2 .833  3 .250  .23  

9. Grade point 
average 2 .411  2 .452  2 .478  2 .407  1 .943  

to to • 

1 0 .  Creativity-
total fluency 84.478 89 .351  98 .000  93 ,833  79 .500  1 .15  



Table 39—Continued 

Experience Liking for Interest in No response 
as a teacher children + subject matter and/or Miscellane
+ other fact other fact + other fact none ous 
ors ors ors 
(N =  23)  (N =  37)  (N =  15)  ( N =  6 )  (N = 4) 

M M M M M F 
11 .  Fluency-

Guilford 60 .478  64 .946  69 .933  69 .833  60 .750  1 .19  
12 .  Fluency-

Spaulding 24 .000  24 .405  28 .067  24 .000  18 .750  .94  
13 .  Flexibility 23 .739  22 .757  25 .333  25 .333  23 .500  .99  
14 .  Originality-

total 24 .739  24 .486  27 .133  24 .667  23 .250  .28  
15 .  Originality-

Spaulding 20 .391  20 .189  23 .067  21 .667  19 .250  .47  
16 .  Originality-

Guilford 4 .348  4 .297  4 .067  3 .000  4 .000  .36  
17 .  Elaboration 1 .783  2 .081  3 .933  1 .833  3 .500  1 .98  
18 .  Goodenough-

Harris 85 .522  87 .054  99 .200  85 .500  94 .000  2 .51*  
19 .  No. of re

ports 8 .913  8 .892  8 .800  9 .167  8 .750  .19  
20 .  Van Alstyne 65 .739  67 .595  64 .733  71 .833  69 .250  .44  
21 .  Rating score-

part A 16 .126  15 .641  15 .460  11 .600  15 .000  2 .93*  
22 .  Rating score-

part B 16 .530  15 .854  15 .640  12 .233  15 .750  2 .63*  
23 .  Rating score-

part C 16 .796  16 .705  15 .88  13 .767  16 .400  1 .89  



Table 39—Continued 

Experience Liking for Interest in No response 
as a teacher children + subject matter and/or Miscellane
+ other fact other fact + other fact none ous 
ors ors ors 

CO CM ii £
 3

 

II CO
 

(N =  15)  (N = 6) (N = 4) 
M M M M M F 

24 .  Rating score-
total 49 .461  48 .200  46 .987  37 .600  47 .175  2. 65* 

25 .  Allport-
theoretical 35 .826  34 .730  40 .367  39 .833  41 .250  2. 38 

26 .  Allport-
economic 38 .696  36 .919  39 .500  50 .833  40 .000  3. 53* 

27 .  Allport-
a esthetic 39 .609  42 .378  44 .533  27 .833  43 .750  4. 70** 

28 .  Allport-
social 40 .130  41 .405  36 .967  34 .167  41 .500  1. 94  

to
 

CO
 

• Allport-
political 44 .348  41 .838  42 .567  49 .667  44 .000  1. 82  

30 .  Allport-
religious 41 .391  42 .730  36 .067  37 .667  29 .500  3 .  28* 

31 .  Beginning 
Rokeach 135 .696  136 .919  141 .133  155 .000  148 .500  1. 07  

32 .  End 
Rokeach 140 .000  139 .351  133 .467  166 .167  149 .000  2 .  51*  

*p = 2 .50;  **F .  =  3 .59  for  4  ,80  d . f .  
05  01  
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interest in subject matter - had the lowest mean for the Allport-

Vernon-Lindzey aesthetic value and the highest Allport-Vernon-Lindzey 

economic value. The students reporting no influence also had the high

est (most closed) mean score on the end of the semester Rokeach 

Dogmatism Scale. 

Who Influenced One's Choice to Become a Teacher and Mean 

Scores of the Rating Scale. People often influence an individual 

toward a career. The students were, therefore, asked who had influ

enced their selection of teaching as a career; no significant differ

ences were found between the mean scores for the rating scale for the 

category classifications for this question (Table 40), It might be ex

pected that relatives who had gone into teaching had influenced the 

students' rating scale score. The relationship of relatives who had 

been teachers had no significant effectpn the junior teachers' ability to 

work wi th  chi ldren  as  ref lec ted  by  the  rat ing  sca le  scores  (Table  41) .  

Summary of Results on Experience. The results reveal that 

several important facts are apparent: 

1. Previous experience with children in group activities made 

a difference in the junior teacher's ability to work with a young child as 

measured by the higher score on the rating scale for the written reports. 

The type of experience was not a significant influence. 



Table 40 

Comparison of Means of Rating Scale Scores for the Junior Teacher Reports 
by Who Influenced Student's Choice to Be a Teacher 

Rating Scale for the Junior Teacher Reports 
Part A Part B Part C Total 

N M F M F M F M F_ 

No personal 
influence 14 13.714 1.27 14.529 0.57 15.236 0.75 43.471 0.89 

Immediate 
family 6 15.150 15.450 16.233 46.833 

Immediate family 
and others 27 15.944 16.033 16.874 48.863 

School person
nel  9  16 .344  16 .189  16 .878  49 .400  

Friends and 
acquaintances 7 16.029 15.943 16.414 48.429 

Self 22 15.382 15.977 16.259 47.618 

*FQ5 = 2.34; **FQ1 = 3.28 for 5,79 d.f. 



Table 41 

Comparison of Means of Rating Scale Scores for the Junior Teacher Reports 
by Relatives Who Have Been Teaching 

Rating Scale for the Junior Teacher Reports 
Part A Part B Part C Total 

N M F M F M F M F 

None 36 15.033 1.85 15.428 1.69 16.181 1.54 46.642 1.82 

Immediate family 16 14.431 14.750 15.388 44.594 

Other relatives 24 16.167 16.354 16.900 49.425 

Immediate family 
and other 
relatives 9 16.778 17.100 17.389 51.256 

*F = 2.70; **F = 4.07 for 3,81 d.f. 
05 01 
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2. Previous experience as a teacher (pre-professional) had 

an important influence on the student's decision to be a teacher. It also 

showed higher mean scores on parts A (aid in language development), 

B (enhancement of self-concept), and the total of the rating scale. 

3. Subjects who had not worked with children in group activi

ties and those who did not respond to the question of what influenced 

them to be a teacher, had higher economic mean value scores on the 

Allport-Vernon-Lindzey Study of Values. 

4. Subjects who had not worked with children in group activi

ties had a higher theoretical value mean. Those who did not respond to 

the question of what influenced them to be a teacher, had a lower 

Allport-Vernon-Lindzey aesthetic value mean score. 

5. Neither the relationship of relatives who are teachers nor 

other personal influences on the decision to be a teacher significantly 

affected the mean scores of the rating scale for the junior teacher 

written reports. 

Selected Personal Background Factors 

Sex and Mean Scores of the Rating Scale. Effect of sex on the 

rating scale scores is presented in Table 42. Whether a student was 

male or female had a definite effect on the rating scale mean scores; 

the means showed a significant difference at the .01 level. The female 

students had a higher mean score on aspects of the rating scale. 



Table 42 

Comparison of Means of Rating Scale Scores for the Junior Teacher Reports by Sex 

Rating Scale for the Junior Teacher Reports 
Part A Part B Part C Total 

N M F M F M F M F 

Male 27 13.452 19.97** 13.715 22.37** 14.678 18.78** 41.848 22.59** 

Female 58 16.343 16.681 17.147 50.176 

*Fqs = 3.97; **FQ1 = 7.00 for 1,83 d.f. 
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Sex and the Other Variables. When the category, sex, was 

considered for comparing the remaining variables (Table 43) five of the 

six Allport-Vernon-Lindzey value means showed significant differences. 

The males had higher mean values in the theoretical, economic^ and 

political values than the females. The females had higher aesthetic 

and religious values. These differences are in line with the reported 

sex  di f ferences  in  the  Al lport -Vernon-Lindzey  manual  (1960) .  

The females reported a higher number of extra-curricular activi

ties in both high school and college. In college the mean number of 

activities reported by the girls was 2.931 while the boys reported 

1.407; the difference was significant at the .01 level. In high school 

the girls reported 4.603 activities while the boys reported 3.333; the 

difference was significant at the .05 level. The female students had 

more relatives who had been teachers than the boys; the difference 

was significant at the .05 level. 

Other Personal Statistics and Mean Scores of the Rating Scale. 

Four categories did not influence the scores for the written reports. The 

mean scores were not significantly different for the categories in marital 

status (Table 44), college classification (Table 45), position in the 

fami ly  (Table  46) ,  and spec ia l  interes ts  and hobbies  (Table  47) .  
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Table 43 

Comparison of the Means of the Thirty-Two Variables by Sex 

Male 
(N=27)  

M 

Female 
(N=58)  

M F 
1. Age 23 .333  21 .793  1 .61  
2. Hrs. in Psychology 3 .593  4 .448  0 .93  
3. Hrs. in Sociology 2 .481  2 .397  0 .02  
4. Hrs. in Anthropology 1 .185  1 .534  0 .45  
5. No. of relatives who are 

teachers .556  1 .172  5 .24*  
6. High school extra

curricular activities 3 .333  4 .603  6 .82*  
7. College extra-curricular 

activities 1 .407  2 .931  8 .24**  
8. No. of"children in family 3 .185  3 .000  0 .28  
9. Grade point average 2 .555  2 .355  2 .01  

10 .  Creativity-total fluency 87 .815  90 .155  0 .21  
11 .  Fluency-Guilford 64 .593  64 .845  0 .01  
12 .  F lu ency - Spau lding 23 .222  25 .310  0 .92  
13 .  Flexibility 24 .259  23 .431  0 .56  
14 .  Originality-total 26 .074  24 .466  0 .59  
15 .  Originality-Spaulding 21 .519  20 .483  0 .35  
16 .  Originality-Guilford 4 .556  3 .983  0 .91  
17 .  Elaboration 2 .259  2 .431  0 .07  
18 .  Goodenough-Harris 86 .630  90 .103  0 .97  
19 .  No. of reports 8 .815  8 .931  0 .30  
20 .  Van Alstyne 66 .111  67 .362  0 .18  
21 .  Rating score-part A 13 .452  16 .343  19 .97**  
22 .  Rating score-part B 13 .715  16 .681  22 .37**  
23 .  Rating score-part C 14 .678  17 .147  18 .78**  
24 .  Rating score-total 41 .848  50 .176  22 .59**  
25 .  Allport -theoretical 42 .185  34 .129  28 .00**  
26 .  Allport-economic 43 .259  36 .991  9 .99**  
27 .  Allport -a e stheti c 35 .741  43 .517  15 .18**  
28 .  Allport-social 37 .815  40 .681  2 .73  
29 .  Allport-political 46 .148  41..974 6 .72*  
30 .  Allport-religious 34 .852  42 .707  15 .43**  
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Table 43—Continued 

Male Female 
(N=27)  (N=58)  

M M 
31 .  Beginning  Rokeach 140 .037  138 .741  0 .06  
32 .  End Rokeach 141 .111  140 .707  0 .01  

*F =3 .97;  **F =  7 .00  for  1 ,83  d . f .  
05 01 



Table 44 

Comparison of Means of Rating Scale Scores for the Junior Teacher Reports by Marital Status 

N 
Part A 

M F 

Rating Scale for the Junior Teacher Reports 
Part B Part C 

F M 
Total 

M M 

Single 69  15 .403  0 .02  15 .742  0 .00  16 .477  0 .66  47 .626  0 .05  

Married, 
divorced, or 
widowed 16  15 .519  15 .725  15 .869  47 .119  

*FQ5 = 3.97; **FQ1 = 7.00 for 1,83 d.f. 



