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ABSTRACT 

In this study, the focus was on a teacher who attempted to use 

what he had defined as democratic processes i.n his teaching. The 

investigation was directed at the identification, description and analy

sis of these processes as perceived by individuals associated with this 

target teacher. The study attempted to seek answers to the question: 

Among selected school instructors and students having relatively close 

contact with a teacher who utilized "democratic processes" in his teach

ing, how was this individual perceived in his role of teacher? 

The study was predicated on four concepts: (l) position and role, 

(2) open and closed methods, (3) democratic influences, and (4) organi

zational congruity. These concepts functioned as the study's theoreti

cal framework and were used to provide direction to the study, to aid in 

organizing the data collected and to facilitate the process of describ

ing and analyzing the data. 

The high school in this study was one of six secondary schools 

located in an urban community in the southwestern United States. Par

ticipants in the study included former students who had attended the 

high school sometime during the years 1965 through 1968 and faculty 

members on the staff during the 1967-68 school year. All of the 

student participants had taken a class from the target teacher. They 

were selected by a random sampling procedure from previous years' class 

ix 



lists of the target teacher. The teachers were selected from the list 

of faculty members who had had direct contact with the target teacher. 

The target teacher had endeavored to systematically analyze his 

classroom behavior by stipulating his theory and comparing this to his 

actual teaching behavior. These statements of operational beliefs con

cerning democratic processes provided the basis for proceeding with 

the study. 

The instrument for data gathering was developed using the target 

teacher's statements of operational beliefs. A Likert-type scale with 

space provided for comments was used. The questionnaire was adminis

tered to fifty-five students and thirteen teachers. The data collected 

from the instrument were organized using pre-determined categories and 

were then analyzed employing the concepts developed for the study. 

The data collected in the study tended to agree with the descrip

tion of democratic processes established by the target teacher. Recip

rocal perceptions of his behavior suggested that he was indeed attemptin 

to follow the procedures he had defined. 

The following statements summarize the findings of the study: 

A teacher using democratic processes: 

tended to encouragc mutual respect and confidence with students, 

tended to exert some influence on student behavior patterns, 

tended to illuminate differences between school procedures and 

democratic processes. 

Students working with a teacher using democratic processes: 

tended to accept his role as one of participation. 
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tended to respond to and to participate in research and 

exploration. 

tended to consider him as helpful in working with student prob

lems . 

tended to recognize limitations of the use of democratic processes 

in school organization. 

tended to respond positively toward a role of equality and matur

ity. 

tended to recognize and to appreciate opportunities to participate 

in decision-making. 

tended to accept personal responsibility for class activity. 

Teachers associated with a teacher using democratic processes: 

tended to perceive him as interested in and concerned about 

students. 

tended to perceive him as more concerned with process and less 

concerned with content. 

hesitated to accept his procedures as successful or productive, 

hesitated to accept his role as one that could be adopted by 

them. 

tended to perceive him emphasizing conflicts with school proce

dures and policies. 



CHAPTER I 

INTRODUCTION 

Although teachers have been expected to teach about democratic 

principles and processes, there has been an apparent lack of agreement 

as to what, in fact, democracy is, how it might be taught, and how such 

instruction could be evaluated.^ Even where educators have attempted to 

define democracy, few classroom teachers have utilized teaching methods 

which illustrate democratic processes. 

In this study, the focus was on a teacher who attempted to use 

democratic processes in his classroom. The investigation was directed 

at the identification, description, and examination of perceptions of 

individuals associated with this particular teacher. A companion doc

toral study was undertaken by the teacher who was under investigation in 

this study. His study sought to describe and analyze what he considered 

to be his personal use of democratic procedures in the classroom. 

1. The following authors, among others have written on this 
subject: 

Carl Rogers, Freedom to Learn, (Columbus: Charles E. Merrill 
Publishing Company, 19691 
Gordon Hullfish and Phillip Smith, Reflective Thinking, (New 
York: Dodd, Mead and Company, 1961) 
Harold Spears, Principles of Teaching, (New York: Prentice Hall, 
Inc., 1951) 
Erich Fromm, Escapes from Freedom, (New York: Rinehart and 
Company, Inc., 1959) 

1 
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The Problem 

It was the purpose of this study to seek answers to the question: 

Among selected school instructors and students who have had relatively 

close contact with a teacher who utilized "democratic processes" in his 

teaching, how was this individual perceived in his role of teacher? 

Background of the Problem 

Democracy and democratic process are commonplace words among 

educators. Attempts to define these words and to reduce them to first-

order abstractions for purposes of observation have not been especially 

successful. 

It is common practice for teachers to suggest course objectives 

that emphasize the "development of students prepared to live in a democ

racy." It is quite uncommon to find teachers who attempt in their 

teaching to employ behavior patterns consistent with these objectives. 

The discovery of a teacher who was using classroom processes he 

defined as democratic led to this study. Since this teacher, an Ameri

can problems instructor, had already undertaken a study of his own class

room behavior, it seemed useful to identify and examine the perceptions 

of individuals having some contact with this teacher and some knowledge 

of his teaching patterns. 

Significance of the Problem 

One of the major difficulties in education is to judge the 

process of teaching and learning in terms of student development. If 

one is interested only in the acquisition of factual knowledge, learning 
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is relatively easy to judge. However, in judging factors other than 

knowledge, it is difficult to assess what, if any, genuine impact a 

teacher has on students. One quite obvious difficulty in such evalu

ation efforts is that of divorcing intellectual roles from social-

emotional ones. 

General descriptions of democracy in the classroom have often 

tended to obscure the actions and interactions of the participants. 

When teachers "teach" democratic principles to students, the instructors 

often tend to assume that democracy is "learned" and will be practiced 

by students. There is, moreover, considerable uncertainty on the part 

of most educators as to how a teacher behaves when he is conducting a 

"democratic" classroom. In this investigation, it seemed useful to 

discern and describe the perceptions of teachers and students who had 

had contact with a teacher instructing by means of "democratic processes," 

since few teachcrs have attempted its use or considered its possibili

ties in their own instructing. 

Assumptions and Limitations 

Assumptions. For the purpose of this study, certain assumptions 

were made: 

1. Teachers tend to reflect their personal attitudes and value 
commitments in their teaching behavior. 

2. Students tend to develop certain attitudes as a result of 
teacher behavior. 

3. Teachers tend to develop certain attitudes as a result of 
the behavior of fellow teachers. 
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4. Students' and teachers' perceptions of teachers are 
influenced by formal organization structure as well as by 
informal organization patterns. These perceptions tend, in 
part, to be a function of each member's position in an orga
nization . 

5. Students' and teachers' perceptions can be identified through 
the use of instruments and techniques developed for this 
purpose. 

Limitations. The study was limited as follows: 

1. It was limited to selected students and teachers who had had 
close contact with the target teacher. 

2. It was limited by the target teacher's description of 
"democratic processes" and by his use of this interpretation 
in his role of teacher. 

3. It was limited to a descriptive approach. 

Organization of the Study 

Chapter I presented the development of the study and the problem 

statement. In Chapter II, certain relevant concepts drawn from the 

social sciences are examined. These concepts were then utilized as a 

theoretical framework to: (l) organize the investigation, (2) examine 

the data, and (3) present the findings. 

In Chapter III, the setting and the background for the study are 

presented. The design of the study, including the procedure used in 

its development and execution, is described.' In Chapters IV through 

VII, the data are presented and examined. 

Chapter VIII summarizes significant findings of the study. It is 

organized around concepts developed in the theoretical framework. 

A series of concluding statements presents the investigator's interpre

tation of the study data. 



CHAPTER II 

THEORETICAL CONSIDERATIONS 

This study is predicated on four relatively recently developed 

concepts: (l) position and role, (2) open and closed methods, 

(3) democratic influences, and (4) organizational congruity. These 

concepts functioned as the substance of the study's theoretical frame

work. This framework was used to: (l) assist in providing direction 

to the study, (2) aid in organizing the data collected, and (3) facili

tate the analysis and the description of the data. 

The concept "position and role," as used in this study, refers, 

respectively, to the social location and to the action system of the 

teacher. Open and closed methods refer to two types of teacher behavior 

in the classroom. The democratic influences denote the democratic be

havioral patterns that the teacher may have encouraged among the students 

in the classroom. Organizational congruity describes the nature or 

quality of relations in the classroom as they contribute to or detract 

from the goals of the formal organization, the school. 

Position and Role 

The dual concepts of position and role have meaning in a dis

cussion of groups of persons, or social groups. Newcomb defined the 

social group as an aggregate of people who share certain norms and whose 

5 
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1 
social roles interlock. The school, although often perceived solely 

as an intellectual or academic institution, is always a social insti

tution; it is a social group, an aggregate of people sharing certain 

accepted ways of behaving or norms and interlocking roles or "meshed" 

individual action systems. Individuals in the aggregate occupy places 

and perform certain things in certain ways. The places occupied are 

positions. The things done or performed and the ways of performing or 

doing are roles. 

The Individual. Role can be identified as the behavioral pattern 

of an individual in an organization. Gage described this when he stated 

that, "The pattern of behavior of a teacher is simply an identifiable 

2 grouping of behaviors which occur in the same teacher." The motives 

of an individual's behavior generally are inferred by others in the 

group. The individual's personal motives tend to be clouded, misin

terpreted or set aside by observers. 

To some extent what a person is and what he does are determined 

by the people with whom he interacts. He is affected by various groups 

individually and collectively. Chilcott expressed this when he wrote: 

As in any native society, the newcomer to each school posi
tion, whether student or teacher, must learn certain role be
havior. He must dress in a culturally prescribed manner or 
face administrative discipline. On occasion, a child or his 
parents have objected strenuously to these clothing taboos and 

1. Theodore M. Newcotnb, Social Psychology, (New York: Holt, 
Rinehart and Winston, Inc., 1950), p. 491-2. 

2. N. L. Gage, Handbook of Research on Teaching, (Chicago: 
Rand McNally and Company, 1963), p. 451. 
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made news copy. In addition, promptness and chair alignment 
are traditional to the school culture and resistant to change. 
The student or, occasionally, the teacher who is unfamiliar 
with or opposed to the culturally prescribed school role is 
classified as a "behavior problem," he may encounter a variety 
of discipline techniques designed to coerce ascension to his 
proper role.^ 

Each group makes different demands upon its members. In addi

tion, some people are more resistant to group pressures and demands than 

are others. The impact of the group may not be absolute, in any case. 

For example, Krech and Crutchfield, in a study of personality, rejected 

the idea that personality could be reduced to a matter of roles. "The 

individual's behavior in the group," they observed, "is partly deter

mined by a basic personality which is, in a sense, beyond group control." 

Personality does not simply mirror group influences. 

The role that a person plays will reflect and, to an extent, 

shape his personality. Krech and Crutchfield stated: 

The way in which we play our group role is determined, to some 
degree by our 'original' personality makeup. But the contin
ued performance of this role—a role which the group expects 
and enforces upon us—eventually affects our basic personal
ity, reinforcing certain traits, extinguishing others.^ 

There is considerable latitude for individuality within the role 

assignment. Beyond the behaviors that are demanded and the behaviors 

3. John H. Chilcott, et al., Readings in the Socio-Cultural 
Foundations of Education, (Belmont, Calif.: Wadsworth Publishing 
Company, Inc~ 1968), p. 246. 

4. David Krech and Richard Crutchfield, Individual and Society, 
(New York: McGraw-Hill and Company., 1962), p. 487. 

5. Ibid., p. 488. 
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that are prohibited, there are many behaviors which are permitted. This 

is the area where role conflict may develop. When the individual occu

pies two positions whose roles are antagonistic, he may experience 

difficulty in performing one role or the other satisfactorily. His 

role behavior may be perceived as good, bad or indifferent, depending 

upon the point of view of group members and non-members. The resultant 

behavior of the individual will be dependent upon the pressure of the 

group, the nature of the situation, and the characteristics of the 

individual. 

Group Impact. Role exists in a reciprocal relationship between 

an individual and a group. As indicated above, what the individual 

brings to the relationship in terms of original personality and what the 

group demands, expects, or permits are but obvious dimensions of this 

relationship. As for the impact of the group upon the individual, it 

may be seen most clearly or most easily in conformity in a conflict 

situation. 

Krech has suggested that the actions and cognitions of the 

counterformist are determined as predictably by the group as are those 

of the conformist. For example, he noted, "The counterformist may . . . 

be driven at all costs to repudiate the group's beliefs or actions even 

when he perceives that the group is right.In such a case his repudi

ation of the group belief will tend to have a negative effect on his 

actions. 

6. Ibid., p. 507. 



Opposed to the extremes of the conformist and the counterformist 

is the independent, whose judgment can permit him to accept the group's 

belief or to reject it as he sees fit. He is neither susceptible to 

the pressure of the group nor alienated by it. 

One aspect of role behavior that may cause deviation from con

formity is cognitive dissonance. If there is considerable discrepancy 

between an individual's private judgment and that held by the group, 

the action taken by the individual will be related to his desire to 

conform or to remain independent. According to Krech and Crutchfield, 

He can arrive at interpretations of the cognitive discrep
ancy that will make it easier for him to resist the group pres
sure, or interpretations that make it harder for him. He can 
arrive at interpretations that serve to take the sting out of 
going along with the group in violation of his own judgment, 
or at interpretations that increase his feeling of disturbance 
in so doing.^ 

In cases involving dissonance, the actual behavior may be determined by 

a desire for independence from group expectations. 

Position. The social location of an individual in an organiza

tion is referred to as position. The concept of position is static as 

O 
contrasted with the concept of role. Role, in fact, can be described 

as the dynamic and concrete aspect of status or position. "In formal 

organizations," Hartley stated, "positions and their associated roles 

tend to be designated by tables of organization and to persist while 

7. Ibid., p. 516. 

8. John T. Doby, Introduction to Social Psychology, (New York: 
Appleton-Century-Crofts, 1966), p. 17. 
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the individuals who occupy the positions and play the roles come and 

go."9 

Social locations are referred to as positions and their associ

ated action-patterns as roles. The resulting behavior of the individual 

will be dependent upon the pressure of the group, the nature of the 

situation, and the characteristics of the individual. 

The Role of Teacher. These behavioral patterns indicate the type 

of role the individual has adopted for a particular position. The be

havior can be categorized as stereotyped or non-stereotyped. The stereo

typed role of the teacher has been identified by Waller. "There is first 

that certain inflexibility or unbendingness of personality which is 

thought to mark the person who has taught."'''® He also described the 

teacher as marked by reserve and ". . .by certain outward barriers which 

prevent all and sundry from coming into contact with the man behind the 

mask."^ 

The stereotyped role is formal, dignified in the sense of ab

normal concern over a restricted role and the status that goes with it. 

Waller described this role as having the authoritative manner which 

evolved from a teacher's dealing with students. In this role, "He rules 

1 2  
over the petty concerns of children as a Jehovah." 

9. Eugene L. Hartley and Ruth F.. Hartley, Fundamentals of 
Social Psychology, (New York: Alfred A. Knopf, 1952), p. 494. 