Table 45 

Comparison of Means of Rating Scale Scores for the Junior Teacher Reports 
by College Classification: Student Status 

Part A 
N M 

Rating Scale for the Junior Teacher Reports 
Part B Part C 

F 
Total 

M M M 

Junior 

Senior 

61  15 .702  2 .23  

13  13 .792  

16 .025  1 .61  

14 .385  

16 .685  1 .69  

15 .308  

48 .416  1 .87  

43 .485  

Graduate and 
unclassified 11  15 .818  15 .755  15 .818  47 .400  

*F = 3.13; **F = 4.92 for 2,82 d.f. 
05 01 



Table 46 

Comparison of Means of Rating Scale Scores for the Junior Teacher Reports 
by Position in the Family 

Rating Scale for the Junior Teacher Reports 
Part A Part B Part C Total 

N M F M F M F M F 

Oldest 

Middle 

Youngest 

Only 

30  15 .223  1 .72  

31  16 .039  

16  15 .644  

8  13 .363  

15 .877  1 .01  

15 .981  

15 .894  

13 .975  

16 .490  1 .69  

16 .665  

16 .538  

14 .363  

47 .590  1 .52  

48 .694  

48 .081  

41 .700  

*F = 2.70; **F = 4.07 for 3,81 d.f. 
05 01 



Table 47 

Comparison of Means of Rating Scale Scores for the Junior Teacher Reports 
by Special Interests and Hobbies 

Rating Scale for the Junior Teacher Reports 
Part A Part B Part C Total 

N M F M F M F M F_ 

No response 
or interests 2 11.150 2.13 11.500 1.94 13.150 2.68 35.850 2.35 

Sports 16 14.575 15.000 15. 163 44.744 

Arts and reading 17 16.094 16.176 16.994 49.271 

Sports and 
reading and 
creative 
activities 50 15.640 15.996 16.660 48.298 

*FQ5 = 2.70; **FQ1 = 4.07 for 3,81 d.f. 
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Summary of Findings 

The correlation matrix for the variables under consideration 

disclosed four relationships: (1) a significant positive relationship 

between report scores and hours in sociology and anthropology, (2) sig

nificant positive correlations between the fluency, flexibility, and 

originality creativity test scores utilizedf (3) a significant negative 

correlation between the Rokeach Dogmatism Scale score and the Allport-

Vernon-Lindzey aesthetic and social values, and (4) significant nega

tive correlations between the economic and political values of the 

Allport-Vernon-Lindzey Study of Values and the written report scores 

i':ut positive and usually significant relationships between the aesthetic, 

social and religious values to the junior teacher report scores. 

The multiple regression equations for the report rating scales 

indicated that the in each case was high. The F ratio showed a 

significant regression of the rating scales as a function of the listed 

variables. 

Significant statistical differences were found between the 

means of the report scores for the commitment to teaching classification. 

The committed students had the highest mean scores on the written re

ports , the ambivalent students were next and the non-committed 

s tudents  were  the  lowest .  The  pat tern  was  cons i s tent  a t  a l l  t imes .  
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The end of the semester commitment classifications indicated 

two additional points when using the remaining variables. There was a 

significant difference between the originality score means. The com

mitted students had the highest means. There was a significant differ

ence between the Allport-Vernon-Lindzey social value means. The 

committed students had the highest mean. 

Additional factors confirm a significant difference in perform

ance between the individual committed to teaching and the one uncom

mitted to a teaching career. The following findings support this 

position. 

1. The students who planned to teach had higher mean scores 

on the written reports than those who did not plan to teach. This 

difference was significant for all aspects of the rating scale. 

2. Those individuals who did not want to teach had signifi

cantly higher Allport-Vernon-Lindzey economic values and lower 

aesthetic values than the other students. They had higher end of the 

semester Rokeach Dogmatism scores. 

3. Grade level desired in teaching significantly distinguished 

between the student's written report mean scores at all times. The 

students desiring to teach in the elementary grades had the highest 

written report means; those students not planning to teach at all had the 

lowest mean report scores. The significant mean score differences on 
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other variables indicated that the group not interested in teaching had a 

strong economic value (Allport-Vernon-Lindzey) and high dogmatism 

(Rokeach Dogmat ism Scale ) .  

4. Using the category of preferred vocation if unrestricted in 

comparing the means of the written report scores, significant differences 

were found between the means of part A (aid in language development), 

part  B  (enhancement  o f  se l f -concept ) ,  and the  tota l  o f  the  rat ing  sca les .  

Those without reservations on their desire to teach had high mean scores. 

Those who would prefer a career as a professional athlete had the lowest 

mean scores. An important significant difference appeared in the means 

of the originality and fluency variables. The means in fluency and 

originality for the students classified as having interests in addition to 

teaching were higher than the means for those classified as having no 

plans other than teaching. 

5. The college major category indicated a significant difference 

between the means of part A (aid in language development) of the written 

report. The English, foreign language, and education categories had the 

highest means. 
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The tables relating to potential limitations on commitment 

indicate that the students who have never wanted to teach and hope to 

do something else in the future do not receive as high mean scores on 

the  rat ing  sca le  for  wri t ten  reports .  The  lower  scores  denote  a  l ess  

effective relationship with children. The differences between the means 

were usually significant. Low Allport-Vernon-Lindzey aesthetic and 

social value means were found for the group which never considered 

teaching; this group had high economic and political value means. 

Previous experiences as an influence on the junior teacher 

reports shows clearly that past experience as a teacher ( pre-

professional) of some sort and/or experience with children in group 

activities were linked to higher report score means. Subjects who had 

not worked with children in group activities and who did not respond to 

the question of what influenced them to be a teacher had higher economic 

mean value scores on the Allport-Vernon-Lindzey Study of Values. 

Items of selected personal background factors did not indicate 

significant differences in report score means except for the category of 

sex. The female students had higher mean scores (significant at the 

.01 level) for all aspects of the rating scale. 



CHAPTER 5 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

Lewin, Lippitt, and White ( 1939) in their classic experiir.5nt 

demonstrated that the same children's behavior changed under different 

leadership situations. More recently attention has been drawn to the 

potential effect on the pupil of the teachers' characteristics (Rosenfeld 

and Zander, 1961; Dixon and Morse, 1961; Yamamoto, 1967). Others 

have concentrated on those individuals labeled by supervisors as suc

cessful in the field of teaching (Combs, 1965; Ryans, 1960). The 

present study of the future teacher's commitment, penness, and 

creativity and the effect of these factors on the establishment of a 

positive teacher-pupil relationship is a contribution to the growing 

research on human relationships within the school. 

Summary 

Subj ec.E 

Eighty-five college students enrolled in a section of the course 

"Human Growth and Learning" ( Education 151) at the University of 

Arizona were paired with six-year-old children from impoverished 

background. Each of the Education 151 students, known during the 

semester as junior teachers, worked with one six-year-old child each 

week. The junior teachers were to be language models for the children 

during these individual sessions. 

142 
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Problem and Method of Treatment 

In this study of the teacher-pupil relationship the following 

problem was considered: to what extent do creativity, commitment to 

teaching and openness affect an individual college student's ability to 

establish positive relationships with young children from economically 

deprived areas? Background factors revealed in a questionnaire and 

scores on the Allport-Vernon-Lindzey Study of Values were also con

sidered as possibly affecting the relationship. The factor of psycho

logical openness in the junior teachers was measured at the beginning 

and end of the semester by the Rokeach Dogmatism Scale, Form E; the 

expected high correlation (.704) was found between the two mean 

scores of these tests. Measures of the creativity factor came from 

three sources; four Guilford tests of divergent production, two of 

Spaulding's Creative Thinking measures (revised), and the aesthetic 

value on the Allport-Vernon-Lindzey Study of Values. The junior teacher 

selected one of six statements which best represented his commitment to 

teaching. The students were classified according to these statements 

as committed, ambivalent, and uncommitted. 

The relationship potentially affected by the factors mentioned 

was  es tabl i shed  wi th  the  goal  o f  accompl i sh ing  the  object ives  o f  (1 )  ac

ceptance of the child, (2) extension and enlargement of the child's 

experiences, (3) provision of a model for English language improvement, 
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and (4 )  increase  in  the  chi ld ' s  sense  of  competence .  To  rate  the  

degree to which the junior teachers accomplished these objectives a 

rating scale was devised to evaluate the junior teacher's written re

ports. The reports were evaluated under three categories: aid to lan

guage development, enhancement of the child's self-concept, and 

rapport and understanding generated in the situation. Three judges 

rated the reports using a seven-point scale. There was a high inter-

rater reliability. Therefore, the scores used in statistical analysis 

were the average rating scores of the three judges. 

Results of the Study of Variables 

Several patterns of relationships emerged when the variables 

were correlated with each other. The major findings were: 

1. The report scores showed a significant relationship with 

hours in sociology and anthropology. 

2. There were significant positive correlations between the 

f luency ,  f l ex ib i l i ty ,  and or ig inal i ty  tes t  scores  used .  

3. A distinct pattern appeared between the report scores and 

the Allport-Vernon-Lindzey values. The economic and political value 

scores related negatively to the report scores; the relationships were 

significant. The aesthetic, social and religious values related posi

tively to the report scores; the relationships were usually significant. 

i;h-s theoretical value for the most part was not significant. 
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4. The Rokeach Dogmatism Scale score had a significant 

negative correlation with both the Allport-Vernon-Lindzey aesthetic 

value and the social value. 

Results of the Study of Categorized Information 

Categories were developed for non-parametric information. 

Variable, means between categories were tested for homogeniety of means 

by one-way analysis of variance method. The information from this 

analysis was classified under four headings: (A) commitment, 

(B)  l imitat ions  on  commitment ,  (C)  exper ience  factors ,  and (D)  se 

lected personal background factors. The findings are as follows: 

A. Information classified under the first heading, commitment, 

indicated significant differences between report score means for the 

factors of stated commitment, plans to teach, grade level desired in 

teaching, college major, arid preferred vocation if unrestricted. 

Mean scores of the rating scale and other variables in com

mitment categories were tested for equality. Within the commitment 

groupings there was a significant difference between mean scores for 

part A (aid in language development), part B (enhancement of the self-

concept ), part C (development of rapport and understanding) and the 

total score of the written reports. The originality mean scores for 

stated commitment categories at the end of the semester were signifi

cantly different. The committed junior teachers had higher scores 

Commitment categories did not indicate a consistent pattern with the 
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Allport-Vernon-Lindzey Study of Values. At the beginning of the 

semester the mean scores of the economic value showed significant 

differences between the means; the uncommitted had the highest mean 

score on the economic value. At the end of the semester, only the 

social value means were significantly different; the committed had the 

highest mean score on social value. 

The students' response to whether they planned to teach indi

cated significant differences between mean scores for the rating scale 

(A, B, and total). The group which said they planned to teach had the 

highest mean scores. An extension of the analysis added the following 

information: (1) those who did not want to teach had higher Allport -

Vernon-Lindzey economic mean scores and lower aesthetic mean scores; 

(2) those planning to teach had the lowest political values on the 

Allport-Vernon-Lindzey Study of Values. 

Analysis of grade level desired in teaching indicated significant 

differences between the report score means of the rating scale. Students 

with a preference for elementary school teaching had the highest mean 

report scores while those not directed toward teaching had the lowest. 

When the analysis was extended to other variables, significant differ

ences were found between the means of the Rokeach Dogmatism Scale 

score (end of the semester); the group labeled other (non-teaching 

interests) had the highest dogmatism score. 



College major and preferred vocation if unrestricted showed 

significant differences between means for parts of the written report 

scores for some aspects of the scale. Students indicating a continuing 

interest in teaching and education were among the groups with high 

mean scores. 

B. The results of the analysis of the second heading, limita

tions on commitment, indicated that the means for the poorer scores on 

the rating scale were connected with statements of a lack of desire to 

teach and desire to do something else in the future. Lower Allport-

Vernon-Lindzey aesthetic and social value means and higher economic 

and political value means were found for the groups of individuals not 

wanting to consider teaching as a profession. 

C. Information classified under the third heading, experience 

factors, indicated significant differences in report score means for the 

factors of experience with groups of children and what aided the junior 

teachers' decision to teach. The groups of students who had experience 

with children or experience as a teacher (pre-professional) had the 

highest report score means. 

D. The only item classified under the heading selected per

sonal background factors found to discriminate significantly between 

the mean report scores was sex. The female students had higher mean 

scores on the written reports. 
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Conclusions 

The problem under consideration was the extent to which 

creativity, openness, and commitment affected the college student's 

ability to work with young children from culturally deprived areas. 

Recognising that the populations were students at a large state univer

sity and children from a specified area of town, certain conclusions are 

tenable from the findings presented in Chapter 4 of the study. 

The hypothesis that there is no difference between the com

mitted and non-committed Education 151 students in ability to establish 

a positive relationship with six-year-old children must be rejected. 

Commitment does have an effect on the establishment of the relation

ship. There were significant differences between the report, score means 

(.01 level) for the students classified by the commitment statement 

alone. There were also significant differences between the report score 

means when the students were classified according to questionnaire 

information relating to time and depth of commitment. The high means on 

report scores are associated with response categories indicative of 

commitment. 

The hypothesis that there is no difference between the open and 

closed Education 151 student in ability to establish a positive relation

ship with six-year-old children must be accepted. There were no signifi

cant negative correlations between the Rokeach Dogmatism Scale for 
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either the beginning or the end of the semester and the report scores. 

However/ since all correlations between the Rokeach Dogmatism Scale 

and the report scores were negative a trend was apparent between open

ness and ability to establish a positive relationship. 

The hypothesis that there is no difference between the creative 

(by the selected tests) and the non-creative Education 151 students in 

ability to establish a positive relationship with six-year-old children 

must be accepted. The report scores and the creativity test scores did 

not show significant correlations. 

The committed students were able to establish a better relation

ship with the six-year-old children than the non-committed. There was 

a trend for the open students to establish a better relationship than the 

closed. There were no differences between the creative and the non-

creative in establishing a positive relationship. Perhaps the student 

committed to teaching actively searches out and uses the creative ideas 

of others. 

The question of whether creativity, openness, and commitment 

are interrelated cannot be completely answered. The Pearson-product 

moment r of -.323 (significant at the .01 level) -between the Allport-

Vernon-Lindzey aesthetic value and the Rokeach Dogmatism Scale indi

cates a relationship between a value shown to be important to creative 

people and openness. The relationship would support a consideration 
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that creativity and openness are related. The correlations between the 

means  of  the  Rokeach Dogmat ism Scale  scores  and the  creat iv i ty  meas-"  

ures were not significant. These relationships would lead to viewing 

creativity and openness as-unrelated. 

When the students were classified according to commitment 

groupings, there were no significant differences between the means for 

openness as reflected in the Rokeach Dogmatism Score at either the 

beginning or the end of the semester. The lack of difference between 

the means indicates a possibility that commitment and openness are not 

related. At the end of the semester, commitment groupings of the 

students were found to have means signficantly different for the origi

nality variables. Significant differences between the means of the other 

creativity variables and commitment were not found. The relationship 

between creativity and commitment cannot be determined from the 

results of this study. 

The question of whether selected student background factors 

make a difference in ability to work with six-year-old children of a 

deprived background can be answered in numerous instances. For 

example, there were significant differences between the report score 

means when the students were classifed by sex, time of decision to 

teach, hours in anthropology.and sociology, and work with children in 

groups. There were no significant differences between the report 
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score means when the students were classified by grade point average, 

number of relatives in teaching, marital status, college classification. 

In summary, a composite can be made of the individuals making 

higher scores on the written reports indicating relationships with young 

children. In comparison with their peer group, the students with high 

rating scale scores on their written reports tend to: 

1. have more hours in sociology and anthropology; 

2. have higher aesthetic, social and religious values on the 

Allport-Vernon-Lindzey Study of Values; 

3. be committed to the profession of teaching and plan to teach; 

4. want to select a teaching career if unrestricted; 

5. want to be teaching five years from now; 

6. have considered teaching as a profession while still in 

elementary or secondary school; 

7. have been influenced toward teaching as a career by 

previous pre-professional teaching experiences; 

8. have had experience with children in groups ; 

9. have selected a college major in education, English-

speech-drama, or foreign languages; 

10. prefer elementary or secondary teaching; 

11. be females. 
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Implications for the Educator. The findings of the study 

indicated that in establishing a positive relationship with a six-year-

old child the most significant of the three variables - openness, 

creativity and commitment - was commitment. This finding implies 

that commitment might be a condition for admission to a teacher educa

tion program. It also implies that programs ought to be specifically 

developed to enhance commitment in potential teachers. One way to 

enhance commitment was suggested by the findings of the study on 

experience. Experience in establishing relationships was vital to a 

positive teaching performance. Since commitment is increased 

through experience, more participation experiences should be provided 

in the program of a college of education. The teacher candidate with 

both commitment and experience has high potential for providing top 

performance in teaching. 

The findings of the study also indicated a relationship between 

the high aesthetic and social values and openness. Aesthetic, social 

and religious values were found to be related to high report scores. 

This relationship may imply that individuals with certain values and 

attitudes tend to do a superior job in establishing the desired relation

ship. How can these facts and implications affect a teacher training 

program in a college of education? Encouragement could be given to 

those beginning a training program who either hold or are not opposed to 
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certain value patterns. There should be opportunity for change due to 

encountered experiences. Individuals with patterns found to be related 

negatively to establishment of relationships with children might be 

either eliminated from the program or counseled into new vocational 

fields. 

It has been noted that the "less committed and less involved 

persons are both more susceptible to changing their stands as a result 

of communication and most responsive to any situational factors that 

may provide additional anchors for their evaluations such as order of 

arguments or type of content" (Sherif, Sherif, and Nebergall, 1965, 

p. 16). The apparent implication is that training will be the most 

beneficial for those of a similar persuasion to the desired position or 

of an intermediate stand. Special encouragement, therefore, should be 

given to individuals with values and attitudes reflected in high aes

thetic , social, religious, and openness scores. If they remain in the 

program, individuals with strong economic, political and dogmatic 

scores will need extra help and counseling. 

What type of training program might increase desired attitudes 

and actions related to these attitudes? Several possibilities are open 

for exploration. Parts of the program might be increased experience 

and participation in groups, greater individual counseling and training, 

methological study, and sensitivity training. Perhaps a summer 
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in-service training program requirement for entering teacher candidates 

would help develop both commitment to teaching and experience. Because 

of the increasing shortage of teachers, selection should not eliminate 

individuals with potential for positive development. At any rate, more 

time and effort must be spent on bringing the lowest rated individuals up 

to an acceptable standard through specially formed and guided experiences 

with children. 

A specific training recommendation hased upon the study would 

be increased hours for future teachers in sociology and anthropology. 

Since the study found a positive relationship between hours in these fields 

and report scores (indicating ability to establish a relationship) similar 

studies might be of value for other content areas and teaching levels. 

The program of teacher education should remain open to include new 

areas of study when findings warrant it. 

Sensitivity training to increase fluency, flexibility, elaboration, 

and originality awareness should still be considered important. These 

factors would seem to be measures especially susceptible to training. 

Their increase should promote knowledge of new ways to arise to the 

immediate situations. The finding of this study that committed students, 

with the exception of the originality score, did not have significantly 

higher mean creativity scores than the other category groups would 

suggest the need for concentrated effort if sensitivity training is to have 
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an effect on reported relationships. Guilford ( 1959a) suggested that 

special training would increase the divergent production capacities of 

all of us. 

Some aspects of the highly creative person are not conducive to 

effective teaching. Stein (1962) reported a lack of interest in inter

personal relations, lower social values, and emotional instability in 

individuals identified as highly creative. Obviously these three traits 

are undesirable in the teacher. Sensitivity to people, their creative 

ideas , and products is perhaps the most important facet of creativity for 

teachers. 

Recommendations for Further Study 

The teacher-pupil relationship analyzed in this present study 

through written reports might be further studied by the direct observations 

of competent judges or by the use of tapes and films. Direct observa

tions of the teacher-pupil relationship while admittedly superior to a 

study of reports by the teacher are not only expensive but difficult to 

accomplish. It is difficult to eradicate the personal set of the rater. 

Continued refinement of the instruments used for studying the 

factors under consideration is seen as important. If the instruments 

are eventually to be used to predict success in the establishment of 

relationships, it is necessary to improve them beyond their present 
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beginning form. Research in test and instrument construction is 

strongly recommended. 

Students who, in high school, indicate a desire to teach could 

be compared with a group of their peers who have other vocational plans. 

A longitudinal follow-up of these students during their college prepara

tion and subsequent careers would yield further information on personal

ity differences. The writer is interested in a follow-up of the subjects of 

this study when they become teachers. 

This study raised many questions in the mind of the writer. How 

do children react to a teacher with certain qualities as opposed to 

teachers with opposite characteristics? How would their reactions 

affect their academic work? Would either the children's academic work 

or attitudes change with a change of teachers? How much time would 

be needed with a teacher for the change to be apparent? Torrance 

noted that: 

different kinds of children learn best when given 
opportunities to learn in ways best suited to their 
motivations and abilities. Whenever teachers change 
their ways of teaching in significant ways, a differ
ent group of learners become the stars or high 
achievers (1965, p. 678). 