10. Willard Waller, The Sociology of Teaching, (New York: John 
Wiley & Sons, 1965), p. 381. 

11. Ibid., p. 381. 

12. Ibid., p. 382. 
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In the stereotyped role, the relationships of the teacher and 

students can be described as special forms of dominance and subordina

tion. The teacher is a taskmaster, a hard man, who must maintain poise 

before the students and must force the group to adapt to him. 

The role, however, can also be perceived as non-stereotyped. If 

the teacher determines to adopt behavior patterns that do not conform 

to a stereotyped position, his behavior may be identified by a different 

set of actions. 

The non-stereotyped role may be identified by teacher flexibility 

in action and willingness to recognize, analyze, and accept student 

action. The teacher may desire to participate as an equal, sharing 

intei'ests and considering common concerns. 

The occupant of a non-stereotyped role will not be perceived as 

the "patriarch" or as the "executive" type . Relationships among partic

ipants will be informal and indirect rather than dominant and submissive. 

The teacher performing a non-stereotyped role will not conform to the 

position merely for the sake of conformity. The role will suggest action 

as an independent, and the occupant of the role will make value judg

ments on the basis of each situation. 

Open and Closed Methods 

Classrooms can be considered miniature social systems, in which 

certain values are being developed because of the kinds of conditions 

which may be present. This development occurs whether the teacher 

realizes it or not. 



Methods used in classrooms may be considered open or closed, 

and may mirror open and closed methods found in society at large. Des

criptive criteria for open and closed classrooms have been developed. 

Using these criteria, an investigator can, very often, identify class

rooms as ranging along the open-closed continuum. 

The Closed Method. The closed method is often thought of as 

13 
teacher-centered. Individual students generally tend to take their 

signals from the teacher. The usual action sequence is: (1) assign

ment, (2) recitation, and (3) examination. Learning, for the student, 

tends to be an "other directed" activity where self-direction is dis

couraged. 

The teacher emerges as a main source of knowledge in the closed 

system. The acquisition of factual information tends to be the chief 

learning activity. Conformity is fostered, since, for the student, this 

is the route to "success." 

The Open Method. The open method can be considered to be pupil-

centered.-^ The teacher tends not to be an authoritarian, and individual 

pupils often communicate directly with each other. In such a setting, 

the teacher tends to become a resource person and encourages critical 

thinking. 

Several features of the open method can be identified. Self-

direction can be observed in the classroom situation. Spears has 

13. Mario D. Fantini, "Open and Closed Classrooms," The Clearing 
House, XXXVII, (October, 1962), p. 106. 

14. Ibid., p. 106. 
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described it thus: "... learning is an active thing, it comes from 

within, and it is achieved through the learner's doing something about 

or with his surroundings: people and things."^ The open method, 

furthermore, can be identified by the quality and quantity of student 

participation. Where students become involved in discussion, research, 

and activity, without the restriction or confinement of the more formal 

question-answer atmosphere, the open method prevails. 

Hullfish and Smith considered it an important function for the 

teacher to encourage self-actualization. "If the teacher recognizes 

his function as that of freeing young people in the only way they can 

achieve freedom, through their individual creative efforts within the 

reflective process, he will cease emulating a quiz-master and in 

Socratic spirit, will involve students in putting their knowledge, and 

•1 ^ 
themselves together." 

Another identifying feature of the open method is the quality of 

trust that exists in teacher-student relations. Whenever thinking is 

necessary, the chance of error is present. If the student is to take 

the chance of being in error, he needs the assurance of not suffering 

because his answer differs with that of the teacher. If the answers are 

known, there may be no occasion to think. 

The open method, furthermore, can be identified by a certain ab

sence of teacher classroom structuring and a corresponding increase in 

15. Spears, op. cit., p. 94. 

16. Hullfish and Smith, op. cit., p. 200f. 
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student classroom structuring. This requires a thorough knowledge of 

the pupils, their environment and personality, not ordinarily required 

of teachers utilizing closed methods. 

Democratic Influences 

Assuming a relationship between the classroom and society, it 

would seem logical that what is being learned in the classroom should 

contribute to the preparation of individuals for their respective roles 

in society. Fantini felt this to be essential in his statement, "Values 

of freedom, creativity and self direction so basic to our society, do not 

just happen. The classroom is one of the important laboratories in the 

1 7 development process." 

In a society where democracy is the accepted way of life, the 

responsibility of the school in this regard should be considered. Spears 

emphasized the need for providing democratic social opportunities when 

he stated, "Since a person learns by doing, the school must provide 

practice in, as well as knowledge of, democratic living."*® In expand

ing on the concept, Spears suggested that students need to engage in 

planning experiences, in carrying them out, and in evaluating them. He • 

reasoned that conformity to classroom regimentation was not necessarily 

a learning situation. As he stated, "It could easily be a passive 

experience."-^ 

17. Fantini, op. ext., p. 106. 

18. Spears, op. cit., p. 96. 

19. Ibid., p. 96. 
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If, as suggested above, the concepts of democracy need to be 

operationalized in the classroom, then the teacher needs to consider his 

personal and professional behavior as part of the classroom environment. 

It may be, as Spears has said, that "The teacher who wishes to teach 

democracy must first see that his own procedures respect the principles 

20 
that he would strengthen within his pupils." Simpson concurred, 

emphasizing the need for in-school experiences of problem solving, "The 

learner should actually practice in school all the processes he will 

later need in systematically identifying and attacking novel problem 

situations. 

Democratic teacher influence can be identified with respect to 

cooperative participation in group problem-solving situations, accep

tance of responsibility, and self-discipline in persisting to seek solu

tions to problems once they are identified. As Simpson has stated, "A -

common democratic technique of problem attack is most necessary for 

22 satisfactory communication in a democracy." By practicing the process 

in the classroom, the individual is, to an extent, prepared for similar 

behavior after leaving the class. 

If the major purpose of teaching in a democratic society is to 

help the student learn to live democratically, then school experiences 

20. Ibid., p. 98. 

21. Ray H. Simpson, Improving Teaching-Learning Processes, (New 
York: Longmans, Green and Company, 1953), p. 27. 

22. Ibid., p. 27. 



in democratic processes would seem appropriate. As Stiles and Dorsey 

suggested, "The student, through participation in democratic experiences, 

23 becomes an effective democratic citizen." The use of democratic pro

cesses in the classroom may initiate the acceptance of these concepts 

for use in post-classroom situations. Such teacher influence may not be 

discernible until a later period in the life of the individual. 

Organizational Congrulty 

The term organization refers to that highly complex pattern of 

communications and other relations which a group of humans tend to 

generate. Simon suggested that the organization provides much of the 

force that molds and develops personal qualities and habits. It may be 

viewed as a means of exercising authority and influence over others.^ 

Human behavior and its effects on otliers are functions of the organiza

tional situation in which an individual is placed. 

Barnard has indicated that personal contacts and interactions 

develop within formal organizations. This he referred to as the informal 

25 organization. Further, he suggested that this informal organization is 

23. Lindley J. Stiles and Mattic F. Dorsey, Democratic Teaching 
in Secondary Schools, (Chicago: J. B. Lippincott Co., 1950), p. 101 . 

24. Herbert Simon, Administrative Behavior, (New York: Macinillan 
Company, 1957), p. 6. 

25. Chester I. Barnard, Organization and Management, (Cambridge: 
Harvard University Press, 1949), p. 112. 
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necessary to the operation of the formal organization as a means of 

". . . communication, of cohesion, and of protecting the integrity of 

the individual."^ 

To aid in understanding the development of behavioral patterns of 

humans in organizations, it is helpful to analyze the formal structure 

separate and apart from the informal operations. When analyzed sepa

rately, the influence of the formal and the informal structures on the 

individual may be more easily identified. 

The Formal Organization. The formal organization can be identi

fied and described with a considerable degree of accuracy. Formal 

authority, as a part of the formal organization, is institutionalized. 

It is ". . . legitimated by legal contracts and cultural values, and the 

27 social norms that demand compliance pervade the entire community." 

Once the organizational system has committed itself to whatever 

need or intent called it into being, social and psychological forces 

will, "... demand measures of adaption unforeseen by the initiators 

of the action and may, indeed, result in a deflection of their original 

28 goals." These forces produce new goals and new objectives once the 

original ones have largely been attained and have lost their earlier 

significance. 

26. Ibid., p. 112. 

27. Robert Dubin, The World of Work, (Englewood Cliffs: Prentice 
Hall, Inc., 1958), p. 22. 

28. Philip Selznick, "A Theory of Organizational Commitments," 
Reader in Bureaucracy, (New York: The Free Press, 1952), p. 198. 



An authority relation exists in the functioning organization. 

Where choices are possible, decisions are necessary. This has led to 

centralizing the decision-making process in an authority holder. His 

authority may be viewed as a legitimate power where it commands willing 

compliance. It does, however, require a certain amount of voluntary 

submission. Barnard has stated that "A subordinate is said to accept 

authority whenever he permits his behavior to be guided by a decision 

reached by another, without independently examining the merits of that 

decision."29 Blau indicated, however, that another factor may have in

fluenced the behavior. He suggested that compliance was voluntary for 

the members as a group, but that social constraints make it compelling 

on  
for the individual as a member of the group. 

Every position has a potential sphere of influence, a possible 

31 effect on the performance of role in some other position. Each posi

tion and its associated role contributes to the total program. These 

positions, taken together, form structures of dependent tasks, which 

represent power in the organization. These structures tend to be more 

or less permanent—the behaviors of the various members are related in 

important ways to the total power structure. Behaviors become standard

ized by the power relations that exist in the organization. 

29. Barnard, op. cit., p. 112. 

30.. Peter Blau, Exchange and Power in Social Life, (New York: 
John Wiley and Sons, 1964), p. 200. 

31. Dubin, op. cit., p. 52f. 
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Informal Organization. People working together in an organization 

tend to share common interests and responsibilities. As they work 

together, they develop certain ways of thinking, talking, and acting 

about these shared interests and responsibilities. These actions may 

have little relationship to formal organizational patterns. 

The informal organization generally will develop apart from 

institutional policies and regulations. Informal authority tends to 

emerge in any group situation and is, "... legitimated by common 

feelings of loyalty and obligation to the superior that crystallizes in 

the course of social interaction among subordinates, and emergent group 

QO 
norms thereafter enforce compliance." 

It is necessary to the maintenance of an organization for individ

uals therein to perceive the need to work toward the fulfillment of the 

formal organization's goals. The failure of members to perceive these 

goals, or the ignoring of them in favor of informal group goals, can 

produce conflict within the organization. 

In modern bureaucratic organization concerted efforts are made to 

insure that the members' perceptions are accurate. At present, the 

emphasis is on the individual in the bureaucracy and on subordinating 

the formal organization. A bureaucratic organization is increasingly 

seen as ". . .an interacting group of human personalities, and the job 

of the administrator is that of sensitizing himself to the needs, hopes, 

33 and values of the individuals with whom he works." 

32. Ibid., p. 58. 

33. Harold Hodgkinson, Education, Interaction and Social Change, 
(Englewood Cliffs: Prentice Hall, Inc., 1964), p. 28f. 
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Summary 

Certain social science concepts that seemed relevant for this 

study were considered. These concepts were drawn together as a theoret

ical framework to assist in the conduct of the study and in the pre

paration of the report. 

A person's social location in an organization is referred to as 

his position. The position becomes quite established and fixed in the 

organization. The associated action-pattern of a position is referred 

to as the role. The stereotyped role is viewed as inflexible and re

served or formal. In the stereotyped role, the teacher's concern is for 

conformity and acceptance. He tends to maintain an image which is author-

iative and dominative. Formalism is a dominant characteristic. 

The teacher who rejects the stereotyped teacher role and attempts 

to behave informally and flexibly with students is faced with a chal

lenging problem of role re-definition. The teacher, in developing a 

non-stereotyped role, would tend to become involved in group activities. 

He would, furthermore, tend toward friendship and equality with the 

student members of these groups. His approach would be informal, and 

he would seek to share student interests with them. Such a teacher 

would tend to be perceived as a non-conformist and an independent thinker 

by others in the organization. 

Another concept advanced was that concerning the democratic in

fluence of the teacher as identified in student behavior. In order for 

the teacher to exercise democratic influence among the students, it was 

assumed that all class members, including the teacher and students, 
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would need to participate fully in a variety of group activities. It 

was recognized that many people might view democratic influence differ

ently. Some may view the teacher's democratic role from a traditional 

standpoint, seeing his appropriate behavior as emphasizing status and 

ritual consciousness and accompanied by a teacher posture of directive-

ness and inflexibility. A teacher, in playing this traditional role, 

would consider standardization of product and forced learning as prin

ciples of teaching. 

The organization provides important influence in the development 

of attitudes and perceptions of its members. Human behavior is signifi

cantly affected by formal organization. Within the formal organization, 

the members tend to share common interests and develop special behavioral 

patterns which are referred to as the informal organization. Personal 

attitudes and commitments often develop in the informal organization 

which are quite apart from the formal structure. Individual member's 

perceptions and behaviors may be strongly influenced by this informal 

organization. Where organization members behave in accord with the 

expectancies of the formal organization, the term organizational con-

gruity is applied. When behavior of these members deviates from these 

expectancies, it is referred to as organizational incongruity. 

Each person views the world and all its action from a unique and 

highly individualistic viewpoint. Nothing is impartial if it is within 

the life space of the individual. His perceptions are highly selective 

and colored by personal emotions, moods, personality changes, and 

temperament. Consequently, it must be noted that the perceiver assigns 

meanings according to his needs and desires. 



CHAPTER III 

DESIGN OF THE STUDY 

Ironwood High School-*- was the school home for the participants 

interviewed in this study. In this chapter, a description of the set

ting, a presentation of some data regarding the teacher who was the 

focus of this study, and an explanation of the research instruments are 

presented. 

The Setting 

Ironwood High School was one of six high schools located in an 

urban community in the southwestern United States. It was the newest 

high school operating in the district, although population increases 

necessitated the construction of three additional high schools while 

this study was in progress. Because of heavy enrollments, the school 

had been operating on a double session schedule. 

Ironwood High School was located in a relatively new section of 

the community where most of the homes had been constructed within the 

last fifteen years. It was situated near a large military base. The 

buildings and facilities of the school were relatively new, and equip

ment was available for an educational program approved by the state 

department of education and the regional accrediting agency. 

1. This is a pseudonym as are other places and proper names in 
the study. 

22 
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Although the population of the general community included diverse 

minority groups, these were not reflected in the Ironwood School enroll

ment. This resulted from the concentration of minority groups in other 

attendance areas of the city. The enrollment figures indicated a high 

transfer and transient population which could be attributed to the 

adjacent military establishment. 

The school, which had been open for six years, was in its fourth 

year of operation under the same principal. His position in the district 

organization could be termed nearly autonomous with regard to internal 

management and operation. There was a general feeling of pride in the 

school among students and staff. The teachers generally expressed satis

faction regarding the principal's leadership. 

The social studies department in which the target teacher served 

was under the direction of a chairman who seemed to be accepted and 

respected by members of the department. He encouraged the teachers in 

his department to explore and innovate. Furthermore, he endeavored to 

satisfy their requests for instructional materials and supplies. He 

appeared interested and concerned about individual teacher classroom 

problems and situations. 

Teachers were not restricted to channeling communications through 

any set pattern. They were permitted access to any level of authority 

and position, including that of the principal. Casual observation sug

gested an informal atmosphere within the faculty where democratic 

processes obtained. Opinion varied somewhat, however, as to the 

degree of freedom extant within the faculty—and between it and the 

administrators of the school. 
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The Target Teacher 

2 
The target teacher for this study, Alfred, was a married man 

with four children ranging in age from 15 to 26 years. Two daughters 

attended college while the oldest had graduated from college. Alfred 

was 47 years of age. He resided with his family within the attendance 

area of Ironwood High School. 

Alfred taught classes in Problems of Democracy and World History. 

He had been in the local school district for eleven years and in Iron-

wood High School for four years. His teaching experience included eight 

years of college and three years of high school teaching prior to his 

assignment to Ironwood High School. 

Through the years, Alfred had gained the reputation of being a 

unique and unusual teacher. He appeared to be intent upon self-

improvement; he tended persistently to be self-critical; he consistently 

challenged the traditional patterns of behavior; and he was concerned 

with students, their welfare, their behavior, their learning habits and 

needs, and their involvement in the development of the school curriculum. 

Alfred considered the democratic process the basis of the school's con

tribution to the student. As a consequence of this, he tended to 

attract supporters as well as severe critics. 

In faculty-room discussions, teachers attempted to identify 

Alfred's theory and process and the influence on students which he 

generated with his unique classroom methods. It was only recently, 

2. The pseudonym Alfred and target teacher are used inter
changeably throughout the study. 
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however, that Alfred had begun to systematically analyze his theory and 

methods—and to generate descriptions of his classroom behavior. 

During his preliminary consideration of democracy and its func

tion in the school, the investigator's attention was directed to Alfred 

as a teacher who had recently embarked on an intensive study of his own 

teaching processes. Alfred's, study suggested a possible approach to 

useful information concerning democracy in the classroom. This investi

gator made arrangements to meet with Alfred and to become acquainted 

with his work. As a result, several further meetings were held to exam

ine and to analyze Alfred's research proposal. 

Development of the Study 

The development of this study turned on the idea that far too 

little is actually known about how people behave in schools when they 

are attempting to be democratic. It seemed to the writer that the rather 

primitive state of knowledge in this area suggested the need for careful 

descriptions of teachers and students who are, or have, engaged in demo

cratic processes in schools. It would be upon the basis of this descrip

tive material, then, that future investigations of more refined, experi

mental designs could be undertaken. The fact that the target teacher, 

Alfred, was engaged in a descriptive study of his own behavior seemed to 

open the door to further studies describing other phases of this rather 

unique teacher's classroom and school relationships. 

It was apparent from Alfred's research proposal that the percep

tions of students, teachers, and administrators who were, or had been, 

in close association with him could be of value in identifying his role 



as a teacher using democratic processes. It appeared useful, 

furthermore, to consider the behavioral descriptions of Alfred as deter

mined by people having direct contact with his methods. These consider

ations led the investigator to decide upon a study which would parallel 

Alfred's and would attempt to discover what perceptions other individ

uals might hold of the target teacher. 

Over a period of time, students, teaching associates, and adminis 

trators had formed perceptions of Alfred in his role as teacher. The 

intent of this study, then, was to identify and analyze these perception 

Because of unforeseen difficulties, data from the administrative group 

were not made available to the investigator. 

Formulation of the Instrument 

As preparation for the Study, the investigator visited the target 

teacher's school and his classroom on a regular basis. This permitted 

direct observation of the formal school structure, the informal 

administrative-teacher and student relationship patterns, the areas of 

cooperation and conflict within the organization, and the instructional 

methods and student-teacher interaction. -

Since the target teacher's behavior was under continuous obser

vation by students and associates in the school, it seemed relevant to 

identify their varied perceptions. Categories for identifying and 

describing teacher beliavior were derived from the theoretical framework 

developed in Chapter II. These included: (l) position and role, 

(2) open and closed methods, (3) democratic influences, and (4) organi

zational eongruity. The categories were then used to structure the 

normative survey instrument discussed in the following paragraphs. 
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The categories of position and role statements were developed 

for the purpose of identifying the perceptions of individuals as they 

saw the role of the target teacher. Statements derived from the target 

teacher's research proposal regarding what he perceived to be his 

teacher-behavior patterns suggested characteristics that could be identi

fied with democratic processes. Twelve survey instrument statements 

were developed in this category. (See Appendix B, page 117 for copy of 

the instrument.) 

The category of methods included the dichotomies of openness— 

closedness in the teacher's behavior, and the area of content—process 

in the method used. Six survey instrument statements were developed to 

probe for perceptions in this category. 

The democratic influence category included statements which at

tempted to identify student behaviors resulting from participation in 

the process encouraged by the target teacher—and the subsequent percep

tion of same by these students. Eleven survey instrument statements 

were included in this category. 

The fourth category, organizational congruity, attempted to 

identify teacher and student perceptions concerning the relationship of 

the target teacher to the school organizati.on. Organizational congruity, 

or the lack thereof, was considered of major importance, by the investi

gator, in the development of democratic behavior. Four survey instru

ment items were included in this category. 

It seemed appropriate to use careful construction techniques in 

the development of the instrument statements. A set of criteria 
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developed by Wang proved invaluable in avoiding common pitfalls in their 

Q 
construction. It was determined that the items in the instrument 

needed to be open-ended to permit complete freedom of expression by the 

respondents. The decision was made to use a Likert-type scale. Addi

tional space was provided beneath each statement for personal reactions 

on any of the items. The instrument was designed to be placed in the 

hands of the participant for written responses. The investigator was to 

be present to answer any questions arising during the interview. He 

would also record incidental comments made during the session which 

might be of later use. 

The initial instrument was organized from the items constructed. 

Professional techniques, as suggested in a publication by Edwards, were 

employed in this construction.^ The total number of items in the pre

liminary instrument was forty-five. A pilot study was conducted to test 

the usefulness of the instrument. Former teaching associates and former 

students of the target teacher not included in the selected population 

participated. As a result of this field test, several items proved to 

be ambiguous or unproductive for use in the study. These were revised 

or discarded. The final form of the instrument contained thirty-five 

items. 

Equivalent forms of the instrument were developed for use with 

the target teacher's associates and his students. The statements were 

3. Charles Wang, "Suggested Criteria for Writing Attitude State
ments," Journal of Social Psychology, 1932, vol. 3, p. 363-73. 

4. Allen Edwards, Techniques of Attitude Scale Construction, 
(New York: Appleton-Century-Crofts, Inc., 1957), p. 210-16. 
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identical except that the student copy used the pronouns I, me, us, and 

our, whereas the teacher copy used the terms student, they, and them. 

This was done to retain internal consistency and yet to refer to teacher 

behavior from different positions in the organization. 

After completion of the instrument, the investigator held a 

formal interview with the target teacher. At this time, he was asked 

to respond to each item. His responses and his oral comments were com

pared with the initial statements made for the study in an attempt to 

ascertain the consistency of his reported self perceptions over time. 

When completed, this interview was filed for use with the data that 

would be compiled in the study. 

Selection of the Population 

Random sampling techniques were employed in the selection of the 

population for this study. A complete list of students who had taken a 

class in Problems of Democracy from the target teacher in the 1966-67 or 

in the 1967-68 school years was made. The students selected were con

tacted by telephone, and arrangements were made for personal interviews. 

Among the forty-five students contacted, there were no refusals. 

From a list of teachers in the social studies department and other 

teachers at Ironwood High School who had had direct contact with the 

target teacher, twelve instructors were selected for a sampling of teacher 

perceptions. These twelve were contacted, and arrangements made for 

personal interviews. Again, there were no refusals. A former student-

teacher who had been assigned to the target teacher also participated in 

the study. Thus the final number of teacher-participants was thirteen. 
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Administering the Interview Schedule 

Each participant was given a copy of the questionnaire and in

structions for its use. The investigator remained available during the 

completion of the questionnaire and discussed specific items when re

quested. Any oral responses contributed by the participants were added 

to the completed questionnaires by the investigator. 

The completed questionnaires were arranged by pre-determined 

groups: (l) college students, (2) non-college students, and (3) teachers. 

Data and individual comments were tabulated and organized from the re

sults of the questionnaire. 

Summary 

A description of the environment, the target teacher, and the 

research instrument were presented in this chapter to indicate factors 

that may have influenced the perceptions formed by participants in the 

study regarding the target teacher. The following four chapters present 

the data obtained from the questionnaires and an examination of these 

data within the theoretical framework developed in Chapter II. 



CHAPTER IV 

PRESENTATION OF DATA AND EXAMINATION OF CONTENTS: 

POSITION AND ROLE 

In this and the following three chapters selected data regarding 

the perceptions of the participants in the study were presented and 

examined. The data derived from the questionnaires were tabulated for 

convenience in-describing and examining the reported perceptions. Each 

of these tables consisted of: (1) a specific question, (2) the responses 

of the three groups of participants, and (3) the total for the three 

groups. 

The participants, as previously noted, consisted of the following 

groups which had had contact with the target teacher: (1) former students 

of the target teacher's who went on to college, (2) former students of 

the target teacher's who did not go on to college, and (3) certain of 

the target teacher's fellow instructors. A description of each group 

was included to illuminate the types of individuals sampled, including 

certain factors that may have influenced their questionnaire responses. 

The tabulated results of the interview were presented within 

the four categories of the theoretical framework: (l) position and role, 

(2) method, (3) democratic influences, and (4) organizational congruity. 

31 
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Data Regarding Participants 

Student participants were separated into two groups: individuals 

who, subsequent to contact with the target teacher, attended college 

and those who did not. The twenty-five members of the college student 

population included thirteen boys and twelve girls. Most of these 

students were freshmen in colleges on one university campus. Of these, 

a high percentage were enrolled in the liberal arts college. All student 

participants had taken a class, Problems in Democracy, in high school 

from the target teacher. Twenty of the college participants had taken 

a class with the target teacher during the school year immediately previ

ous to that in which the questionnaire was administered. The remaining 

five had had the class two years previous to this study. 

The twenty non-college students participating in the study in

cluded twelve boys and eight girls. The participants in this group had 

also taken a class, Problems in Democracy, in high school from the tar

get teacher. Eighteen of the twenty participants were employed at the 

time of the study. 

Thirteen teachers, including ten men and three women, partici

pated in the study. Of this group, one had been a student teacher work

ing with the target teacher during the semester preceding the study. 

Most of the participants were social studies teachers. The non-social 

studies teachers had had considerable personal contact with the target 

teacher. A majority of the group had three or more years of personal 

contact with the target teacher. 
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TABLE I 

DATA REGARDING COLLEGE STUDENT PARTICIPANTS 

Category Number 

Sex Boys 13 
Girls 12 

Age 18 years 18 
19 years 6 
20 years 1 

Year class was taken 1965-66 1 
1966-67 4 
1967-68 20 

College Architecture 1 
Business 4 
Earth Science 1 
Education. 1 
Engineering 2 
Fine Arts 2 
Liberal Arts 10 
Music 2 
Nursing 2 
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TABLE II 

DATA REGARDING NON-COLLEGE STUDENT PARTICIPANTS 

Category Number 

Sex Boys 12 
Girls 8 

Age 18 years 10 
19 years 7 
20 years 3 

Year class was taken 1965-66 3 
1966-67 7 
1967-68 10 

Employment status Vocational 8 
Technical 6 
Other 4 
Unemployed 2 

TABLE III 

DATA REGARDING TEACHER PARTICIPANTS 

Category Number 

Sex Male 10 
Female 3 

Years of experience 1-2 years 2 
3-4 years 4 
5 or more 6 

Teaching field Social Studies 9 
Science 2 
English 1 
Library 1 

Personal contact 1 year 3 
2 years 2 
3 years 3 
4 or more 5 
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Position and Role 

The first category of statements used in this study was that con

cerned with the position and role of the target teacher. His defini

tion of his role was used to develop statements of teacher-behavior 

patterns. These statements, in turn, were employed to obtain the per

ceptions of his fellow teachers and former students. 

The target teacher's position, as he defined it, was one of 

equality with students. He perceived of his role as a participatory 

one. (See Appendix A, page 111) The questionnaire was developed, in 

part, to discover how his colleagues and his former students perceived 

his role. 

i 
The Interested Teacher Question 

Statement 1-3. I see Alfred as a teacher who attempts to identify 

my interests: 

strongly strongly 
agree agree uncertain disagree disagree 

+ 
C " 
N 

2 . 0  1 . 0  . 0  - 1 . 0  - 2 . 0  

+ composite score 1.1 N non-college score 1.1 
C college score 1.1 T teacher score 1.0 

The statement was derived from the target teacher's stated con

cern for student interests. Statement 1-3 identified his role as one of 

1. Cf. Appendix C for a tabular presentation of the data re
flected on this scale. Each such scale presented hereafter will have a 
corresponding tabular presentation in Appendix C. 
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actively seeking student interests. Two participants, one teacher and 

•one college student, disagreed with the statement. Seventeen college 

students, seventeen non-college students and nine teachers agreed. 

Seven college students, three non-college students and three teachers 

were uncertain. 

Examination of Comments. The target teacher described his ap

proach as, "seeking clues to interests which may be shared in the 

problem solving process."^ Several students commented about the empha

sis he placed on this concept: 

He asked what you want to talk about at the beginning of class. 

He stressed his opinion that students should not sit idly. 
They should find out what interests them and get involved 
with it. 

He often asks students what we are interested in and what 
we want to discuss. 

He was always willing to discuss the issues that the students 
were interested in. 

He seemed interested in what I say and we had numerous spirited 
debates and discussions. 

The students considered Alfred's role behavior as quite different 

from that of most teachers they had encountered. He sought student 

interests rather than attempting to present self-selected materials. 

One student responded negatively to Statement 1-3: "If there 

were attempts at this I did not observe them," he stated. Ten students 

gave "uncertain" as their response. Three commented that they did not 

understand what was meant by "interests." 

2. Cf. Appendix A, page 111. 
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Most of the teachers agreed with the statement that Alfred 

sought to identify student interests. For example, one commented, 

"This seems to be the essence of his approach." One teacher with a 

differing view, however, stated, "Interests of students and course objec

tives may be two different areas." 

In seeking student interests, Alfred tended to move away from the 

traditional subject centered approach. The comments seemed to suggest 

that an important part of his role behavior was to draw out student 

interests and utilize them for discussion purposes. A flexible situa

tion apparently developed in Alfred's classroom where student ideas and 

interests were central in the instructional process. 

The Accepted Student Question 

Statement IT.-2. I see Alfred as a teacher who considers me an 

equal: 

strongly strongly 
agree agree uncertain disagree disagree 

-1-
C T N 

2 . 0  1 . 0  . 0  - 1 . 0  - 2 . 0  

+ composite score 1.3 N non-college score 1.2 
C college score 1.5 T teacher score 1.3 

i 
The statement suggested that the target teacher considered the 

student his equal. There was little disagreement or uncertainty regard

ing this statement. Twenty-two of the twenty-five college students, all 

twenty non-colloge students and eleven of the thirteen teachers agreed 

with the statement. One college student and two non-college students 

disagreed. Two teachers marked "uncertain." 
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Examination of Comments. The term equal tended to elicit 

comments from the students. Several suggested a certain quality to the 

word "equal," as used by Alfred, which they wanted to define. 