APPENDIX A 

QUESTIONNAIRE AND COMMITMENT STATEMENTS 

Questionnaire Given at the Beginning 

!. Name , 
(last) (first) (middle) 

2. Sex: Male 
Female 

3. Campus address Phone 

4. Age Birth date 

5. Are you married? 
If married since May, please indicate maiden name. 

6. (a) Did you attend the U. of A. last year? 

(b)  If  not ,  what  school  d id  you at tend ?  

(c )  If  (b)  i s  answered check the  one  of  these  that  appl ies :  

Small college or university 
Large university (over 5,000) 

Junior college 

7. Classification: Jr. Sr. Grad Unclassified 

8. Total semester hours in psychology completed . 

Total semester hours in sociology completed . 

Total semester hours in anthropology completed . 

9. College at U. of A. presently enrolled in 

10 .  Col lege  major  

11 .  Do you plan to  teach ?  
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If you plan to teach, what grade level would you like? 

1. elementary 

2. secondary 

Name field 

3. other related school fields in elementary, 

secondary, college area (please underline one of the three). 

If you have some other vocational plan for your future, what is it? 

12 .  State  when you f irs t  thought  about  teaching as  a  vocat ion for  you.  

Never 
elementary 
high school 
college or recent decision 
other (specify) 

13 .  How many re lat ives  do  you have  in  your family  who are  teachers  or  
who have been teachers ? 

none 
mother 
father 
brother 
sister 
child 
combination of above 
other (specify) 

14 .  Do you plan to  teach af ter  marriage? 

15 .  I f  you could  do whatever  you wanted to  do vocat ional ly ,  what  choice  
would you make? 

teaching 
medicine 
creative arts 
writing 

% 
< • t 
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law 
engineering 
performing arts 
behavioral sciences 
physical and biological sciences 
ministry 
sports 
business 
politics 
social sciences 
armed services 
trades 
clerical 
homemaker 
other (specify) 

16 .  Lis t  extra  curricular  act iv i t ies :  

High School College: 

17 .  Indicate  your specia l  interests  (hobbies ,  sports ,  e tc . ) :  

18 .  Lis t  past  work experience:  

19 .  Have you ever  worked with  chi ldren or  teen-agers  in  a  group act iv i 
ty? 

Type of Work: Age Group: 

20 .  How many chi ldren are  there  in  your family?  
You are the oldest 

middle 
young e st 
only 
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21 .  Who inf luenced your choice  to  be  a  teacher? 

parent 
spouse 
sibling 
other relatives (not immediate family) 
self 
school personnel 
friends and acquaintances 
immediate family and others 
no personal influence 

22 .  What  inf luences  your choice  to  be  a  teacher? 

service 
security 
liking for children 
teaching (school or outside of school) 
fringe benefits (vacations, etc.) 
course, tests, literature 
interest in subject matter 
combination of above 

(speci fy)  
other 

( l i s t )  

23. If things could be as you wish, what would you like to be doing 
five years from now? 
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Commitment Statement Given at Beginning 

Name 

How would you describe your choice of teaching as a vocation? Answer 
this in words which you think best describe the state of your feelings 
about this choice. Underline one of the following statements. (Every
one answer.) 

I am certain I want to be a teacher. 

I am still undecided. 

One day I'm sure; the next day I'm not. 

I am still trying to decide. 

I do not think I want to be a teacher. 

I am now certain that I don't want to teach. 
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Commitment Statement Given at End 

Name 

How would you describe your choice of teaching as a vocation? Answer 
this in words which you think best describe the state of your feelings 
about this choice. Underline one of the following statements. (Every
one answer.) 

I am certain I want to be a teacher 

I am still undecided. 

One day I'm sure; the next day I'm not. 

I arh.still trying to decide. 

I do not think I want to be a teacher. 

I am now certain that I don't want to teach. 

If your attitude toward teaching has changed in any way, what do you 
consider to be the cause or causes for the change? 

If you have changed the grade level you plan to teach, please indicate 
your present plans and the causes. 

a. grade 

b. causes 



APPENDIX B 

CREATIVITY TESTS 

Guilford Tests of Divergent Production 

Test I. Word Fluency: Suffixes W-l. 

Write words ending with the specified suffix "-sion." (Time 

4 minutes) 

Test II. Expressional Fluency: (Time., 8 minutes). 

Construct a variety of four-word sentences, given four initial 

le t ters ,  no  word to  be  used more  than once ,  e .g . ,  

"F b r s 

Possible answer: "Fat boys run slowly." 

Part 1. 
W f r d 
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Part 2. 
S g w 1 

Part 3. 
O s a d 

Part 4. 
B d j h 

Test III. Utility Test (Fluency and/or Flexibility): (Time, 10 minutes) 
(Based upon the  former Brick Uses)  

List uses for a common brick. 

List uses for a common wooden lead pencil. 
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Test IV. Figural Fluency: Sketches. 

Given a simple figure, such as a circle, repeated 12 times, 

make different objects. 
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Test V: Spaulding Creative Thinking Test. 

Each question below has four words. You have to tell a very 

short story with two or three sentences using all four words. 

Example: Armchair, ranch, watch, cards 

Answer: The man in the armchair looked at his watch and decided 
to go back to the ranch. He put the cards in the desk, 
cleared up his desk, and soon left the office. 

******** 

1. Job, sky, sand, people 

2. Bank, gun, pool, dream 

3. Ring, car, grass, rope 
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Test VI. Creative Thinking Test. 

Each question below has a drawing. Write down all the things 

you think each of these drawings could be. 

\ I 1' J 
Example: \ / 

- : \ / r  
Answer: The rising sun Eyelashes A carnation 

A porcupine A brush A rainbow 

1. 

c © o o 
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Scoring the Creativity Tests 

Test I: Guilford, Word Fluency: Suffixes W-l 

Score this test for Fluency only. 

Test II: Guilford, Expressional Fluency 

Score this test for Fluency only. 

Test III: Guilford, Utility Tests 

A. Common brick 
B. Common wooden lead pencil 

Score parts A and B of Test III for: Fluency. Flexibility, 
and Originality. 

Test IV: Guilford, Figural Fluency: Sketches (circles) 

Score this test for Fluency. Flexibility. Originality, and 
Elaboration. 

Test V: Creative Thinking Test (Spaulding directions) Story using four 
words 

Score for Originality only - use Spaulding rules. 

Test VI: Creative Thinking Test - Part III 

Score this test for fluency, originality. 

Definitions for Scoring 

Fluency: The total number of responses given for a point or 

problem which can be considered correct. 

Flexibility: The number and type of categories under which 

responses for a problem will fit. (i.e., all responses for one individual 

might be classified under one category while another person might have 
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responses indicating a dozen) 

Elaboration: May be considered details which enhance the con

cept or idea but which are not necessary for identification. A point is 

given for each detail. 

Originality: Is defined for Tests I-IV and VI as infrequency of 

response. A point for originality is given each time they are the only 

individual to have the particular response. 

Test V is to be scored by Spaulding's rules which are based not 

only on infrequent responses but also on imagination and content. 

Scoring Directions for Test V_ 

"Originality is determined quite subjectively, since even when 

the content of two stories is quite similar, a word or two may change the 

quality of the response. Consider the two responses below: 

"I have a job in the sky. It is to throw sand on people." 
"My job is to fly in the sky and throw sand on people who 
are caught in the fire." 

The second story, even though quite similar to the first in con

tent, would often be scored as a more original story. Often the deter

mining factor of what makes a story original is the amount of imagination 

it reflects, not only in the idea itself, but also in the way the idea is 

presented. 

This is the only part of the test where originality is not inter

preted solely as the infrequency of responses. In this part the 
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imaginative qualities of the content and of the way the content is 

expressed are even more important than the infrequency of a response. 

To rece ive  a  score  in  or ig inal i ty ,  then,  a  response  must  both (1)  be  

infrequent, or unusual and (2) reflect imagination in content and in 

expression. 

Scoring Criteria 

Weight 1. a) the old story—I've heard it before—no wrinkle 
b) incomprehensible 
c) just listing of words—no elaboration 

3 . .  a)  the  o ld  s tory  with  a  new wrinkle 
b) mediocre structure but some original comment, 

expression, idiom* or twist 

5. a) rarity! a gem! 
b) good or excellent expression! 
c) story has a plot and an ending (may be 

bizarre)"  (Spaulding,  1965,  p .  B 42-43)  



APPENDIX C 

RATING SCALE AND SAMPLE REPORTS 

Rating Scale for the Junior Teacher Reports 

The purpose of the scale is to rate the relationship established 

between a university student in Education 151 and a six-year-old child 

in  the  f irs t  grade.  Each s tudent  in  certa in  sect ions  of  Educat ion 151 

during the 1965-1966 school year fulfilled a course requirement by 

spending one hour a week for ten weeks in a one to one relationship 

with a six-year-old child. The Education 151 student, who was called a 

junior teacher, was required to write a report after each visit. These 

reports indicated activities and events which occurred and from which a 

relationship can be inferred. The relationship will be rated on the ex

tent to which the junior teacher accomplished the three goals of the 

program: es tabl i shment  of  rapport ,  enhancement  of  the  chi ld 's  se l f -

concept, and development of language. 

Each folder will be rated on the nine points or questions posed 

in  the  rat ing  scale .  

a. Each point or question will be rated on the basis of a 

number scale going from 1 to 7 points as shown below. 

1 2 3 4 5 6 7 
very not quite adequate, very 
poor poor satisfactory average good good excellent 
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b. The ratings for each point or question will be totaled to 

obtain a total rating for the folder. 

c. Ratings will be based on all the reports in a folder for a 

child. 

Points for Rating 

A. Aid in Language Development 

The junior teachers' principal method of aiding the language develop

ment of the six-year-old Mexican-American children in the project came 

through use of themselves as language models in their weekly hour of 

interaction. 

1. Did the junior teacher repeat words and sentences correctly for 

the child while keeping the responses within the child's frame of refer

ence? (This question will be evaluated on the basis of their reported 

conversations and summaries of verbal interaction with the child. The 

junior teacher would also be expected to supply missing vocabulary 

words in conversations with the child.) 

1 
No indirect correction. 
Any corrections by 

drawing child's atten
tion to his inadequacy 
directly. 

All or most responses 
on junior teacher's 
part in answer to 
child only and seldom 

4 
Some repetition of the 

child'slanguage with 
appropriate modifica
tion. 

Words and sentences 
usually within the 
child's range of 
understanding. 

Repeats words which 

7 
Almost always indi

cates using or 
supplying correct 
language. 

Words within child's 
understanding. 

Supplies missing 
concepts ,  i . e . ,  
junior  teacher  asks  
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at child's level of 
understanding. 

Usually lets the child 
go and makes no 
attempt to be a lan
guage model. 

are mispronounced 
but does not supply 
missing words, 
ideas. 

what happens to 
enlarged number on 
a balloon as the 
air is let out. 
Chi.ldr'" gets, little" 
Jr. teacher: "Yes, 
that's right, it 
shrinks." 

2. Did the junior teacher use a variety of items in his work with 

the child? (The items used for language development may be defined as 

both those items brought with the junior teacher and those items around 

the school which were utilized. For example, the junior teacher might 

bring colors but also make use of charts in the classroom.) 

1 
Does not bring items 

and almost always 
depends on school 
toys. 

School items not used 
with imagination. 

Same school items re
peated, i.e., ball. 

Items often the same 
with slight variation. 

Few attempts to intro
duce new materials 
or expand a theme, 
i.e., color materials 
almost every time 
with no development 

Lit t le  at tempt  to . . .  
Only occasionally... 

Varied use of both 
school and home 
mater ia ls ,  i . e . ,  
charts, new class 
posters, school 
grounds f If items 
are repeated, they 
are repeated with 
purpose: expan
sion, recall, etc. 

3. Was there a positive relationship between the items utilized by 

the junior teacher and language development? (This item rates the degree 

of positive utilization of the items. For example, the items should not be 

just be used for drill purposes. The items as used should expand con

cepts and should help the child in such things as recall, recognition. 

labeling, generalization, and classification.) 
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1 4 7 
Takes advantage of 

full potential of 
most  i tems,  i . e . ,  

Uses  i tems but  does  
not talk about them, 
i.e., playing ball, 
makes drawings with
out conversation. 

Does not describe 
activity or converse 
with the child. 

Constantly makes 
items ( drawings, 
crafts, etc.) but does 
not  make ful l  use  of  
them for extended 
conversat ion ;  i . e . ,  
makes a clay animal 
and lets conversation 
stop with a label. 

Sometimes describes 
the activity and con
verses with the 
child. 

makes hand pup
pets, and uses 
for conversation 
play; has a tea 
party and not only 
labels but dis
cusses items and 
use .  

Always describes 
the activity and 
converses with 
the child. 

B. Enhancement of the Child's Self-Concept 

The major contribution that the junior teachers made to the enhance

ment of the child's self-concept was through individual attention to the 

child, his acceptance of him and willingness to participate with the 

child so that the child begins to see himself as a more active participant 

in the world. 

1. Did the junior teacher aid the child in becoming a "doer" versus 

a "non-doer?" (The question will be considered on the basis of how 

much the junior teacher urges and aids the child in becoming a partici

pant. Encouragement to persist and try is one way of helping the child 

become a doer.) 

1 4 7 
Provides no task 

where child has not 
achieved of ten,  i ,3  

Encourages, but at times 
does not realistically 
set levels for child, 

Constantly encour
ages child to try 
and persist. 
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ball, jump rope; or 
does entire task for 
the child. 

i . e . ,  construct ion 
project where fail-
tire is almost 
certain. 

Not enough possibilities . 
Varies between doing too 

much and not enough 
to aid the child in a 
proj ect. 

Hrovides tasks 
which child can 
achieve. 

2. Did the junior teacher reinforce good work, ideas, conversa 

tions, etc., of the child? (Evaluation must be made on the basis of 

how and when reinforcement was given.) 

Very seldom comments 
on child's good work 
or ideas. 

Usually notes failures. 
Comments before the 

child on things he 
cannot do. 

Reinforces but not at 
a l l  l eve ls ,  i . e . ,  
construction projects 
reinforced but not 
conversation. 

Often only reinforces 
on a personal level, 
i.e., dress, etc. 

Reinforces child's 
efforts appropri

ately. 
Gives the child 

indications that 
both he and his 
ideas are impor
tant at all times, 
i.e., "I was 
very happy to 
see—so outgoing 
and I let her 
know how happy 
I was to hear the 
song she had 
sung for  me."  

3. Did the junior teacher act the role of an adult available to give 

assistance in contrast to an adult who functions as a tester? (The 

evaluation must be considered from the standpoint of whether the junior 

teacher aided the child when necessary to achieve the set goal. He 
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should not have functioned as a person seeking information about how 

much the child could do.) 

Constantly testing to see 
if the child could do 
something, i.e., count, 
name,  label ,  i . e . ,  
"Using one of those 
small cardboard clocks 
with moveable hands, 
I quizzed him to see if 
he was familiar with 
time telling." 

Does not demonstrate 
for the child and 
invite him to partici
pate. 

Does not test but gives 
only fragmentary aid, 
i.e., has child make 
item but does not 
work with child to 
achieve satisfactory 
product (painting— 
best way to mix 
colors) .  

Sometimes demonstrates 
for the child and in
vites him to participate. 

Gives necessary 
assistance and 
does not allow 
impossible 
frustrating Situs 
ations to develop 
i.e., She drew 
a monkey on 
brown paper and 
then cut him out. 
She got tired of 
cutting before 
she was through 
so I finished 
cutting it for her. 
She then cut out 
a crown for the 
*onkey." 

C. Rapport and Understanding in the Relationship 

The degree to which the child and the junior teacher understand and 

like each other will affect the potential aid the junior teacher can give in 

language development and enhancement of the self-concept. 

1. Did the child respond to the junior teacher and give evidence 

of trust, liking, enjoyment, pleasure, and friendship? (The question 

must be rated from how the junior teacher said the child responded. For 

example, evidence of liking might be indicated by whether the child looks 

for the junior teacher as he enters the room. Confidence in the junior 

teacher may be noted by the possible increase in the child relating 

personal and private information to the junior teacher.) 
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14 7 
Child hangs back most Mixed reactions on the Always responds 

of the time. part of the child. positively to the 
Child does not give any Child moves from junior teacher, 

evidence that he likes reluctance to accept- Gives both verbal 
the junior teacher, i.e., ance of the junior and non-verbal 
no smiles or verbal teacher. responses as a 
indications. No strong feelings one rule. 

way or the other. 

2. Did the child respond by participating positively in verbal and 

manipulative activities? (The question refers to the activities initiated by 

the junior teacher. Interest may be considered an aspect of participation. 

Gratification in a manipulative activity may encourage a child to partici

pate in verbal activities or the reverse may also be true.) 

1 4 7 
Rarely participates Tends to participate Participates in both 

in anything. more in one area verbal and manipu-
Negative participation - than in the other. lative activities 

disrupts activity. to a high degree. 

3. Did the junior teacher accept the child from the standpoint of 

shifting the goals and objectives of each session in accordance with the 

child's behavior and not impose his own standards and values on the 

child? (Imposition of standards and values on the child will be evaluated 

in  terms of  how emotional i sm/  sent imental i sm,  label ing  evaluat ion,  e tc . ,  

affected the relationship.) 

Does not shift goals Usually changes activi- Always changes 
brought to the ties when the child's plans when the 
sessions to accommo- interest begins to child's interest 
date the child; i.e,, wane. wanes. 
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"I also didn't bring 
a red felt pen that I 
said I would bring 
again this week. 
Maybe this will help 
him understand how 
someone else feels 
when he says he 
will do something and 
then doesn't.) 

Says child is slow and 
therefore an "item is 
impossible for the 
child. 

Rarely accepts the 
child's emotions. 

Lets both his own and 
other people's evalu
ations and feelings 
about the child affect 
the situation. 

At times he lets others' 
evaluations of the 
child dominate the 
here and now situ
ation. 

Sometimes accepts the 
child's emotions. 

At times he lets his 
emotions influence the 
situation with the 
child. 

Keeps own emotions 
from influencing 
situations. 

Accepts the child! s 
emotions. 
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Form for Rating Junior Teacher Written Reports 

Student # Judge. 

Date 

1 2 3 4 5 6 7 

A. 1. 

2. 

3. 

B. 1. 

2. 

3-. 

Q
 

• Ih-
1 

• 

2. 

3. 

Total 
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Sample of a Written Report with a Low Score on the Rating Scale 

Report Folder No. 88 

Report 1 

There wasn't too much of a problem with my youngster. He 
speaks pretty good English, and was willing to do most anthing I wanted. 

We looked through a couple of picture magazines and I had him 
name the objects in the pictures. He had no problem with this, but 
I did teach him a couple of new words, I think. We also played catch 
with a marble and rolled it around, etc. I had ten marbles, and 

had no trouble counting them. He could also identify the 
different colors. 

All in all, I'd say it was a fairly successful get together. 

Report 2 

As was expected, the second trip was better than the first. 
conversed more freely and we accomplished much more. 

We looked through some books which contained pictures of 
different animals and could name most of them. I did teach him 
a few new ones, such as camel, turkey, and sheep. 

We also did some drawing. drew me a house, a car, 
and pictures of his mother and sister. This aided in conversation and 
in helping me get a better idea of 's ability to observe, etc. 

Then, we went out to the playground and showed me 
what he could do on the monkey bars, and the rings. 

When I left he said he wanted to go with me, so at least I knew 
he liked me and that I was having some influence on him. 

Report 3 

This week was more cheerful than ever. Almost too 
cheerful, I thin!',. 

We looked through a couple of more books and he could name just 
about every thing in all the pictures. His English is really quite excel
lent. 

We also drew some more pictures of everything from people to 
boats, to airplanes, to churches with steeples. 

Then we went out to the playground and played with some of the 
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other kids. seems to get along with everyone quite well. 

Report 4 

The fourth trip was a discouraging one for me. didn't 
want to pay attention to anything I wanted to do. I brought a book with 
pictures of horses in it but he didn't care for that. We tried drawing 
for a while, and I showed him how to draw a rocket and a star, but that 
only interested him for about five minutes. 

Then we tried writing his name. He could write his first name 
fine, but I had to show him how to write his last name. He tried it, but 
didn't seem to care much. 

He seemed very restless and I couldn't keep him still. He kept 
running up and down the sidewalks and sliding in the dirt. Then he'd go 
get a drink but he really didn't want a drink. Then he wanted to go to 
the bathroom but he really didn't need to. 

It's not that he doesn't like me, it's just that he wants to play 
and I think he's used to getting his own way. I'm in an awkward posi
tion in that there isn't much I can do in the way of disciplinary action 
because of my relationship in this program. 

I also feel that is quite capable of first grade work. 
I'm afraid I'm not teaching him much. I will try to find some things 
which interest him more, but I'm afraid it will be quite difficult. We 
usually end up playing catch and he doesn't even like that for long. 

Report 5 

This week was very good compared to last week. was 
more cooperative and not quite so restless. We played a game for 
several minutes in which I would describe an object such as school, 
building, car, flag, and table, etc., and would try to guess what 
I was describing. He did quite well with this and I think the game was 
good in that it made him think and it made him relate different words and 
objects. Then we spent some time drawing some of these different 
objects. 

was also much more talkative this week. He told about 
going to church and about his brother falling down and chipping a tooth 
and about his mother cooking eggs for breakfast (which, evidently, he 
seldom has). I asked questions about all these things and we spent 
nearly 30 minutes just talking, which I was elated about, of course. 



182 

Report 6 

The sixth week was much like the fifth. I was pleased with 
1 s apparent desire to converse. We talked about many things, 

including riding down town in his mother's station wagon and going to 
the movies. We did some more drawing and I feel the detail in his 
drawings is improving. One example, is that he now puts ears on his 
people, and he originally didn't. He also draws the fingers of the hands 
in better proportion than he used to. 

seems to have a good memory and I have learned this 
through his conversation about things we've done before. He will often 
bring up something we did three or four weeks before. This, I find, is 
quite rewarding to me. It gives me the feeling I'm really accomplishing 
something. 