What is equal? There has never been a time that he has not 
listened, discussed or contemplated a student's plea or 
argument. I might add, never once with an authoritative 
image. 

He didn't treat us as equals, he treated us as human beings 
which most teachers don't. 

Not equal as such, but as individuals. 

He will listen to and consider all opinions you may have. 

He never thought he was better, just because your ideas 
differed from his. He usually was happier when they did 
differ. 

Equal in all respects except experience and the knowledge 
gained through it. 

One student considered Alfred's approach to student-teacher 

equality a facade. The student's comment suggested something quite 

different from the students' comments cited above. "He may have given 

the appearance that he thought of me as equal, but in reality I think he 

felt that my opinions were far inferior to his." 

Although ten of the thirteen teachers marked the scale "agree," 

some of their comments revealed doubt about Alfred's intent. 

He proclaims it—equal in what areas? 

Many students have lost their respect for him. 

He says that he does; he uses devices such as first names. 
Yet I am not sure. There is a subtle—or should I say un
conscious—domination. 

At least a pretense is made. 
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The term equal—within the class and in terms of creating 
what was happening and will happen—I agree. However, he 
has expertise in many areas which permits him to operate 
this way. 

The students generally considered this role behavior refreshing, 

stimulating and of worth in the classroom. Alfred's role seemed to be 

one of friendship and participation with students. Teaching associates 

reported seeing Alfred as a counterconformist. The possibility of some 

cognitive dissonance was suggested in such statements as, "He says he 

does," and, "At least a pretense is made." This role behavior appeared 

to reflect teacher informality and flexibility. Becoming a participant 

with the students tended to require that the target teacher set aside 

the dominating and controlling aspects usually expected in the stereo

typed teacher role. 

The Teacher Status Question 

Statement II-3. I see Alfred as a teacher who insists that 

I respect his role as a teacher: 

strongly strongly 
agree agree uncertain disagree disagree 

I T 
I 

2 . 0  1 . 0  . 0  - 1 . 0  - 2 . 0  

+ composite score -1.0 N non-college score -1.0 
C college score -1.0 T teacher score -1.3 

The statement stressed the importance of respect for the role of 

the teacher. Seventeen of the twenty-five college students responding 
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disagreed with the statement. Four college students agreed and three 

were uncertain. Fourteen of the twenty non-college students disagreed 

with the statement while six were uncertain. Eleven of the thirteen 

teachers disagreed and two were uncertain. No non-college students or 

teachers agreed with this statement. 

Examination of Comments. This statement generated considerable 

response, particularly from students. A majority of the students re

acted favorably to Alfred's role: 

He wants us to trea:t him like a friend; not a superior being. 

He wanted us to respect him as a person. He didn't like the 
barriers placed between students and teachers. 

In class one felt more as though it was a discussion, not a 
teacher-class relationship. 

He knows that it isn't the role of the teacher which demands 
respect, but the person assuming the role. 

He does not consider the student below his level. 

I always felt that he didn't want students to feel he was a 
teacher, but to treat him as one of our friends. 

He feels we are his equal and no teacher should completely 
dominate a class. Learning should be left to the individual 
and his interests. 

.One does not have to insist upon a stand that is so obvious. 
Respect comes naturally. 

He feels a teacher is no better than anyone else. All people 
should be respected, but not just because they hold a certain 
position. 

He tried to become one of us. The class atmosphere was one 
of informality. 

Some student comments suggested that Alfred was not concerned 

about how others perceived him in this role. In addition to not seeing 
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him as insisting on respect for his role, some also perceived him as 

unconcerned about others reactions to his role behavior. 

I feel that he really doesn't care what people think of him. 

He demanded no respect from others in that he allowed chaps 
to prevail in the classroom. 

He insisted on nothing. 

Comments of the three college students agreeing with the state

ment were also of interest. One student perceived Alfred as striving 

for respect from his students; the other two students did not see him as * 

focusing directly on this goal. 

I lean toward the positive side of uncertain, because he 
maintains the respect of the class to keep it an organized 
discussion. 

He did not insist on respect as such. He was definitely 
the man in charge. However, he did not take the position 
that everything he said was right and not to be disputed. 

He seemed to want us to think he didn't expect the respect 
where actually he did want it. 

Most of the teachers agreed that he did not insist on respect for 

his role. They did not, however, comment with as much enthusiasm as did 

the student. 

Insists is a strong word for Alfred. 

I feel that he achieves this respect as much as anyone, but not 
by insisting on it, but by living it. 

He disturbs some teachers by allowing students to call him by 
his first name. 

Several teachers failed to comment on this statement. 

The respondents generally agreed that the target teacher did not 

insist on respect from his students. Alfred's lack of insistence for 
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respect seemed to be one of counterconformism. Student responses 

suggested that he attained respect by not seelcing it. They saw him as 

setting aside the stereotyped teacher role of insisting on respect from 

young people in order to work with students as a friend and participant 

in the classroom process. 

The Teacher Favorites Question 

Statement II-4. I see Alfred as a teacher who plays favorites: 

strongly strongly 
agree agree uncertain disagree disagree 

•I-
T c N 

2 . 0  1 . 0  . 0  - 1 . 0  - 2 . 0  

+ composite score -1.1 N non-college score -1.5 
C college score -1.0 T teacher score -0.5 

This statement was included to discover any perceptions suggesting 

that the target teacher tended to favor some students over others. Two 

college students agreed with the statement. Nineteen of the twenty-five 

college students and nineteen of the twenty non-college students dis

agreed. Teachers were somewhat less certain in their responses. Two 

teachers agreed with the statement, five disagreed and six were uncer

tain . 

Examination of Comments. Student reaction to this statement 

generally was one of disagreement. Several comments were short and 

direct; 

Definitely did not, maybe he should have. 

All students were treated equally. 
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All equal. 

He tries to give equal attention to every student. 

He is interested in everyone. He likes everyone—no favorites. 

Some comments tended to suggest favoritism, although there was no 

indication that the target teacher intentionally attempted this: 

Of course his favorites are the ones that respond to his method 
of teaching. 

He naturally has a slight tendency to favor those who contribute 
to the discussion. 

He likes people who present strong arguments or disagreements. 

One teacher suggested an interesting perception when she com

mented that Alfred tended to draw favorites into his circle of associ

ates, "He says no—yet there is a definite group of disciples who fre

quent the office." 

Alfred's role was generally perceived as one of avoiding favor

ites. It is possible, however, that he may have encouraged a particular 

type of student to respond more frequently than other types. 

The Omnipotent Teacher Question 

Statement II-5. I see Alfred as believing he brings the truth 

and enlightenment to us: 

strongly strongly 
agree agree uncertain disagree disagree 

1 + £ 

2 . 0  1 . 0  . 0  - 1 . 0  - 2 . 0  

+ composite score -0.1 N non-college score +0.05 
C college score -0.6 T teacher score +0.75 
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This statement was designed to test the participant perceptions 

concerning another facet of the target teacher's role. The responses 

varied extensively within each of the three groups. Six college students 

agreed with the statement that Alfred brought truth and enlightenment, 

while sixteen disagreed and three were uncertain. Non-college students 

were even more divided in their responses: nine agreed, seven dis

agreed and four were uncertain. Teachers were more strongly in agree

ment with the statement than were students: nine agreed, two disagreed 

and two were uncertain. 

Examination of Comments. College students tended to perceive 

Alfred's i-ole as one encouraging the presentation of theories and opin

ions to be challenged and discussed. Their comments generally suggested 

this. 

I see him as a teacher who uses extreme ideas to bring out some 
moderate thoughts from his students (which is very different 
from present educational situations). 

He re-introduced to me the word why, which is a word that many 
people don't like to hear. 

He brings up his own opinions and ideas but never states or tries 
to impress upon us that these are absolutely right. 

He is always careful to say something to the effect, "I'm not 
sure whether this is right or wrong" before or after he has 
stated his own opinion or idea. 

He sort of presents new theories and throws them at the students 
for them to mull. 

Just different ideas and theories. 

He wants us to make our own decision, but does raise the issues 
to our interests. 

He never attempted to change our convictions and never really 
told us what his were. 
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No, he does not pretend to have anything but his own opinions. 
He welcomed other conflicting opinions. 

Non-college students were more willing to accept his presentations 

as truth than were college students. There were fewer comments from this 

group. 

His process is the truth and enlightenment. 

He feels he is presenting the truth which (according to him) is 
primarily against what society accepts. 

A few responses were of another type. These suggested that Alfred 

tended to take the ideas and opinions he advanced in class seriously. 

I don't believe he regards himself as omniscient. However, 
I think he believed some of his meaningless or average ideas 
were quite profound. 

I agree a little; my reaction to his feelings about this are 
fairly typical. Most of us thought he saw himself as a savior 
figure. 

Although nine of the thirteen teachers perceived Alfred as 

believing this statement, they did not comment, evidently feeling that 

such was unnecessary. 

The comments regarding this statement seemed to suggest that 

Alfred's role was seen as one of independence and no mirror of the roles 

enacted by other teachers. Responses differed within student groups and 

also differed between the groups. Students tended to respond differen

tially to Alfred's classroom posture. Non-college students were quite 

uncertain about the seriousness with which Alfred regarded himself and 

his statements while college students tended to reject the suggestion 

that he took himself very seriously. Teachers, on the other hand, were 

in much stronger agreement with the statement than the student groups, 

but they failed to indicate reasons for this perception. 



46 

The Concerned Teacher Question 

Statement III-l. I see Alfred as a teacher who considers our 

interests and concerns as important for our group problem solving: 

strongly strongly 
agree agree uncertain disagree disagree 

+ 
T N ( i 1 

J 1 
2 .0  1 .0  .0  -1 .0  -2 .0  

+ composite score 1.2 N non-college score 1.2 
C college score 1.0 . T teacher score 1.7 

The statement was used to identify perceptions regarding the 

target teacher's use of student interests in group problem-solving situ

ations. Here again, as in statement 1-3, there tended to be strong 

agreement in all three groups of participants. Only one college student 

disagreed with the statement, while five college students and four non-

college students were uncertain. All the teachers were in agreement 

with the statement. 

Examination of Comments. The high percentage of agreement among 

all groups suggested acceptance of this concept as part of the target 

teacher's role. The few comments included in their responses described 

Alfred's concern for the students' interests. 

The interest and concerns we have are mostly the problems we 
have today in America and these were usually topics of dis
cussion . 

This seemed to be one of his main objectives. He made us feel 
that our opinions were important. 

My group was organized by the students and he respected our 
ideas. 



Teachers were strongly in agreement with the statement. However, 

their comments did not seem to support the statement. Several teachers' 

comments indicated skepticism, one about the problem solving itself and 

the other concerning the effects on students of the process. 

But I don't think that any more problem solving goes on in his 
class than in other class. 

I feel he is trying to do this, but many students I know come 
away very disturbed. 

Alfred was perceived by all three groups of participants in the 

study as a teacher who considered student interests and concerns impor

tant for group problem solving. They tended to agree that his role was 

one of sharing interests and concerns with students. 

The Teacher-Director Question 

Statement III-2. I see Alfred as a teacher who selects problems 

he prefers for our study; 

strongly 
agree agree uncertain 

+ 
N 

disagree 

C 

strongly 
disagree 

2 . 0  1 . 0  

+ composite score 
C college score 

-0.4 
-0.8 

- 1 . 0  - 2 . 0  

N non-college score -0.4 
T teacher score +0.25 

The statement referred to the teacher's role as selecting the 

problems he preferred for student study. The majority of participants 

did not see the target teacher as using this approach. Six college 

students agreed, and nineteen disagreed. Four non-college students 

agreed, while four were uncertain and twelve disagreed. The 



teacher-group responses differed quite sharply from the student 

responses. Six teachers agreed with the statement, four were uncertain 

and three disagreed. 

Examination of Comments. The statement suggested a teacher-

dominating role. Both student groups presented considerable comment in 

expressing their reasons for not agreeing. 

He constantly solicits the class for ideas on what to do. 

He permits students to choose the subject. 

He may suggest or bring up an issue, but he does not press the 
issue on the class. 

Encourages students to express theirs... 

It's up to the students. 

He usually let us talk about the things which were bothering 
us. Also, we could bring in our own speakers. 

In class we always chose what we were to talk about. 

If we are interested enough we can run the class—entirely. 

He welcomed independent study. 

In classroom experiences, he was famous for his decisions to 
give the student the freedom of his mind. 

Some students disagreed in marking the scale, but then modified 

this position in their comments. They suggested situations where 

teacher selection of problems was necessary. 

He selects problems to study only when he gets no response from 
the class. These problems were usually geared at getting the 
class to respond. 

Of course there is bound to be a bit of prejudice in choice— 
but he is fair to all problems. 

He may do this if we do not raise any problems for discussion. 

If no one has a subject he has one. 



Students agreeing with the teacher-dominating role commented as 

follows: 

But he gives us a wide variety of choices to learn from. 

He kept within the limits of American problems. 

He doesn't necessarily select the problems but points us in 
the direction he prefers. 

Teachers were more in agreement with the statement than were 

students. The teachers' comments indicated that the target teacher un

obtrusively directed the selection of problems for use in the classroom. 

His attitude and approach tend to lead students to social prob
lem orientation. 

I would not believe that he would feel he does—but his theories 
do emerge as dominant in the classroom. 

This he does—but subtly. 

Some inconsistency was suggested in the teacher responses con

cerning the two preceding statements. Teachers were unanimously agreed 

that he considered student interests' important for group problem-solving, 

but they saw him as determing the problems he preferred for student 

study. 

Alfred's role was perceived as avoiding authoritarianism. He 

tended to move away from the patriarch or executive type role toward 

that of the participant interested in sharing ideas with his students. 

The Reactive Method Question 

Statement III-3. I see Alfred as a teacher who takes way out 

positions to get me to react: 
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strongly strongly 
agree agree uncertain disagree disagree 

+ 

C T N 

2 . 0  1 . 0  . 0  - 1 . 0  - 2 . 0  

+ composite score 0.65 N non-college score 0.25 
C college score 0.9 T teacher score 0.75 

The statement pertained to the positions the target teacher took 

on various issues in attempts to involve the students in discussions. 

The consensus of the three groups was that he took unusual positions to 

elicit student reactions. Twenty-one of the twenty-five college students 

agreed, while only three disagreed. Ten of the twenty non-college 

students agreed, six disagreed and four were uncertain. Nine teachers 

agreed, two disagreed and two were uncertain. 

Examination of Comments• Most student responses agreed with the 

statement of the role. 

He would make some surprising statements that could only be meant 
to stir up interest. 

At the beginning of the year I thought he was nuts until I real
ized he was trying to provoke a reaction—I think this technique 
highly successful. 

He always seemed to try to find the most suitable means to stimu
late—at times they did seem very uncommon to the standard high 
school teaching codes. 

I never believed that he really believed in everything he said. 
I think he took way out positions simply to arouse our attention 
and make us state our feelings. 