This week we went out to the playground for a while and took 
turns throwing a ball through the basket on the basketball courts. 

shows a tendency to not want to take turns but I feel this is 
very normal for six year olds. However, I hope to improve his willing
ness to share. 

Report 7 

This was the week it rained and we stayed indoors. and 
I went to the auditorium and spent the entire hour drawing pictures and 
talking. was quite restless and kept wanting to go outside. 
Because of this he didn't pay too much attention to my attempts to talk 
about Thanksgiving and Christmas. He did convince me, however, that 
he knew all about turkey and Santa Clause. 

We drew pictures of fish, horses, and turkeys. I don't believe 
we accomplished much on this day, mainly due to 's extreme 
restlessness. 

Report 8 

This was the seventh week. It was pretty much like the others, 
but I felt that, somehow, was looking at the situation a little 
more seriously than he had previously. He was quieter and not so rest
less. He seemed determined to make me appreciate his drawings and 
when we played a game he seemed to want to play it right and to play it 
fairly. 

We played a game where you spin a dial and then according to 
the number you move so many spaces. He enjoyed this and was very 
happy and exited when he won. 
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We went out to the playground and he swung on the rings. This 
time he was more concerned about doing it the way he felt was proper 
rather than being wild and erratic about it. However, towards the end 
he slipped back into his habits of "who cares." Still, I felt there was a 
definite improvement in his outlook on doing things properly rather than 
any old way y6u please. 

Report 9 (no school visit). 

Report 10 

At the party seemed normal in his actions and in the re
marks he made. He seemed quite patient and fair in things like waiting 
to open the present and scrambling for the candy from the pinyatta (sp?). 

During the fight for the candy bumped his head hard enough 
to make him cry, but he controlled his tears quite well and didn't show 
any anger. I was very pleased with his reaction. 

In conclusion, I felt that progress had been made but that it wa.T 
really just beginning. I wished that we could have a few more weeks. 
Perhaps, however, with what we have done in the 10 weeks we had, the 
kids can continue to make progress on their own. 

Sample of a Written Report with a High Score on the Rating Scale 

Report Folder No. 155 

Report 1 

is my child. She's Spanish-American, seven year 
old child. She seemed very eager to see me and hold my hand. We 
went or. the playground to her favorite place under a big shade tree. She 
didn't offer information at first until I would ask her. Then she would 
answer me plus adding on something of her own. She didn't know how 
many brothers and sisters she had but that she had an older sister, 
younger sister, and baby brother. She talked about her older sister 
quite a bit.. .telling me what school she went to and holding up fingers 
to show how old her sister was. When I asked her how old she was, 
she held up seven fingers. She told me about her pets at home and 
about pets that her cousins had. She noticed everything about me.. .and 
she was especially intrigued about my purse. She asked if I brought a 
purse for her. She said I was pretty and that I had a pretty dress on. 
She asked, out of the clear blue, if I had a car. She's not too sure 
on her colors so we practiced on learning red. By the end of the hour 
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she knew red and yellow fairly well. She said she didn't play with 
boys.. .just girls. 

I had pieces of paper and a pencil, and she asked if she could 
write her name for me (she just scribbled). Then I drew a house and 
she drew one after me. She drew a train and a picture of my purse. We 
played on the monkey bars for a while and she seemed very intense in 
showing me she could do things well. She seemed to know the other 
children's names quite well and she would call them by name. 

We went inside the classroom, and wanted to put to
gether puzzles. She put them together very well. Her favorite was Little 
Red Riding Hood. We played a game of picking out objects in the room 
that were red. She pointed out to me some painting^she had done and 
explained what they were. She took me to her closet and showed me her 
jacket (at the same time telling me it was red). Then we played with 
the telephones and she would call me, and then I would call her. 

She seemed astonished when I told her I had to go now. She 
clung to my hand all the tighter. I told her I would come to see her 
next week. As I left she reached up and kissed me on the cheek. 

Report 2 

was waiting for me in the classroom when I arrived at the 
school: She recognized me right away and greeted me with a big smile 
and an outstretched hand. She went hand in hand with me to put my books 
away, and then we ventured out onto the playground. We sat under a 
tree and she was telling me that pumpkins were for Halloween. I asked 
what she did on Halloween and she.said she put on "big clothes" and put 
something over her face. She said you dressed up like a parade and go 
to strange houses. When I asked her what happened at the houses, she 
said that she got things to eat at the houses. She noticed right away that 
I had a different purse and commented that I had "lots of purses." (She 
is fascinated with my purse each time and loves to carry it for me.) She 
then askec* me what I had in my purse this time. I pulled out a small red 
ball and asked her if she would like to play ball. She enjoyed this and 
laughed when she threw the ball past me. (Last time we worked on the 
color red) and so when I asked her the color of the ball, she said red 
with some hesitation. (She said black just as whenever she doesn't 
know a color she says black.) Then, off and, on as we were playing 
ball I would ask her what color the ball was and she would say red. She 
picked out other red things in the playground and knew the color red the 
rest of the afternoon. After we played ball a while we sat down under 
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neath the tree again and I took out of my purse a pipe cleaner man and 
a four legged animal. She said one was a boy and one was a "puppy 
dog." Then I took out just plain pipe cleaners and she asked me to 
make a mommy. I did and then we talked about the family. I asked 
her if she would like to make one and she said she wanted to make a 
little baby. She picked out the colored pipe cleaners herself and made 
the baby. It had both legs and arms plus hands and feet and a head. 
It was a good form. Then we pretended that it was night and put 
the mommy, daddy, baby and dog to sleep. Then in the morning they ate 
and bent them to make them sit up. Daddy went to work "far 
away" but she never would tell me what he did. When I asked her what 
Daddy did at work, she would say "work." (This went on for quite a 
while) She said Mommy made food for Daddy during the day and watched 
TV. Baby was always taking a nap. One stick person was bigger than 
the other and she always insisted the big one was Mommy and the smaller 
one was Daddy. When I asked her what her Daddy looked like, she said, 
"like a ball." Then she said he was fat and when I asked her if her 
Mommy was fat she said no. She told me she had three brothers and a 
big sister and a baby sister. She numbled their names rapidly but very 
distinctly said one of her brother's names was Blackie. She also said 
her puppy dog's name was Blackie. (She refers to the word very often. 
In fact, whenever she doesn't know a color, she says it's black.) 
I told I was going to make something (which was a house) out 
of the pipe cleaners and for her to tell me what it was. I made the 
pointed roof A like this and before I had time to make the rest, she 
informed me it was a house Indians live in. After I put the sides on the 
house, she said it was a house like she lived in "fT . Then she made 
a "little house" as she called it and put the dog in it. She picked red 
and yellow pipe cleaners because they are colors she knows. She put 
the big people in the big house and played house some more. She 
started to count the people and when I asked if she could count, she 
counted to ten very nicely. Then we counted pipe cleaners and I would 
ask her how many I had in this hand and how many I had in that hand. 
When we started to put them away in my purse, she asked if she could 
keep one and me keep the rest. When I said yes, she readily picked out 
the Mommy and I pinned it on her. 

I told her my name again and then when I asked her during the 
afternoon what my name was she always knew. She noticed other chil
dren playing ball only she said they had big balls that weren't red. 
Not little red ones like ours. She pointed out the men painting the 
flagpole to me and proceeded to tell me what they were doing and how 
they got up there. She pointed out a Negro boy on the playground and 
said his name was Morris. She said she didn't like him. I asked her 
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why and she said she didn't like any boys. She said when you get in 
line to go outside, all the boys always push! I asked if the girls ever 
pushed and she said no. She told me she had a TV and that her Mommy 
"buyed" it for one dollar. She said she watched cartoons. I asked her 
where her other name tag was from last week and she said she took it off 
at home. I asked if she showed it to anyone and she said she showed it 
to her Mommy and told her a girl gave it to her. She said her Mommy 
said that was nice. She seemed to ask me so many questions this time. 
Where I went when I got on the bus, where I lived, if I stayed at school 
all the time, if I had a Mommy, etc. 

When I pulled a coloring book and crayons out of my purse, she 
asked excitedly if we could play with this. She said she didn't have 
any crayons at her house. We colored things red and talked about the 
pictures. She was coloring. She learned blue and already knew yellow. 
She saw a picture of a policeman. (He was holding a billy club in an up
raised hand.) When I asked what the policeman did, she said 
someone threw a ball to him and he hit it with the club! She said he 
played ball! She colored animals and named the eyes, legs, feet, tail, 
ears, nose, mouth, and head. She colored an umbrella and told me that 
her Mommy had one, and you use them when it rains. She showed me 
how you hold it so your hair won't get wet. When I asked her if she had 
an umbrella, she said no.. .only big girls have one. I asked her when 
she would be a big girl and she said when she went far, far away from 
home and moved into a new home. She pointed out many blue things on 
the playground, and when I asked her what color the sky was, she looked 
at it a long time. Then she said, "Well, it's a little blue." (This is 
because it was so light blue and all the other things were darker blue.) 

didn't want me to leave and reminded me not to forget 
books (which I almost did). She kissed me goodbye again. and 
I are getting to be good friends, and I'm looking forward to our next 
meeting. I feel we accomplished quite a bit today. 

Report 3 

Unfortunately I missed the bus and so I drove my car to 
School. I was only about three minutes late and when I walked into the 
classroom was looking around like she was lost. As soon as she 
spied me she darted across the room and grabbed my hand,"Where did 
you go? 11 she asked. I explained to her what had happened. We went . 
out onto the playground and she gave me a picture of a pumpkin and a 
witch that she had made for me. We talked for a while about colors, 
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and she remembered her red and blue. Then I asked her what color she 
wanted to learn next and she said green. I gave her plain paper and 
crayons and told her to draw whatever she wanted to. She drew a pump
kin, a girl, a house, a train, and a picture of a pumpkin (She put a 
frame around it). We talked about wheels and all the things that ride on 
wheels and tires. 

Soon said she wanted to go play on the jungle gym with 
the other girls, so we did. She seemed to enjoy showing off for me and 
was always looking to see if I was watching her. When she is around 
her peers she talks very rapidly in Spanish, but she has never said a 
word to me in Spanish or visa versa. 

and I went back underneath the tree because her arm hurt 
since she had had a shot that day. We counted many objects and she 
enjoyed this. counted up to ten but could not count any further. 
Then I asked her if she knew how to write her numbers and she said no. 
I taught her one and two. She wrote them many times on paper. Then 
she wrote many one's and two's on paper and would point to each one, 
and would say what it was. I made squares of paper with one's 
and two's on them and used them as flash cards. She could identify 
both numbers and write them too. 

I took a book with me this time called "We Read Pictures." It 
is a new Basic Reader by Scott, Foresman Co. It is just full of pictures, 
and sometimes they tell a story. talked about each picture, 
and I would ask her what was happening in the picture. She would 
usually make up something. She did this quite well, but we didn't stay 
on it too long as she grew tired of things rapidly today. (I think she 
may have had a reaction to the shot she had, or it may have made her 
irritable.) I took along some paper bags, and I showed how to 
make a mask. She liked it and asked if she could keep it later, but she 
wouldn't make one herself. •. She just drew on the bags and talked about 
what she was drawing. She drew witches.. .first with a broom and then 
without a broom. When I asked her why one didn't have a broom, she 
said, "Her broom fell, so the witch fell too." 