He usually took the unaccepted position or the opposite position 
to make me defend my beliefs and also to see the other side. 

Several students did not consider his positions as extreme and 

commented, accordingly. 



His ideas are not that way out, but he does get reaction. 

He may use gimmicks to some extent, but they aren't way out. 

Teachers also agreed that he used this procedure in order to 

involve students in dialogue, although their comments suggested no nega

tive reaction to this behavior. 

Does a good job at times. 

Perhaps slanted or overstated would be better than way out. 

Though not certain from what I can gather in my talk with him, 
I suspect that he uses this technique on occasions. 

He does this with his own peer groups. 

The students considered his role enactment as most stimulating. 

He appeared as a counterconformist in his attempt to move from the 

stereotyped role of formalism and inflexibility to informality and 

flexibility. Teachers tended to perceive this as his assumed role. 

The Assisting Teacher Question 

Statement IV-1. I see Alfred as a teacher who assists our groups 

when we are involved in problem solving: 

strongly strongly 
agree agree uncertain disagree disagree 

+ 

C T 
N 

2 . 0  1 . 0  0 - 1 . 0  -2.0 

+ composite score 1.0 
C college score 1.2 

N non-college score 
T teacher score 

1 . 2  
0.5 

This statement was the first of a series of three statements 

suggesting a type of participation used in small study groups by the 
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target teacher. Twenty-one of the twenty-five college students and 

eighteen of the twenty non-college students saw him as assisting in group 

sessions. There were no students disagreeing, but six were uncertain. 

Eight teachers agreed, while four disagreed and one was uncertain. 

The Distant Teacher Question 

Statement IV-2. I see Alfred as a teacher who holds himself aloof 

from our problem solving groups: 

strongly 
agree agree uncertain disagree 

+ 

strongly 
disagree 

2 . 0  1 . 0  

C N 
T 

-1.0 

+ composite score 
C college score 

- 1 . 2  
-1.2 

-2.0 

N non-college score 
T teacher score 

-1.4 
-1.4 

This statement pictured the target teacher as one whose role is 

that of holding himself aloof from the groups. The response was almost 

unanimous in disagreement—only two participants, one college student 

and one teacher, agreed. Four college students were uncertain. 

The Dominating Teacher Question 

Statement IV-3. I see Alfred as a teacher who dominates our 

problem solving groups: 

strongly 
agree agree uncertain disagree 

strongly 
disagree 

T 
I ; C 

2 . 0  1 . 0  

+ composite score 
C college score 

- 1 . 0  
- 1 . 2  

-1.0 -2.0 

N non-college score -1.0 
T teacher score -0.4 
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The statement presented a third position which the teacher might 

take—as dominator of the group session. As in the response to the pre

vious statement, the general consensus was that of disagreement, although 

there were two college students and two non-college students who agreed. 

Only three college students and one non-college student were uncertain. 

The perceptions of the teacher group varied slightly from their percep

tions in the previous two related statements. Four teachers considered 

him as dominating the group, six disagreed and three were uncertain. 

Examination of Comments. Although the scale responses were fairly 

consistent for the three statements, the comments did tend to vary. 

Many student comments referred to Alfred's role as one of assisting 

their efforts. 

We would come to him if we needed help—also he asked how we 
were doing. 

Always interested in us but assists us only when asked. 

He works to keep it going and often lends new insights. 

Gave many suggestions for ways to secure information on any 
subject. 

He lets the groups make their own opinions, but he will give 
his if asked. 

He will guide but not lead. 

He was there when we wanted him but he never intruded. 

He was involved and interested in what was going on but did 
not interfere. 

There were very few responses suggesting that the target teacher 

tended to dominate group discussions. The only comments of this type 

were from teachers. 
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He often blocks the process by domination. 

To the degree that the decision making process is often thwarted. 

Dominate is a strong term—directly—no; indirectly—yes. 

Once in a while he would get carried away and dominate. 

Another type of comment which appeared in several student and 

teacher responses referred to his teaching behavior as lacking direction. 

Our group never got going on anything, thus it was rather diffi
cult for anyone to get involved. 

I don't recall solving problems; only bull sessions. 

Our class never got involved enough to solve any problems. We 
mainly discussed and many times argued. 

I think he let most groups work pretty much on their own. 

He never got involved in our group although it would have been 
hard to do. 

Never, sometimes he would just come in and not say anything. 
He just let us discuss what we wanted. 

Comments of the participants were in agreement that the role as 

they perceived it was one of assisting rather than one of aloofness or 

domination. Again, he was perceived as a participant rather than an 

executive. Teaching associates were more uncertain, however, and 

' tended to perceive that his role suggested domination of discussion 

rather than participation. 

The Participating Teacher Question 

Statement VII-1. I see Alfred as a teacher who considers his 

role primarily participation with us: 



strongly 
agree agree uncertain disagree 

+ 

N C 
T 

2.0  1 .0  .0  -1 .0  -2 .0  

+ composite score 1.3 N non-college score 1.4 
C college score 1.2 T teacher score 1.4 

Responses to the final statement in this category. Statement 

VII-1, seemed to indicate the role of the target teacher as a partici

patory one. Twenty-one of the twenty-five college students agreed. The 

other four were uncertain. Eighteen of the non-college students agreed 

and two were uncertain. All the teachers perceived the target teacher 

in this role. 

Examination of Comments. There seemed to be little doubt that 

the target teacher's role was participatory. Comments tended to agree 

with the scale responses. 

I might add that while participating he supplies some very 
stimulating information. 

He was always willing to discuss and participate in almost any 
discussion. 

...and our own participation with each other and within our
selves . 

We always had an open class, he would give his views and we 
would give ours. Then we would toss them around and see what 
comes up. v 

One teacher agreed in his comment about the role, "because this 

is the way to affect attitudes, and we all think ours are best." One 

teacher agreed that the role was used but suggested some doubt in his 

comment, "but in what?" 
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Strongly 
disagree 
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Summary 

Respondents tended to perceive the target teacher's role as that 

of attempting to identify student interests. They also tended to agree 

that he tried to have students consider him as an equal, a friend, a 

participant. Teachers added comments which suggested that they had 

doubts concerning Alfred's use of equality in the classroom. 

Students and teachers agreed that the target teacher did not in

sist on respect for his role as teacher. They viewed his role as one 

of counterconformist. Student reaction was enthusiastic and positive. 

Teachers tended not to react or to comment upon this role concept and 

its value in the classroom. 

Students varied widely in their perceptions of Alfred as one who 

presented truth and enlightenment. College students perceived him as 

a challenge to their intelligence. Non-college students were more will

ing to accept his material as truth. Teachers were strongly of the 

opinion that he saw himself as the dispenser of truth and enlightenment. 

Students saw him as participant and friend; teachers tended to see him 

as a patriarch and an authoritarian. 

Participants were agreed that he was concerned about the interests 

of students. Students also agreed that he gave them considerable leeway 

in the determination of class content. They saw him as a non-conformist 

with regard to the stereotyped teacher role. On the other hand, teachers 

were of the opinion that he determined class content. 

All groups of participants agreed that he assisted classroom 

groups, that he did not hold himself aloof from their activities, and 
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that his primary role was a participatory one. In this role he tended 

to share interests with the students in an informal and flexible manner. 

Teachers perceived him as having a tendency to dominate the classroom, 

whereas students rejected this view. 



CHAPTER V 

PRESENTATION OF DATA AND EXAMINATION OF COMMENTS: METHOD 

Method 

The target teacher had, for some years, been experimenting with 

democratic processes in his classroom. Recently, for purposes of his own 

study, he had stated in some detail the processes he perceived himself 

1 
using in the classroom. From this statement certain concepts about his 

method were identified and used to develop items for the questionnaire. 

The statements were presented to the participants in order to 

obtain their perceptions of the target teacher's method. Differences in 

perceptions among students and teachers and between these groups appeared 

in the results of four of the six: statements in this category. 

The Content Question 

Statement 1-1. I see Alfred as a teacher who is concerned about 

what I learn: 

strongly strongly 
agree agree uncertain disagree disagree 

C N 1 1 
0 1 0 0 -i !o -21 

+ composite score 0.7 N non-college score 0.8 
C college score 0.9 T teacher score -0.3 

1. Cf. Appendix A for the target teacher's statements regarding 
the process. 
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The statement was directed at the perceptions of the participants 

concerning the content used by the target teacher. College and non-

college students saw the target teacher as being concerned about what 

they learned. Twenty college and fifteen non-college students felt that 

he was concerned with content, while three college and three non-college 

students were uncertain. Teachers were almost evenly divided: five 

agreed, four disagreed, and four were uncertain. 

Examination of Comments. Both college and non-college students 

felt that there was a concern for what was learned in class. Some 

students suggested that the target teacher wanted to determine the con

tent. One student commented, "He seemed to have well identified beliefs 

and naturally he would like to see his ideas shared by others." 

Other comments indicated that Alfred was more concerned with what 

the student wanted to learn than what he wanted them to learn. Selected 

comments suggesting this were: 

He wants you to learn about what you want to learn about, not 
about what others want you to learn. 

He seemed more interested in what I wanted to learn instead of 
what he wanted me to learn. 

He stated many times that it was up to the individual student 
to decide what he was to learn. 

He seems to go along pretty much with what the class is inter
ested in learning. 

The comments seemed to imply that the selection of content by 

students was a distinctive feature of the democratic process in the 

target teacher's classroom. A further comment illustrated this concern 

for student determination and application of knowledge: "He is deeply 

involved in the interest of the student and, more important, how he (the 



60 

student) can apply all he has learned to his cultural environment." 

Teacher response was evenly divided on this statement. One 

teacher agreeing with the statement, commented, "What, not in reference 

to factual information, but development of attitudes—usually Alfred's 

own." Another stated, "I feel that he feels a student should learn as 

he, the student, wants, without, in my opinion, guidance." 

Other teachers, however, were not in agreement with the statement 

Generally, they felt that he was more interested in the how rather than 

the what. As one stated, "He is more interested in the process by which 

he (the student) learns." Another observation suggested, "He is basi

cally concerned, I think, in each person following his own interests." 

Students perceived the target teacher's role as being one con

cerned about what they learned. Teachers were considerably more un

certain about this aspect. They tended to perceive the target teacher 

as being more concerned with process. This perception is reinforced 

in the following question. Student responses suggested that Alfred 

desired to encourage self-direction and exploration of student interests 

The Processes Question 

Statement 1-2. I see Alfred as a teacher who is concerned about 

how I learn: 

strongly strongly 
agree agree uncertain disagree disagree 

+ 

1 T 

T 

f C T 1 

1 | 
2 .0  1 .0  .0  -1 .0  -2 .0  

+ composite score 0.9 N non-college score 1.0 
C college score 0.9 T teacher score 0.7 
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The statement sought to determine teacher and student perceptions 

concerning the learning processes which the target teacher fostered in 

his classroom. A clear majority in all categories perceived him as 

being concerned with how the students learned. There was more agreement 

on this statement than on Statement 1-1. Nineteen college students 

agreed, three disagreed and three were uncertain. Sixteen non-college 

students agreed, two disagreed and two were uncertain. Nine teachers 

agreed, three disagreed, and one was uncertain. 

Examination of Comments. This statement suggesting that the 

target teacher was concerned about the how of learning resulted in agree

ment from all three groups. Generally, student comments placed consider

able emphasis on this concept. 

I believe he cares more that I learn than what I learn. 

Not too much on what I learn, but that I think for myself and 
form as much as possible my own opinion. 

He concerns himself with how you learn by making you get in
volved in class. 

I feel he doesn't care how, but simply that I am learning. 

He has been very active in his investigation of the students' 
learning processes. 

He presented both sides of an argument—many times, his per
sonal views were not given. He only chose the opposing view
point to make us think. 

Teacher responses tended to indicate that the target teacher was 

very concerned with processes. Some teachers, however, raised questions 

about his objectives. 

His approach seems to be a help to the better student—I wonder 
about the poor one. 
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He expects the high school student to accept more responsibility 
than he is capable of doing. 

Again he believes—or so it seems—in an intangible "democratic 
process"—learning what you are interested in is the fashion 
that you think meets your needs. 

These comments suggested the possibility of role conflict between 

Alfred and his associates. Concerning the how of his teaching, he 

tended to behave in ways which were perceived by the teachers as some

what counternormative. 

The Closed-Method Question 

Statement V-2. I see Alfred as a teacher who expects discussion 

groups to arrive at conclusions and possible solutions: 

strongly 
agree agree uncertain 

+ 

disagree 

T N 

strongly 
disagree 

2.0 1 0 

+ composite score 
C college score 

- 0 . 2  
+ 0 . 1  

-1.0 -2.0 

N non-college score -0.4 
T teacher score -0.3 

The statement suggested the directive approach as opposed to the 

non-directive or inductive method. College students tended to perceive 

the target teacher as more directive than did non-college students. 

Twelve college students agreed with the statement, nine disagreed and 

four were uncertain. Non-college students tended to perceive the target 

teacher's role as non-directive. Four non-college students agreed with 

the statement, twelve disagreed and four were uncertain. Teachers' 

responses were somewhat uncertain; two agreed, five disagreed and six 

were uncertain. 
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Examination of Comments. College students more often perceived 

Alfred as expecting them to arrive at conclusions and possible solutions 

than did non-college students and teachers. Certain of the college 

student comments follow: 

Although that is his goal, all groups don't always make conclu
sions. 

There is no point to bring up issues if you are not going to 
think of possible solutions. 

I think he at least expects them to try for solutions. 

Several students qualified their responses by suggesting that 

the target teacher tended to give more emphasis to involving the students 

in the process rather than to reaching conclusions. 

He hopes they will—his main goal is to get the class discuss
ing the problem. 

He wants to know how you would do something. 

This is up to the students, but he would like to see us make 
an attempt at it. 

It seems not conclusions or ends, but the means that he stressed. 

We seldom reached solutions, but I think just trying to solve 
the problems and learning to think along these lines is impor
tant to him. 

Teachers, in disagreeing with the statement, provided comments 

similar to those of students. 

He seems to feel exposure is more important than answers— 
especially group answers. 

They may arrive at conclusions but he feels that if they deal 
with and discuss a problem much has been accomplished. 

Alfred's role, as perceived by the students, tended to suggest 

that he encouraged student self-direction. Students also tended to 
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suggest that he encouraged teacher-student cooperative planning and 

student participation in the process. Several teachers were uncertain 

about his expectations, hut declined to comment on this statement. 

The Open-Method Question 

Statement V-3. I see Alfred as a teacher whose classes never 

reach any solutions: 

stron gly 
agree agree uncertain 

. 7 
+ 
C 

disagree 

N 

strongly 
disagree 

2 . 0  1 . 0  

+ composite score 
C college score 

-0.4 
-0.4 

.0 -1.0 -2 0 

N non-college score -0.7 
T teacher score +0.0 

This statement further explored the openness of the target 

teacher's method. Both student groups disagreed with the suggestion 

that no solutions were reached. Six college students agreed, six were 

uncertain and thirteen disagreed. Only two non-college students agreed, 

while fourteen disagreed and two were uncertain. Teachers were almost 

evenly divided on this statement—five agreed, and six disagreed. 