Then I read a book called "Little Red Riding Hood." She 
wasn't too enthused about this, but we didn't get to finish it because it 
was time to go. 

seems to be talking very freely to me now. She talks in 
sentences and has very good ideas and thoughts. She always is 
conscious of what I have on and comments on my purse. Every chance 
she gets she carried my purse. I was very pleased with the way 
learned her numbers and colors today. I'm looking forward to our next 
meeting. 
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Report 4 

I walked in the classroom and spied me right away. She 
hurried over and took hold of my hand and said, "I remember your name. . . 
Miss ." I told her how proud I was that she remembered and then 
we went outside underneath our shade tree. I asked what she had 
been doing today and she said "writing" . I asked her if she would write 
for me and gave her a piece of paper. She said she would write her 
name. She made all five letters in her name but they weren't in the right 
order. The "s" was backwards too. Then I wrote her name and she 
copied it, making the letters in the correct order but with the "s" still 
backward. Then said she wanted to make a house for me. She 
made the house and remembered the word chimney that we learned last 
time. I asked her who lived in the house and she said a girl, which she 
drew next. She made a bigger girl too, and when I asked her if that girl 
lived in the house, she said no ... she's too big! I asked her to color 
the girl's dress red and she did. Then drew a picture of a pump
kin and a train. She put "tires" on the train and counted them. I asked 

to draw a bunny rabbit (she knows what they are) but she said 
she couldn't and looked very shy. She seems to lack confidence when 
you ask her to draw something or do something she's never done before. 
So, I drew a picture of a rabbit and then drew one. Then she 
seemed quite surprised that she had drawn a rabbit by herself. 

I had cut strips a colored paper into canes.. .two canes of each 
color. There were eight colors in all. I laid these all out on the ground 
and asked if they were all alike. She said no and started putting 
the two canes of the same color together. . .saying, "This one's like this 
one, etc." Then I explained that they were different colors. I asked her 
if she knew any of the colors and she said no. But, when I asked her 
if she could find the green one, she did. .. .and the red and blue one too. 
She counted the eight sets of canes very well. 

We colored in the coloring book after that and she colored a 
picture of two witches. I would tell her to make the hat red, the dress 
green, and the shoes blue and she could do it. (sometimes with help) 
We learned the color black, but I didn't stress it as she seemed a little 
overcome with the other colors. Suddenly, in the middle of coloring, 

said she wanted to go over to the tables where the other chil
dren were... so we did. While coloring, told me that she was a 
witch on Halloween and that she went to houses and got candy. When 

finished coloring, she said she wanted to go play on the play
ground equipment. We did this and also played ball for a while. 

We looked at our "Read Pictures" book again. would 
count things on a page, point out various animals, say when someone 
was sad or happy, and make interesting comments. She doesn't like to 
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do this very long.. .Soon her attention is easily attracted to something 
else, so I don't push it. and I worked on our numbers again, 
and we learned how to write the number 3. After I reviewed numbers 1 and 
2. did very well in identifying and writing her numbers. Soon it 
was time to go and asked if there was anything I was going to give 
her. I showed her a bunch of pipe cleaners and asked her to pick out five 
of them and make a stick man like I showed her to do before. 
counted out five of them and remembered how to make the stick man. She 
seemed very eager to show me she could make the stick man. 

and I had a good time this week. She was very re
laxed, but when strange people come around she gets very shy and won't 
talk that much. I really believe likes me and enjoys having me 
come each week as much as I enjoy going. 

Report 5 

seemed anxious to see me and first of all showed me some 
pasting she had been doing. Then we went outside and she wanted to 
play on the jungle gym first of all. I let her do this now so we could get 
it out of the way, and then the desire to play on it wouldn't keep distracting 
her. We learned what a shadow was and tried to run away from our shad
ow. Then we went over and sat in the shadow of the tree. 

I brought some library books with me this time. They were animal 
books with gorgeous, big pictures. enjoyed these more than 
I thought she would. She learned lions, tigers, camels, giraffes, bears, 
elephants, etc. She would comment on what the animals were doing in 
the picture. . .eating, sleeping, playing, bathing. She always pointed out 
the "mama, daddy, and baby" animals, and differentiated between the big 
ones and the small ones. I was surprised she knew what an elephant 
was and a llama. She said her teacher and she saw these animals "way 
far away one day." She said the racoon had a mask on like Halloween. 
She was interested when I would hop like a kangaroo and explain how they 
kept their children in a pocket. I told her how the camel lives where it is 
hot and he hardly drinks any water. The next time we saw a camel she 
said, "There's the one that doesn't drink hardly any water." She loved 
the giraffe and asked me to draw one. I did, and then asked her to draw 
a baby giraffe for the mama giraffe. At first she said she couldn't but 
finally did. 

I gave her a plain piece of paper and asked her to draw for me. 
She drew a house and a girl. Then she suddenly said she could draw a 
rabbit (I taught her this last time.). She drew rabbits and then we 
counted them. This started us on our numbers and how to write them. 
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She remembered 1, 2, and 3 so we learned 4. We drilled on this a while 
until she had them down very well. Then I showed a workbook 
I had brought on numbers and counting. It would have a picture of. 
objects on a page with empty boxes below. You would count the objects 
and write the correct number in the box. did this very well. The 
book had a matching game and did this remarkably well. She 
would match up the number with the right number of objects. (This is 
a fantastic book on numbers, and I feel it helped learn tremen
dously.) 

Next we went over and sat at the tables with the other children. 
requested this move. Out of the clear blue looked at me 

and said, "I know what you taught me umbrella." I was amazed! 
I asked her what an umbrella was for, and she started talking about how 
you use an umbrella in the rain, etc. She also said she remembered what 
"whisker" was (we learned what whiskers were on animals last time). 
We started looking at a farm animal book. And she pointed out the 
whiskers on the animals. We looked at dogs, rabbits, horses, birds, 
pigs, cats, etc., and commented on these the same way as the 
other book. There was one picture of a mother bird with a worm in her 
mouth sitting on the edge of a nest containing three baby birds. 
kept commenting on the worm and how the mother was going to feed the 
babies. So, I asked her if the mother bird gave the worm to on baby, 
how many more worms would she need to feed the other babies. Sur
prisingly enough, looked at the picture and said two. I was 
quite pleased with this! Next she made a man out of pipe cleaners, and 

said she wanted to give it to her sister, so I let her have it. 
wanted to carry my purse everywhere and commented that I had 

carried this particular purse "two times." (This was correct) She was 
very observant and knew what color her shoes and clothes were. She 
pointed out red and green things on the playground. wanted to 
play on the rings with , her cousin. We did this until it was time 
to go. Before I left she asked if she could have picture of her giraffe. 

was very friendly toward other people today and said 
"hi" to everyone we met. She made great progress today in her numbers. 
I was so pleased. I wish I could see her more often than just once a 
week. 

Report 6 

was waiting for me again this Wednesday. She was 
dressed up and looked especially nice. I told her how nice she looked 
and she proceeded to tell me that her dress was new, her stockings 
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were new, her panties were new, and that she had new "tennies." 
I asked her what color her new dress was and she said red which was 
correct. I asked her if she had gotten her hair cut and she said that 
her mommy cut it and made it "curly." 

The first thing said she wanted to do was to play with a 
puzzle. Luckily enough I brought one this time. It was a puzzle of a 
girl and her dress was "fuzzy feeling." was eager to start play
ing with the puzzle. She worked with the pieces and turned them differ
ent directions until she got them in the right places. I asked her what 
the girlls dress felt like, and said like her puppy dog. She knew 
the color of the girl's dress. The girl had on a small strand of purple 
beads and a large strand of green beads. I asked how many 
colors of beads the girl had on and she said two. Then she looked again 
and said, "a lot of th>is color and only a little of this color." This was 
very good I thought. As she put in the pieces she would say, "These 
are the feet," and "These are the eyes," and "This is the face,"etc. 
Some of the pieces were shaped like objects. found the one 
shaped like an umbrella and commented on it. She found one shaped like 
a baby bottle and said, "This is what you put milk in." She also found 
one which resembled a bone and said, "Dogs eat these. I have seen them 
on TV." She's a very observant~little girl. When finished the 
puzzle, she took it apart and started all over again. "I like this puzzle," 
she said, "Don't you like this puzzle?" So she put it together all over 
again. 

Then I told we were going to make some heads out of 
paper rings. I had strips of five different colors of paper with three of 
each color. I showed how to put glue on the end and then stick 
them together. She really enjoyed this. She'd count them and say what 
color they were. We learned the color yellow also. would show 
me that there were three red rings, three blue rings, etc. When it was 
finished she put it over her head, and she had some beads. She said 
she was going to give it to her sister. I asked if she gave the pipe 
cleaner man from last week to her sister. She said yes and proceeded to 
tell me how her sister took the arms and legs and head off of it. She 
went into great detail and used hand motions. 

Next I showed a magic slate that I had brought. She was 
excited over this and said her mommy was going to buy her one of these. 
This week I didn't have to ask what she would like to draw and 
get her started. She dove right in and started drawing houses, giraffes, 
trains, rabbits, and pumpkins. She would laugh whenever she would 
pull the sheet up and all her drawings would disappear. Then I gave 
some paper and a pencil and asked her to draw on that. She made a girl 
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which is one of her favorites.. .only this one was different from any of 
her others. It had five fingers on each hand and was very exact 
about this. Her girl also had a "ribbon" in her hair and two eyebrows. 
"One for each eye," said . I was surprised to see these details 
being put on her girl. For the first time drew a boy. Always 
before she didn't want to. He had a head, no body, and long legs 
with round feet and numerous toes. He had arms and five fingers like 
the girl. I thought it was interesting that she left off his body. She 
drew a house for the girl and boy with a chimney and smoke. I asked 
her to write her name, which she couldn't do when I first came, and 
she wrote it very well (with the exception of backward s's). We 
started writing our numbers from one to four and remembered this 
only she sometimes gets 3 and 4 confused. 

asked if we could go sit on the stairs where some other 
children were, so we did. She carried my purse and wanted to carry 
the magic slate. When we got there she wanted to talk on the telephone, 
and jumped up and got her little telephones out of the classroom. We 
talked on the telephones for a long time. She explained everything she 
had been doing with me and said she was having fun. I asked her about 
her puppy dog and then she went on to tell me about her two brothers and 
three sisters, and one mommy and one daddy. She said mommy cooks 
and daddy works ( she didn't know where). She carried on a good con
versation with me, and I was very pleased since it was her suggestion 
and she wanted to do it. 

We got out our number book from last week and reviewed numbers 
for one through four. Then we learned five. Suddenly a very aggressive 
child came up and started talking loudly to us. immediately 
clammed up and didn't say anything. Then she looked at me and smiled 
slightly. 