Examination of Comments. Most students tended to disagree with 

the suggestion that classes failed to reach solutions. Some of these 

students, however, commented that it was not always necessary or desir

able to arrive at solutions. 

Depending on what the topic was—some could only be opinionated, 
not solved. 

I don't think they should conclude. 

The problems discussed are often so controversial and complex that 
we are unable to. These, however, make the best topics. 
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Other students disagreed with the statement and commented as to 

why they perceived it thus. One observed, "The conclusion may differ 

with each person, hut conclusions are reached." Another commented, 

"I think that many students derived their own personal conclusions, how

ever, unknown to the rest of the class." 

One student, in agreeing with the statement, suggested that con

fusion was a factor in the process. "Our class never reached any 

conclusions mainly because of the confusion of the students." Another 

commented on his personal experience with the process, saying, "I never 

came to a real conclusion on anything he said in class." 

Teachers were divided in their responses to this statement. Those 

agreeing supplied no comments to illuminate their views. Comments of 

disagreement tended to parallel the responses from the students: 

It isn't necessarily a goal, but at times this is achieved. 

Insight is gained through the process of discovery and dis
cussion. 

Individual members of the class—may select a solution. 

The target teacher was perceived by the student population as 

using methods that encouraged self-directed analysis and inductive 

reasoning. Teachers tended to perceive the situation as lacking organi

zation and clear direction. 

The Laissez-Faire Question 

Statement VII-2. I see Alfred as a teacher who lets me do any

thing I want: 
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strongly 
agree uncertain . disagree disagree 

+ 

C N 
T 

2.0 1.0 .0  -1 .0  -2.0 

+ composite score 0.7 N non-college score 0.6 
C college score 0.8 T teacher score 0.6 

The statement suggested that the target teacher permitted students 

to do as they chose. Responses to this statement were positively skewed. 

All three groups tended to agree that student freedom to do anything 

desired was the target teacher's general attitude. Almost all of the 

participants reacted with certainty in responding. Only two uncertain 

responses were recorded. Nineteen college students agreed, while five 

disagreed. Fifteen non-college students agreed, but four disagreed. 

Eight teachers agreed, and four disagreed. 

Examination of Comments. The comments on Statement VII-2, re

garding student freedom to do what he wished in the target teacher's 

class, revealed several discrepancies from the scaled responses. 

Our class was allowed to do practically anything. 

He wanted us to make our own decisions even in deciding 
whether we should come to class or not. 

He generally encouraged self-direction. 

Yes in regards to what we may take up in class. 

He does but within limits. Often to keep discussion from 
being interrupted he will use his authority as a teacher. 

Study anything I want would be better wording. 

He wanted us to work on things we were interested in. 

As far as I can remember he does have sensible limits. 

strongly 
agree 
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One dissenting participant suggested something other than freedom 

as characteristic, "He seemed to say we could do and think what we 

wanted, but in the end, his views seemed to dominate the discussion." 

Alfred's action was interpreted by this student as domineering in the 

classroom. Another student saw him from the reciprocal viewpoint, "He 

would let a student do what he wanted, even if it would cause him and 

the student to get into trouble." 

Students generally perceived the target teacher's role behavior 

as one of permissiveness—of developing an atmosphere in which student 

interests are focal. Student comments did not indicate this as a 

laissez-faire situation. Rather, they tended to suggest it as a stimu

lating environment for learning and self-direction. 

The Authoritarian Question 

Statement III-4. I see Alfred as a teacher who allows a few 

persons to dominate class discussion: 

strongly 
agree agree uncertain 

T I 

+ 
C 

disagree 

N 

strongly 
disagree 

2.0 1 . 0  

+ composite score 
C college score 

-0.5 
-0 .5  

. 0  - 1 . 0  - 2 . 0  

N non-college score -0.8 
T teacher score +0.2 

This statement was also directed at perceptions concerning the 

target teacher's permissiveness in the classroom. The statement sug

gested that the target teacher allowed small groups to dominate the. 

class. In general, student responses were in disagreement with the 
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statement, while teachers seemed more uncertain. Individual comments, 

however, suggested that some respondents perceived small group domin

ation to exist in the target teacher's classroom. 

Six college students agreed, sixteen disagreed and three were un

certain. Four non-college students agreed, fifteen disagreed and one 

was uncertain. Teacher's responses were more uncertain. Four agreed, 

three disagreed and six were uncertain. 

Examination of Comments. This statement was concerned with the 

freedom of students from student small group domination. Student com

ments suggested that, although such a situation did occur, the reasons 

for such were not the fault of the teacher. 

Certain people dominated class discussion only because the 
others did not contribute anything. He tried to get comments 
from the quiet people. 

Everyone has the right to talk in his class. If it seems 
only a few are dominating the discussion, then it is because 
the others do not wish to participate. 

No, anyone can speak, but many fear the idea of discussion. 

It's not that he allows this to happen but it does when not 
too many get involved. 

In the end, a few people did most of the talking but only 
because the others choose to remain silent. 

Teacher comments on this statement indicated that some distinct 

perceptions had developed among teaching associates: 

Many students realize that what he teaches is not reality and 
they soon lose interest. 

My observations reveal that he appeals to the rebels or far 
right or left groups. 

Without having observed, I assume a few will dominate. 
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Alfred's role behavior was perceived by most of the participants 

as encouraging self-direction. Students in their comments tended to 

suggest acceptance of personal responsibility in using this technique 

and the problems created by it. Teachers, however, tended to feel that 

he dominated discussion in spite of his efforts to generate class free

dom. 

Summary 

In summary, students perceived the target teacher as concerned 

with both what they learned and how they learned. Teachers perceived 

him as being more concerned with how the students learned, and they were 

not as certain about his concern for what was learned. 

Students perceived the target teacher's role as one of using the 

open method in classroom processes. Their comments referred to self-

direction, student participation, cooperative planning and exploration. 

Teachers also referred to the openness of the classroom, but seemed to 

consider it as lack of control rather than freedom. 

Students reported an acceptance of responsibility for their own 

actions in this environment as they developed self-direction. Their 

comments supported the process while recognizing certain problems ere-
I 

ated by it. Teachers perceived the target teacher's role as one of 

dominating the class, in spite of the apparent freedom he stated he was 

attempting to develop. 



CHAPTER VI 

PRESENTATION OF DATA AND EXAMINATION OF COMMENTS: 
DEMOCRATIC INFLUENCES 

Democratic Influences 

Some democratic classroom procedures may be difficult to define, 

but the}' may be described in terms of actual behaviors that a teacher 

employs in the classroom. The target teacher stipulated certain of his 

classroom behaviors which he believed to serve democratic ends. These 

stated behaviors provided a basis for the scale associated statements 

which follow. 

The questionnaire statements concerning democratic influences at

tempted to identify student and teacher perceptions regarding the target 

teacher's classroom behaviors and attitudes. 

The Forced Interest Question 

Statement 1-4. I see Alfred as a teacher who forces his interests 

upon me: 

strongly strongly 
agree agree uncertain disagree disagree 

+ 
T N C 

0 1 0 0 -1 0 -2 

+ composite score -0.9 N non-college score -1.2 
C college score -1.3 T teacher score .3 

The statement suggested that the target teacher might have used 

undemocratic procedures in the classroom. One college student agreed 

70 
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with the idea that he forced his interests upon students, although 

twenty-two disagreed. Three non-college students agreed; seventeen dis

agreed. Teacher responses differed from student responses. Six teachers 

were in agreement with the statement, three teachers disagreed and four 

were uncertain. 

Examination of Comments. Student reaction to the statement 

centered upon the word "force." Comments from both college and non-

college students raised questions concerning the statement. 

He made us aware of his interests—he was eager for our comments 
about them. 

I don't recall any time that he tried to base an argument on 
intimidation. 

It depends on the student. I found that he presented, not 
forced, his interests. 

He brings up issues and if the class wants to follow through 
with these, fine; if not he doesn't press them. 

He lets students know his interests and talks strongly about 
them, but I never felt he forced his interests on me. 

He only lets it be known what his views are; never pressing 
them. 

The word forces isn't quite accurate. He is a bit overbear
ing, but I don't think he forced anything on us. 

On the contrary, suggests would be a more apt word than 
forces. 

He did not force anything on me. 

No student comments suggested that there was force in Alfred's method. 

Teacher response differed markedly from those of students. 

Teacher comments generally indicated a belief that, with students, he 

tended to advocate his personal convictions. 



He might be a good actor and I don't know if students know 
when he has acted or presented information, etc. 

Sometimes I feel that he may strongly push some pet ideas 
on students. 

He would assert that he does not. From the outside it seems 
there is a subtle type of pressure to take his point of view. 

The students viewed Alfred's role behavior as stimulating a de

sire for participation. He was seen by them as avoiding autocratic and 

forced learning behavior. Teachers, however, tended to perceive him as 

authoritative and domineering. It is interesting to note, in Chapter 

IV,* that these teachers perceived his role as one of seeking student 

interests, and also one in which he considers these interests as impor

tant for group problem solving. 

The Mature Student Question 

Statement II-l. I see Alfred as a teacher who considers me mature 

enough to help in establishing class goals: 

strongly strongly 
agree agree uncertain disagree disagree 

+ 

1 C T N 1 

+ composite score 1.4 N non-coil .ege score 1.2 
C college score 1.5 T teacher score 1.4 

This statement dealt with the target teacher's acceptance of 

students as mature people—who are entirely capable of establishing 

worthwhile learning goals for themselves. There were no statements of 

disagreement concerning Alfred's modus operandi in this matter. Only 

1. Cf. page 35. 
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three uncertain responses were given, one from a college student and two 

from non-college students. 

Examination of Comments. The very positive response of students 

to this statement was followed by many comments expressing satisfaction 

with the perceived behavior of the target teacher regarding this. Nega

tive comments were lacking. 

This was one of his major effects on the class. It was a new 
experience for many students to be considered competent enough 
to have a hand in deciding their education. 

Yes I thinlc this was his goal for me the student. 

A definition of mature would help, however, he has in my 
experiences with him, always valued individual participa
tion of any kind. 

He left the direction of the individual up to the individual. 

He doesn't force you to do anything. You have a say in any
thing that is done. 

Teachers were all in agreement with the statement. Comments by 

several teachers, however, suggested some doubt as to the efficacy of 

this teacher posture. 

I do not think the goals are worthwhile at times or that most 
students are even interested in the goals—these might just 
be lost. The process of solving problems in a government 
structure seems to be played up as waste of time. 

But they are not that mature. 

Definitely believes students should largely determine curriculum 
and course content. He steers them toward his pre-detennined 
goals. 

As long as they don't conflict with what he thinks important. 

It would appear that at least some teachers were not in agreement 

with the target teacher as to the level of maturity of students. 
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Surprisingly, their reactions also suggested that Alfred did not 

necessarily accept the concept either, unless it suited his program. 

One of the target teacher's major concepts,, as presented in his 

statement, was that students should be accepted as mature people. Stu-

/ 

dents perceived his role behavior as an expression of this concept. 

Teachers also perceived him working within this role, but their added 

comments tended to reject the concept. 

The Ignored Teacher Question 

Statement III-5. I see Alfred as a teacher whose class leaves 

me cold: 

strongly strongly 
agree agree uncertain disagree disagree 

N C T 

2 . 0  1 . 0  . 0  - 1 . 0  - 2 . 0  

+ composite score -1.2 N non-college score -1.1 
C college score -1.2 T teacher score -1.3 

The statement suggested that the target teacher created little or 

no psychological warmth among students. Both students and teachers re

sponded negatively to this idea. Only three students agreed while five 

were uncertain. Twenty college students and seventeen non-college stu

dents disagreed. All the teachers disagreed. 

Examination of Comments. The typical reaction to this statement 

was that Alfred's class seemed interesting and often stimulating. Com

ments from students ranged from mild satisfaction to enthusiastic 

endorsement; 
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I enjoyed his class very much. It affected me in that it 
opened up a lot of new interesting ideas. 

It never left me cold, but I never felt exactly enlightened. 

Usually will leave class with a question that bothers me and 
will continue to think about it and talk it over with others. 

You always feel something on one side or the other, never 
neutral. 

His classes stimulate almost everyone. 

One of my most enjoyable. 

It was one of the best classes I have ever had. 

Never experienced anything like it before and wasn't prepared 
to really participate. 

His classes made me upset but started me thinking about my 
beliefs. 

Teachers unanimously agreed that Alfred's classes, were of interest 

to many students. Their comments, however, raised certain doubts about 

the extent of this interest. 

For most students it is interesting; some react negatively. 

Some do and some don't. 

But at times some are not interested and a few are seldom if 
ever interested. 

I have spoken to some students who do nothing in his class 
because of him and his approach. 

The respondents did not suggest any identifiable faults or prob

lems, but merely attempted to clarify their original responses. The 

interest expressed by students seemed to indicate that the target teacher' 

role behavior agreed with his stated objective of identifying and inter

acting with students. 
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The Sensation Seeker Question 

Statement IV—4. I see Alfred as a teacher who brings in way-out 

speakers for sensation: 

strongly strongly 
agree agree uncertain disagree disagree 

| | C N | 

2.0  1 .0  .0  -1 .0  -2 .0  

+ composite score -0.4 N non-college score -0.8 
C college score -0.2 T teacher score .0 

The statement suggested that the target teacher's objective was 

to stir emotions. The results indicated considerable variation in per

ceptions. A number of responses and comments were directed at the kinds 

of speakers rather than at who made the selection. Nine college students 

agreed, thirteen disagreed and three were uncertain. Three non-college 

students agreed, fourteen disagreed and three were uncertain. The 

teachers were almost evenly divided, with six agreeing and seven dis

agreeing. 

Examination of Comments. Reaction to this statement varied among 

students. Several commented on the word "sensation" as opposed to other 

definitions of the effect sought. 

Maybe impact instead of sensation. 

For education, wants you to react, to think. 

Not so much for sensation as for a learning experience for the 
class in a different area. 

Occasionally but not for sensation. They definitely represent 
a part of our social and political systems he wants us aware 
of. 
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Perhaps some of his speakers are radical hut his intentions are 
for making his students think not just sensation as such. 

He wanted us to bring them in and always told us before hand 
those he did bring in were of interest not sensation. 

Other comments from students referred to the type of speaker 

brought in. These comments included such observations as: 

He brought pertinent speakers—if the topic was way-out then 
this applies. The word sensation I feel is excellent termin
ology . 

Way-out in sense that they have their own views and comments 
to make interesting discussions. 

As far as I am concerned, all of his speakers were interesting 
and not way-out. 

I am not sure of the reason but he did have some way-out 
speakers. 

Another type of student reaction was the suggestion that class 

members rather than the teacher invited outside speakers: 

Students, not he, brought in speakers. 

Usually he left it to the students as to which speaker they would 
like to have. 

The students brought in the speakers. He suggested certain 
speakers but the final decision was left up to the students. 

Teacher comments tended to agree with student observations: 

He seldom brings in any speaker, students do. He may suggest 
names if a student asks but usually more than one for a particu
lar topic. 

I believe that he brings them in for the purpose of representing 
all viewpoints possible. 

There was little doubt that the use of unusual speakers was part 

of the class procedure. Students seem to have accepted considerable 

responsibility for the selection and invitation of these speakers. The 
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perceptions of teachers tended to agree with student reports—the three 

groups were in accord that outside speakers had been used to create 

interest in the classroom. 

The Student Analysis Question 

Statement V-l. I see Alfred as a teacher who encourages students 

to take problems apart and put them back together in different ways: 

strongly 
agree agree 

+ 

uncertain disagree 
strongly 
disagree 

N 

2.0 1 . 0  

+ composite score 
C college score 

0.9 
1.3 

-1 .0  -2 .0  

N non-college score 0.8 
T teacher score .0 

This statement was derived from the target teacher's assertion 

that he desired to give students experiences in analysis and synthesis. 

The forty-five students, with only one exception, agreed that, in fact, 

he did provide such opportunities. Teachers were not as certain: six 

agreed, four disagreed and three were uncertain. 

Examination of Comments. Although student response was almost 

fully in agreement with the statement, relatively few comments were 

included. The few were as follows: 

He did allow for the fact that there are different ways for 
doing the same thing. 

He encouraged students to look at problems with open minds 
and weigh them objectively. 

He attempted to allow the student to explore all channels 
of a problem—suggesting interesting vehicles when he 
could. 
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The lack of further comment tended to suggest that the statement was 

relatively simple and direct and that there was little need for addi

tional interpretation. 

Teachers responded somewhat uncertainly. Few comments were in

cluded. The only negative reaction expressed some doubt about the pro

cess. One teacher stated, "Analysis and synthesis would seem irrelevant. 

Reactions more often seemed to lack depth." 

Alfred's role behavior was seen as encouraging analysis and syn

thesis. There was a lack of teacher comment, but their scale responses 

did suggest that they were quite uncertain regarding Alfred's handling 

of these cognitive functions with students. 

The Teacher Directed Goals Question 

Statement V-4. I see Alfred as a teacher who directs our learn

ing to his pre-determined goals: 

strongly 
agree agree uncertain disagree 

N 

strongly 
disagree 

2 . 0  1 . 0  

+ composite score 
C college score 

-0.3 
-0.2 

. 0  -1 .0  -2 .0  

N non-college score -0.7 
T teacher score +0.2 

The statement implied that the teacher's role was directive and 

that he actually operated in a closed, deterministic manner. Nine college 

students agreed, eleven disagreed and five were uncertain. Only two 

non-college students agreed, while fourteen disagreed and three were 

uncertain. Teacher responses differed from student responses. Six 

teachers agreed, four disagreed and three were uncertain. 



Examination of Comments. Student comments often suggested that 

the target teacher worked toward constructive and well-organized goals. 

Some students agreed with the idea of pre-determined goals. They indi

cated that these goals were carefully determined. 

I think so5 although it is well disguised. 

His pre-determined goals are solely the best learning processes. 

He never let his personal side be openly known, but he could 
have craftily brought the discussion around to his beliefs. 

Other students agreed with the teacher directed goal concept and 

attempted to explain: 

He wants us to think for ourselves. 

I think his main goal was to get us to think and participate in 
discussions. 

His goal was to get us to be active and participate and not 
be dictated to. 

I would not have believed it while in class but feel now that 
he seems to have achieved the goals that he stated in the first 
weeks. 

His goal seemed to be to teach us how to function in our society. 

Some students felt that the class goals were determined by the 

students, rather than by the teacher. Their comments insisted upon the 

student approach. 

He directs his teaching to help us learn to think but what we 
actually learn isn't determined by the teacher. 

He seemed to push us into making our own goals. 

Another point of view was expressed by one student who suggested 

that there were no pre-determined goals. He stated, "As far as I could 

tell, he never had any pre-determined goals set for our class. The 
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discussion always was on what the students wanted to talk about that 

day. Usually it was aimed at some current event of the day before." 

Some teachers tended to see Alfred as pre-determining his goals. 

A few comments suggested that this was not necessarily intentional on 

his part. 

But on a subconscious level. 

Unconsciously perhaps. 

Responses and comments to this statement seemed to suggest that 

class goals may or may not have been pre-determined, but that they were 

accepted as valid and worthwhile. The responses did not indicate 

objections to the goals as identified by individuals. Whereas students 

perceived Alfred's role as one of participation and encouragement of 

student self-direction, teachers perceived him as more of a determiner 

and director of class goals. 

The Teacher Dictator Question 

Statement VI-5. I see Alfred as a dictator. 

strongly strongly 
agree agree uncertain . disagree disagree 

+ 

1 N C 
1 T 

2 .0  1 .0  . 0  - 1 .0  -2 .0  

+ composite score -1.6 N non-college score -1.5 
C college score -1.7 T teacher score -1.7 

The statement was included to obtain participant perceptions of 

dictatorial tendencies which the target teacher may have displayed. 

Only one student response agreed with the statement. All groups were in 
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disagreement with the statement, as were many individual comments which 

reinforced their disagreement. Only two responses suggested uncertainty: 

one student and one teacher. 

Examination of Comments. There was little response to suggest 

Alfred as a dictator. Although the statement may have appeared unusual, 

responses suggested some interesting perceptions. The typical comment 

referred to his role, "He never dictated any discussions in our class." 

Some student comments suggested that Alfred assumed a role differ

ent from that they were accustomed to. 

He tried not to be the dictator of the classroom as many 
teachers are. 

A leader among equals, however, the students know he possesses 
this dictatorial power. 

Another student viewed his role as that of a moderator rather 

than that of a dictator. She stated, "He kept the class discussion in 

order, but not as a dictator. We were allowed to present our views and 

argue between ourselves. He was more like a mediator." 

Teachers also rejected the suggested dictatorial role. A few of 

their comments suggested an entirely different role behavior on Alfred's 

part. 

Just the opposite—perhaps a little too loose on control of 
his class. 

But he would like all people to be on his band wagon. More 
of an anarchist. 

Student responses suggested Alfred's use of a role in which he 

tried to avoid the traditional democratic approach. He was not per

ceived as status or ritual conscious. He appeared as desiring to be 



consultative. He accepted students as fellow participants, sharing 

their ideas and his with them. His role behavior was seen as improvisa-

tive and flexible rather than directive. 

The Non-Action Teacher Question 

Statement VII-3. I see Alfred as a teacher who talks about 

democracy, but doesn't follow"this in class: 

strongly strongly 
agree agree uncertain disagree disagree 

+ 

1 T N C 
1 

2 .0  1 .0  .0  -1 .0  -2 .0  

+ composite score -0.9 N non-college score -0.9 
C college score -1.1 T teacher score -0.5 

The statement suggested that Alfred verbalized democratic theory, 

but did not employ it in his class procedures. All three groups were in 

general disagreement with the statement. No college students agreed, 

eighteen disagreed and seven were uncertain. Two non-college students 

agreed, fourteen disagreed and four were uncertain. Three teachers 

agreed, seven disagreed and three were uncertain. 

Examination of Comments. Most of the participants saw Alfred as 

one who talked about democracy and one who behaved democratically in 

class. Several student responses were directed at his assumed democratic 

role. These included such statements as: 

Tries very hard to have pure democracy. 

His class demonstrated to me what democracy should be. 

Democracy in this case is used as meaning openness and fairness 
as opposed to closedness. 
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Immaterial—he explores—the class is asked to do so and more 
important allowed to do so. 

The major part of the time we followed a very democratic 
process. 

Two interesting student comments suggested limitations imposed 

on democratic processes by society in general and by the school in 

particular. 

He can only follow so far within the administration of the school. 

Majority rule? No, he doesn't practice that and he shouldn't. 
I don't believe democracy applies to classroom situation. 

Several teacher comments expressed some uncertainty about his 

role. Their uncertainty was derived from what they had observed in his 

classroom and the relation of this behavior to democracy as they defined 

it. 

Democracy is not doing as one pleases when he pleases. 

But his teaching will destroy it. I'm not really sure that 
I have answered this correctly. He is more liberal than 
democratic. 

I don't believe that democracy is a group of people without 
rules or respect for others. 

One teacher considered the observed role behavior as being demo

cratic if defined properly. She stated, "I think one would have to say 

democratic because the term does not preclude guidance. He certainly 

is not authoritarian." 

Alfred's role was generally perceived as one of using democratic 

processes' in the classroom. The student comments tended to suggest that 

he encouraged the use of democratic concepts in all student activities. 
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The Inefficiency Question 

Statement VII-4. I see Alfred as a teacher who attempts to use 

democratic processes in the class—the result is inefficiency: 

strongly 
agree agree uncertain disagree 

strongly 
disagree 

C N 

• 

T 

.0 1. 0 .0 -1 .0 

composite score -0.4 N non-college score 
college score -0.4 T teacher score 

This statement suggested that participants saw the use of the 

target teacher's democratic process as inefficient. Responses in all 

groups were similar to the responses in Statement VII-3. Six college 

students agreed, twelve disagreed and seven were uncertain. Four non-

college students agreed, eleven disagreed and five were uncertain. 

Three teachers agreed, seven disagreed and three were uncertain. 

Examination of Comments. The term inefficiency caused consider

able questioning among participants. There were several students who 

believed inefficiency a part of the democratic process. Their comments 

reflected this. 

Democracy is inefficient and authoritarian in a political 
context. 

I think the inefficiency, when it occurs, is from a lack of 
discipline. He should add just a small amount of discipline 
to his class. 

His processes are along the lines of the best means of learning— 
at times the democratic processes limit his acts. 

At times the democratic process can be inefficiency—it 
depends on the personality of the class. 
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He uses democratic processes but is there to control us if we 
let our discussion get too heated or noisy—a policeman. 

Some reactions indicated that the type of students determined the 

efficiency that was present in the classroom. 

Students (most of them) are unwilling to take it seriously. 
Mostly they remained apathetic. 

This could have resulted in inefficiency if some of the stu
dents who had little to say took up the time of those who 
had much to say. 

It didn't get everyone to respond probably because they didn't 
know how. 

Sometimes inefficient sometimes efficient. It depends on the 
student. 

Teachers were uncertain about the efficiency of Alfred's proce

dure. Several comments mentioned the difficulty of making this evalu

ation . 

There is a bit of wheel-spinning, but I have the same in 
mine. 

In regard to inefficiency—uncertain. 

I think he makes a sincere effort to use democratic processes—as 
to the corollary, I am not sure. 

Two teacher comments expressed disagreement with the democratic 

role. One stated, "I feel it is not a democratic process but so liberal 

that students do what they like. Some never go to class." The other 

stated, "I feel that I cannot be positive in evaluating any technique 

which differs from my own." 

Responses tended to indicate that participants did not associate 

what the target teacher described as democratic processes with ineffici

ency. Although some comments suggested some relationship between 
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democratic processes and inefficiency, the target teacher was more often 

perceived as using democratic processes and also achieving a certain 

efficiency. 

The Chaotic-Process Question 

Statement VII-5. I see Alfred as a teacher who creates chaos and 

calls it democratic behavior. 

strongly strongly 
agree agree uncertain disagree disagree 

1 T (l N 
1 1 

2 .0  1 .0  . 0  - 1 .0  -2 .0  

+ composite score -0.9 N non-college score -1.2 
C college score -1.0 T teacher score +0.1 

This was the last of the series of statements on democratic 

teacher behavior. It suggested that the target teacher's process was 

chaotic rather than democratic. A majority of students disagreed with 

the statement. Only three students agreed while three others were un

certain. Teachers were less prone to disagree. They were evenly 

divided in their responses with five agreeing, six disagreeing and two 

indicating uncertainty. 

Examination of Comments. Students generally were opposed to the 

use of the term "chaos" in describing Alfred's class. Nonetheless, they 

were observant enough to realize that it was not a "normal" class. Their 

comments suggested unusual classroom situations and their reactions to 

these situations. 



Chaos? We never had chaos, disorder, but never chaos. 

He created nothing, if chaos was created it was the students 
who created it. He gave the students their minds and the 
freedom to express themselves. 

The class sometimes became unorganized but never chaotic. 

One student, agreeing with the statement, commented on his re

action. He said, "Democracy is mob rule. In his classroom if 51% want 

to goof off then no learning occurs." Another did not agree with the 

word chaos, but referred to the reaction of several of his classmates. 

He stated, "I don't agree but know of many who have stated this." Three 

students marked agreement on the scale, but made no comment. 

Some teachers expressed doubt regarding the statement and indi

cated some hesitancy concerning their personal reactions. 

His classes tend to sound chaotic and people walk out and 
holler at him in the hall with a "Alfred, I've work to do." 

For some it may be chaos—probably for me it would be chaos— 
in the final decision only the students can evaluate this. 

Chaos is a strong word. At times it almost seems so. To be 
fair I shall say uncertain. 

Teacher comments seemed to imply that Alfred's observed behavior and 

his efforts to achieve student participation were not goals that some of 

his fellow teachers desired for their own classroom. 

Summary 

There tended to be a consistent difference of opinion between 

students and teachers in the category Democratic Influences. These 

differences were not observed as often in the scale responses to the 

statements as they were in the comments following the responses. 



Students did not see Alfred as a teacher who forced anything on 

them. Teachers, however, felt that he did attempt to force his inter

ests on the students indirectly. 

The students expressed approval of Alfred's efforts to have them 

participate in establishing class goals. They seemed to appreciate and 

react favorably to being treated maturely. Teachers were not as favor

ably impressed with the target teacher's behavior in accepting the mature 

status of the students in determination of class goals. 

Students accepted the responsibility for activities of the class. 

They indicated satisfaction with the guest speakers used and felt that 

the purpose was to stimulate experiences of analysis and synthesis. 

Teachers were in general agreement with this procedure. 

Students saw Alfred as a consultant and participant. They felt 

that they had participated in the determination of many class goals. 

Even those who indicated that Alfred pre-determined the class goals, 

accepted these as constructive and worthwhile. Teachers were more 

of the opinion that he pre-determined the classroom goals either con

sciously or unconsciously. 

Alfred was not considered a dictator by any group. Some students 

saw him as unique in not assuming this role. They appreciated his role 

as mediator and moderator. 

Teachers also failed to perceive Alfred in the role of dictator. 

More often than not, he was referred to as an anarchist or as one who 

assumed a laissez-faire role. The implication was that he had riot oper

ation;.! lized the democratic teacher role. 
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Students considered Alfred's teacher role as democratic. They 

often saw restrictions on democracy in the classroom which were accepted 

as normal. Teachers were less prone to call his role democratic. They 

evidently preferred to define democracy in terms other than the behavior 

they had observed the target teacher using. 

Inefficiency as part of the democratic classroom procedure was 

accepted by some students. Others considered the caliber of students as 

determining the quality of efficiency. Teachers were less certain, and 

they tended to refrain from comparing democracy and efficiency. 

Students rejected the use of the term chaos as descriptive of 

class behavior. They did suggest, however, that democratic procedures 

included some disorder. Teachers did not describe the class behavior as 

chaos either, but they appeared to have little desire to experience this 

behavior in their own classes. 



CHAPTER VII 

PRESENTATION OF DATA AND EXAMINATION OF STATEMENTS: 
ORGANIZATIONAL CONGRUITY 

Organizational Congruity 

The target teacher's statement referred to the teacher as working 

with the organization. The use of democratic processes requires some 

flexibility to meet the needs of any given situation and in the deter

mination of methods and procedures to be used. 