Soon it was time to go and was asking me if she could have 
her drawings (one page of them), and I said yes. Again she said she was 
going to show them to her sister. She had her beads around her neck and 
there we parted for another week. 

I was so amazed at 's progress today. She was in such a good 
mood and talked quite a lot.. .in fact, all the time. Sfae laughed more 
today than I have ever seen her laugh. I was very proud of her. 

Our bus was a little late in leaving today from the School, and 
the children were released for a playtime. , with some other chil
dren, came bounding out to the bus trying to look in the windows to see if 
she could see me. 
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Report 7 

When I went to visit this time it was raining, so we went 
into the cafeteria to work. First, I asked if she knew what a 
turkey was and if she could draw one. She did this for me. Then I 
showed her that I had brought a pine cone which could serve as a body 
for the turkey. I had drawn on paper the head, eyes, and different 
colored feathers for the turkey. I showed how we could put these 
on the turkey. cut all these out and then she pasted them on the 
pine cone. was just excited and kept saying she like this. She 
would count the feathers and name the colors of them. Then I asked 
her what else the turkey needed, and she said he needed feet. So, I 
showed how to make one out of pipe cleaners, and then she made 
the other one. made these well and put them on the turkey. 

and I watched some other children blowing plastic bubbles. 
counted them, felt them, and smelled them. She had never seen 

anything like this before. Making the turkey took most of the time, but 
and I did have time to work on our number book. We learned how to 

write the numbers six and seven. We did exercises in the book such as 
counting certain objects and then circling the correct number. We played 
a number dot to dot game which enjoyed too. I was just going to 
have learn number six this time, but it was her suggestion to learn 
number seven. I was surprised and quite pleased to see how eager she 
was. 

talked very freely with me and told me how she was going 
to eat turkey, pumpkin pie, and milk at the school on Thanksgiving. She 
asked me if I had a mother and what her name was . Then she proceeded 
to tell me about her Mom and what her name was. 

I showed the clock on the wall and asked her if she could 
see her numbers that she knew. She pointed some of them out. I was 
pleased with this. More and more likes to be around other children 
and enter in and see what they are doing. Before she was very much to 
herself. 

When we got back to the room she ran to her teacher and excitedly 
show her her turkey. This showed that she was proud of what she had 
done and took pride in her work. Her teacher commented to me on how 
much growth she had noticecTin since I had been coming. This 
made me feel as if I was accomplishing something. 

Report 8 

When 1 went into 's classroom she was very excited about 
playing records. I told her we would do this later on in the afternoon 
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after we went outside. 
and I looked at a book about animals in the zoo. 

knew quite a few of them, and the ones she didn't know she would ask 
"What's this one?" On the inside of the front cover of the book there 
was a picture. I explained this picture to by saying, "There's a 
big fuzzy lion, a little brown dog, and a big, big bird. " Then when 
we got to the back cover of the book we found the same picture. Immedi
ately said the exact same thing I had said about the front cover. 
She even used my tone of voice and expression. I was very much sur
prised to see how she imitated me! 

talked quite a bit this time. She told me how she had had 
another shot in her arm. also spotted a junior teacher walking 
across the playground with a purse very similar to mine. Suddenly she 
exclaimed, "There's a girl with a purse like yours." I hadn't even 
noticed this before pointed it out. 

drew a picture of a Christmas tree and tole me how she was 
going to have one at her house. She even drew a star on top. She drew 
a picture of herself and one of a boy. She wrote her name this time, but 
she got a few of the letters in the wrong order. She knew she had made 
a mistake, though, as soon as she had done it. 

I had cut a picture of a boy out of a coloring book and then cut the 
boy into pieces (arms, legs, head, feet, etc.). I asked if she could 
paste t.he boy together and she did it very well. I would keep asking 

what the boy needed next and she would say, "The arms," or "The 
feet, " etc. She loved this little boy and wanted to keep him to take 
home and show her mother. (I thought having make this boy would 
also help her to draw her boys with regular bodies', and not just a head 
and long legs.) 

worked some exercises in her numbers workbook, and 
she learned the number eight. She also remembered numbers six and 
seven from last week. spied my watch and noticed the numbers, 
so we played a game with my watch. I would ask her to find a certain 
number and she would point to it. Then she would go around the face of 
the clock counting and pointing to each number. 

didn't forget about playing records, and she very promptly 
reminded me. So, we went into the classroom and worked the 
record player. She put on several records, and her face would light up 
at the sound of the music. I asked her if she could sing along with the 
record and she said, "No." I knew she could, though, because her 
teacher had told me she knew several of the songs. With a little en
couragement finally sang the songs. When she saw how much I 
enjoyed her singing, she sang louder and louder. We played marching 
songs and marched like soldiers. really enjoyed this. We 
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attracted so much attention that we soon had other children marching 
with us. We played a song about bells, and got some bells and 
shook them in time to the music. 

Report 9 

Because the bus left a little early, I missed it this time. I drove 
out to School, and consequently was.about five minutes late. I had 
just barely gotten inside the school gate when came bounding out of 
the school and running across the playground to meet me. She had a 
relieved look on her face to see that I hadn't forgotten her. I explained 
to her why I was late and told her that I had driven my car. She wanted 
to see my car then. told Mrs. and Mrs. , when we got 
in the classroom that I had driven my car and missed the bus. Mrs. 
said had been in tears when she thought I wasn't going to come. 

asked right away if I had brought my umbrella because she had wanted 
to play with it. 

drew some snowmen for me after I drew one to show her how. 
Then we drew a big snowman and filled him in by pasting cotton on him. 

really enjoyed this. She kept saying, "I like this." We put eyes, 
nose, mouth, and buttons on him with a felt pen because this would write 
on the cotton. said she was going to call him Snowball. 

I brought a book with me this time called "We Read Pictures." 
(Since I have been giving these Van Alstyne Vocabulary Tests, I have 
gotten some ideas to use on .) So, and I looked throught the 
book, and I would ask her to show me the pig or show me the kite. To 
hold her interest in this I gave her the felt pen and asked her to circle 
whatever I asked her to identify. On some of the pages there were 
objects in groups of three (all the same object) only something would be 
wrong with one object. For example, there would be three wheelbarrows, 
but one wheelbarrow wouldn't have a wheel. I would ask which one 
was different, and she would show me. Then I would ask her why and 
she said, "Because this one doesn't have a tire." knew almost 
every object I asked her about. If she didn't know the name of something 
she knew what it was used for. She didn't know the word nest, for 
example, but she said, "It's for the birds." 

Next and I talked about Santa Claus. told me how she 
had seen Santa at a store when Mrs. took the class. got a 
large head of Santa Claus and traced it with my felt pen. (She loved 
that pen.) Then she drew on the eyes, nose, and mouth. She colored 
Santa's hat and eyes. Then we decided to give Santa a beard made out 
of cotton. After we finished this we put her snowman and Santa Claus 
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together with a ring, put |s name on it ( wrote it), and then 
had a book. She loved this! She showed it to Mrs. twice 

and even went around and showed it some of the other children. Then 
told me that she had made a picture for me. It was a large piece of 
paper with bright colored tissue paper pasted on it. You could tell 
was very proud of it and, I was glad to see this. 

and I also worked in our numbers workbook. First we just 
reviewed our numbers from one to eight. Again used my felt pen. 
On one page there were groups of animals on one side and numbers on 
the other side. would match the correct number of animals with the 
correct number. Another thing we did was put in missing numbers.. .such 
as: they would have 1 2 3 _ 5 6 and would have to_E>ut in the 
missing number. At first this was a little hard for her but then she caught 
on. didn't like to do this very long. She wanted to go play the 
record player. I asked her if she would sing "Soldier Boy" (her favorite 
song) for me again this week and she agreed. I think must have 
played "Soldier Boy" six times. She would sing along with the record, 
and we would march like soldiers. told me how she and her sister 
would play dolls at home. also told me how she cried when she 
thought I wasn't going to come to see her today. Then she asked me if 
it was time to go and told me to look at my watch. 

Soon it was time to go. I thanked for the pretty picture and 
told her I would see her next week. 

Report 10 

I didn't know what to get for as a present. There were many 
things I wanted to give her, but since we could only spend a given (which 
was the only way it could be) amount, I couldn't. I didn't want to get 
her just one thing in case it might get broken and then she'd have nothing. 
So I decided to get her many small things which she would enjoy. I got 
her some clay, bubbles that you blow, a magnet with things to magentize, 
a color book with crayons, and a tiny clown on sticks that jumped in the 
air. I wrapped them all up and put them in a stocking. 

was waiting for me at the classroom door. She took my hand 
and we went to the other side of the room. She asked what I brought her, 
so I told her to pull on the handle of the stocking was hanging out of the 
brown paper bag. She pulled it slowly and then said, "What's this?" 
"Is this all for me?" She seemed so'amazed and astonished. I explained 
that they were for her and told her to open them. She took them all out of 
the stocking first and kept saying, "What are these?" First she opened 
the bubbles and exclaimed, "Oh, I know what these are. These are what 
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you blow." She opened them right away and started blowing bubbles. 
Then she opened her coloring book and crayons but she wanted to save 
that till she went home. I don't think she had ever seen a magnet before 
because she was surprised to see how it picked up a tin horse and clown 
that came with it. She opened the jumping clown and loved it. She 
played with it for a long time and kept saying how much she liked it. She 
opened the clay and knew what to do with it. She made a rabbit with ears, 
legs, whiskers, etc. She had him hop around the table. Then she made 
a snake all coiled up. I think she really enjoyed her toys. My biggest 
delight was watching her face as she opened each one and played with it. 
Then she gave me a present. It was a beautiful picture made out of tissue 
paper with starch and water. When I told how much I liked it and 
patted her on the head, she just beamed. 

Then we "went outside and ran across the playground to the rings. 
She played on those with some other girls until it was time to go in. 
When we went back into the room the children sang songs to us and 
played like they were tops and jack-in-the-boxes. It was interesting to 
see the children in a group. The forward, loud children were even louder 
and the other quiet children seemed to retreat back into their own little 
shell. never said a word and never volunteered to play the bells or 
sticks yet when asked to do something, she did it well. When 
was with the other children she fell back into sucking her three fingers 
constantly. (This is a bad habit she has which may signify her insecurity.) 
The children broke the pinata and scrambled to pick up all the candy. 
was right in there with the rest. 

Then it was time to go. ran to get her stocking with the toys 
in it, and get my present for me. We said goodbye and wanted to 
give me a kiss. As I was walked down the steps from the classroom, some
one yelled, "Hey Miss ." Here came bounding after me, 
stocking in hand. "I want to walk you to the bus, " she said as she took 
hold of my hand. On the way to the bus she was showing everyone what 
Miss gave her. When we got to the bus said, "You are my 
friend, Miss ." I told her that she was my friend too, and thanked 
her again for my pretty picture. 

It seems strange to think that next Wednesday I won't go to visit 
and won't write another observation on her. I will certainly miss 

her as she has seemed to have found a place in my heart. I hope the 
person who has next semester will enjoy her as much as I have. 
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