The various relationships which exist between students, teachers 

and administrators in a school can be ones of congruity—or lack there

of. The final group of statements in the questionnaire sought the 

perceptions of the study participants regarding the congruity of the 

target teacher's behavior within the school organization. 

The Cooperative Teacher Question 

Statement VI-1. I see Alfred as a teacher who works in and 

through the school organization: 

strongly strongly 
agree agree uncertain disagree disagree 

+ 
N C T 

0 1 0 0 -1 0 -2 

+ composite score -0.25 N non-college score +0.05 
C college score -0.1 T teacher score -1.3 

The statement identified the target teacher as faculty member who 

works within the school's organizational framework. Eight college 
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students agreed, seven disagreed and ten were uncertain. Six non-college 

students agreed, five disagreed and nine were uncertain. Teachers indi

cated no uncertainty; two agreed, and eleven disagreed. 

Examination of Comments. Considerable uncertainty was expressed 

by students concerning Alfred's role in the school organization. A possi

ble reason for this may have been a lack of information on the part of 

the students concerning this matter. 

He seemed always bothered by the bureauracy anyway. 

Sometimes and sometimes not. But many times I think he must 
have given up ideas because of conflicts with administration 
philosophy. 

He is forced to in some cases and in some cases he does when 
it fits our goals. 

Several students saw Alfred as presenting a new approach to 

teaching. They indicated that he attempted to use new methods with the 

already established organization. 

He seems to be working on a new system of learning to improve 
the school organization—I found his system far superior. 

He has some different opinions about it which he expresses. 

Although his ways and means are not completely accepted by all, 
and have met extreme opposition at times. 

Many times he informed us of the dislike the administration 
had of him and his unapproved ways of teaching. He brought 
in speakers that were not cleared through the main office. 

Some student comments suggested that Alfred's classroom proce

dure was cooperative when it met his needs and that he worked indepen

dent of the established school organization when it proved too restrictive 

for him. 
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Mostly through and around. 

Depends on what he believes is right, at the moment. 

If he thinks a regulation is wrong, he will go around it, but 
doesn't do it just to break the regulation. 

Teachers did not perceive Alfred as working in and through the 

organization. According to one teacher statement, "He enjoys the role 

of the devil's advocate." Most of the teachers added no comment to their 

responses. 

Students were somewhat uncertain of Alfred's role as a teacher 

working with the school organization. Their comments tended to suggest 

that some cognitive dissonance existed. Alfred's role, as perceived by 

teachers, was one of non-conformity and disruption. 

The Cooperation-Teaching Process Question 

Statement VI-2. I see Alfred as a teacher who tries to help me 

work in and through the school organization: 

strongly 
agree agree uncertain disagree 

strongly 
disagree 

2.0 

+ 
C 

0 

composite score .0 
college score +0.5 

-1 .0  -2 .0  

N non-coliege score .0 
T teacher score -1.1 

The statement referred to the target teacher as one who encour

aged and aided students to work within the organizational framework of 

the school. College students were more nearly in agreement with this 

view than were non-college students and teachers. Fourteen college 
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students agreed, two disagreed and nine were uncertain. Seven 

non-college students agreed, eight disagreed and five were uncertain. 

Two teachers agreed, nine disagreed and two were uncertain. 

Examination of Comments. College students saw Alfred as helping 

them work with the organization. Student comments suggested how he 

tried to do this. 

Tries' to point out why the regulations are as they are, the 
good and bad points. 

If this means explore and understand—yes. 

He encouraged us to work in and through the school organiz
ation . 

He tries to show us how to work through the right channels 
in the school system. 

Several comments, particularly from non-college students, did not 

reveal Alfred as encouraging working through established channels. Ac

cording to some students, there seemed to be some question as to what he 

desired to accomplish. 

He really wasn't too clear on this, to me, he showed a dis
content for most of the student organization. 

Again, mostly through and around. 

He tried to make me see the many faults in the school 
organization and said that the students should demand more 
rights. 

One student comment suggested a possible reason for the target 

teacher's use of this method. He perceived Alfred as encouraging con

structive change when he stated, "He made us realize that the school 

organization can be changed if we want it to." 
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Teachers disagreed with the view that Alfred helped students 

work in and through the school organization. They made no comments, 

however, to indicate their reasons for rejecting this view. 

Alfred's role was perceived by students as one of working and 

participating with students. He was more often perceived as helping 

them work with the school organization than not. Teachers were consis

tent with their responses to Statement VI-1, when they perceived 

Alfred's role as being counterconformative to established organization. 

The Threatening Administration Question 

Statement VI-3. I see Alfred as a teacher who sees the school 

administration as a threat: 

strongly strongly 
agree agree uncertain disagree disagree 

I 1 1 N_J 5 1 | 

2 .0  1 .0  .0  -1 .0  -2 .0  

+ composite score +0.1 N non-college score +0.15 
C college score -0.2 T teacher score +0.8 

The statement suggested that the target teacher viewed the admin

istration as a threat. There was considerable uncertainty and diversity 

in responses from the student groups. Six college students agreed, 

twelve disagreed and seven were uncertain. Eight non-college students 

agreed, six disagreed and six were uncertain. Teachers, on the other 

hand, tended to agree with the statement. Nine agreed, two disagreed 

and one was uncertain. 
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Examination of Comments. Students seemed to relish the term 

"threat" and commented freely as to why Alfred viewed the school admin

istration as such. His behavior was perceived in a variety of ways. 

Mostly a threat to our independence and freedom as individuals. 

At times to our personal judgment, which we aren't allowed 
to make. 

As a threat to what? If you mean thinking, I definitely 
agree. 

He thought the administration cornered the student and hindered 
the student's learning in controversial areas. 

Some facets are: though they provide for an education, their 
processes are somewhat outdated—these reasons, I feel have 
led to his belief that some roles of the school administra
tion are walls to climb in the students' learning processes. 

Some students thought he saw it as a threat to his way of teach

ing. 

As a threat to his freedom to teach how he wants. 

Only if the administration tries to become a dictatorship. 

Others considered his attitude as that of a reformer. 

He seems to feel that the school administration needs to be 
brought up to date. 

Threat isn't a good word. He has suggested that the school 
administration could be improved and has stated his own ideas 
on how to improve the educational system. 

Not really as a threat but as a hinderance in learning about 
things, too protective. 

Not a threat, but an unfortunate roadblock. 

Only wants to possibly better it. 

One student perceived the target teacher as questioning the need 

for administration. The student stated, "I feel that he thinks that the 

administration isn't necessary." 
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Teachers were more of the opinion that the target teacher viewed 

school administration as a threat. As one stated, "Threat to what? 

Teachers' academic freedom, yes—but I believe we have academic freedom." 

Another offered the following as Alfred's reason: "I think he feels that 

the administration is wrong in many of its relationships to students." 

Teachers did not closely agree in what they assumed to be Alfred's role 

in the organization. 

Students differed in their responses but they agreed in their 

comments that Alfred was working in an attitude of constructive criti

cism. Teachers did not tend to see his action in the same manner. 

They perceived Alfred as a teacher who saw the school administration as 

a threat. 

The Instigating Teacher Question 

Statement VI-4. I see Alfred as a teacher who causes me trouble 

with school officials: 

strongly strongly 
agree agree uncertain disagree disagree 

+ 1  

N 

2 .0  1 .0  .0  -1 .0  -2 .0  

+ composite score -0.9 N non-college score -1.4 
C college score -1.1 T teacher score +0.3 

This statement viewed the target teacher as one who caused stu

dents difficulties with school officials. Students disagreed with the 

statement, but teachers tended to agree. Two college students agreed, 

twenty-one disagreed and two were uncertain. One non-college student 
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was uncertain, and nineteen disagreed. Six teachers agreed, four 

disagreed and three were uncertain. 

Examination of Comments. Students did not see Alfred as causing 

them trouble. Several comments suggested that decisions were in the 

hands of individual students and expressed the idea that democratic 

procedures also included self-determination of action. 

You were never forced to do anything or to take his viewpoint. 

He encourages thinking and questioning. If a student comes 
in conflict with a school official it is because of his own 
convictions, not Alfred's. 

Other students indicated that the possibility had not occurred to 

them and that Alfred had not caused a student such trouble to their 

knowledge. 

The situation never occurred. 

It never happened to me. 

Some students suggested that it was possible. Examples of how 

it might occur were included in their comments. 

Do not know of any cases, however, if one adopts his line of 
thinking this person could be at odds with school officials. 

Once I was called in by the vice-principal and questioned 
about Alfred, but I did not get in trouble. 

He may make one question them on points and not follow them 
unquestioned. 

He planted the seed in my mind which started me seeing many 
faults in my teachers and the school policy. Could lead to 
the student rebellions like on college campus' today. 

There were no comments indicating that students had ever been in 

difficulties because of the target teacher. Most of their comments 

suggested what might occur. 
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Teacher comments, surprisingly, tended to agree with student 

responses. They expressed similar ideas about Alfred's role. 

This sometimes happens but is not his intent or generally the 
students. 

No, he prepares them to put up with the silly rules—but the 
students cause those trying to enforce the rules headaches. 

I know of no such incidents but the end result of his philos
ophy could be to have this situation arise. 

Several teachers perceived Alfred in this role but did not make comments 

suggesting their reasons. 

Summary 

The differences in perceptions between students and teachers were 

more apparent in the area of organizational congruity than in any of the 

other categories studied. Some differences in perception also existed 

between the college and non-college groups. 

College students were more apt to see Alfred as an aid in working 

with the school organization. They viewed him as not considering the 

school administration a personal threat. Non-college students, on the 

other hand, were more uncertain about his.congruity of behavior with 

respect to school administrative policy. They tended to view him as less 

helpful in aiding students in working within the school organization. 

Also, they felt that he did, in fact, view the school as a threat. 

A majority of the students attempted to explain their view of the 

term threat. Alfred's position was identified as one fearing restric

tion of his special-way of teaching. His approach to the school adminis

tration was often perceived by the students as that of a constructive 

critic. 



Neither of the student groups considered Alfred a cause of any 

difficulties they may have had with school officials. Most of their 

comments suggested that individual student problems were caused by the 

students themselves. 

Teachers did not perceive Alfred as working in and through the 

school organization. Neither did they see him as helping students work 

within the organization. They were of the opinion that he viewed the 

school organization as a threat and that there was a tendency for him 

to cause students problems with the school administration. 



CHAPTER VIII 

SUMMARY AND CONCLUSIONS 

Summary of the Study 

The purpose of this study was to identify and to analyze 

perceptions of selected school professionals and students concerning 

a teacher who had attempted to use what he had determined as democratic 

procedure in the classroom. The teacher had attempted to analyze himself 

and his methods systematically to determine the theory and process he 

used. 

Using the target teacher's statement of operational beliefs con

cerning democratic processes, the investigator formulated the areas of 

concern used in the data-gathering instrument. Certain concepts were 

drawn from the literature of the behavioral sciences that appeared rele

vant for the study. They were used to: (l) assist in providing direction 

to the study, (2) aid in organizing the data collected, and (3) facili

tate the process of describing and analyzing the data. 

These concepts included the: (l) position and role of the individ

ual in the organization, (2) method used in student-teacher interaction, 

(3) democratic influence upon the participants, and (4) organizational 

congruity within the organization. From these concepts, the categories 

for the.questionnaire were developed. 

A random sampling of former students who had taken a class from 

the target teacher were used as participants in the study. Selected 
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teachers having close contact with the target teacher also were 

included in the study. 

The data collected from the questionnaire were organized accord

ing to the pre-determined categories and were analyzed with the aid of 

the concepts developed for the study. The summary and the conclusions 

were derived from the data. 

Summary of the Findings 

Position and Role. Seventy-five per cent of the total population 

considered Alfred as a teacher who attempted to identify student inter

ests. Even more participants, eighty per cent, were agreed that he was 

concerned about student interests. 

Seventy per cent of the student population were strongly agreed 

that Alfred gave the class and individuals in the class considerable lee

way in the determination of curriculum planning. Eighty-two per cent of 

the teacher population disagreed or were uncertain about this. 

Sixty per cent of the student population failed to perceive him 

as a dominating personality presenting a continuous stream of self-

styled truths. Teachers, however, viewed him differently. Eighty per 

cent of this group perceived him as believing he was presenting truth 

and enlightenment. 

Ninety per cent of all participants agreed that he assisted class 

members, and that his primary role was one of participation with students. 

Sixty per cent of all participants perceived Alfred as a teacher who 

sought student reaction by playing roles. 
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In general, the population viewed Alfred as a teacher not 

concerned about respect for his position. Rather, they saw him as a 

teacher who worked for the concept of equality. His role was not per

ceived by the students as one of domination. 

He was not viewed as a dictator. The recorded perceptions sug

gested that Alfred, the target teacher, was considered a teacher who 

conformed to and practiced his stated "democratic procedures." He con

sidered his role as that of a teacher becoming acquainted with students 

through sharing ideas, interests and feelings with students. This he 

did through participation with them. 

Method. Eighty-five per cent of the students perceived Alfred as 

concerned with how they learned; eighty per cent perceived him as con

cerned with what they learned. Teachers perceived him as being more 

concerned about how the students learned. 

Eighty-five per cent of the students were strongly agreed that 

Alfred encouraged the open-classroom atmosphere. The inductive approach 

was perceived by the student population as used for problem solving. 

Teachers were less certain of his use of this approach. Forty-two per 

cent of them agreed. He was viewed by the total population as a teacher 

who considered the process as important as the content. 

Self-direction, a feature of the open classroom, was observed as 

being characteristic of the target teacher's classes by ninety-five per 

cent of the total population. Trust and confidence in students was 

perceived to be typical of the target teacher by ninety-five per cent of 

the population. Seventy per cent of the student population failed to 
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view him as a teacher who directed students to his pre-determined goals. 

Sixty per cent of the teachers, however, recognized him as one who 

directed class activities. 

College students felt the classroom situation more closed than 

did either non-college students or teachers. The college students' 

comments tended to indicate a teacher expectancy that solutions would be 

reached. Both student groups saw the openness of the classroom as free

dom to examine problems. Teachers viewed the openness more as a lack of 

control. 

The study data tended to suggest that an open classroom method 

was being used in the target teacher's classroom. In this open system 

students and the teacher were constantly consulting each other regarding 

classroom events and all participated on an equal basis in any decisions 

that were made. Doubts concerning this method were expressed in comments 

of teachers on several of the questions. They tended to perceive the 

method as suggesting laxness and lack of control of the classroom environ 

ment. Students did not agree with the teachers on this. 

Democratic Influence. Teachers and students tended to express 

greater differences of opinion in the area of democratic influence than 

in either of the previous two categories. These differences generally 

were more pronounced in individual comments than in the Likert scale 

responses. 

The target teacher was perceived by the student population as an 

instructor who did not force his interests, opinions or beliefs on 

students. Each statement that suggested the term force, direction or 
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teacher insistence was questioned by students in their individual 

comments. Teachers perceived Alfred differently. He was viewed as a 

teacher who either indirectly or subtly used force to meet his pre

determined objectives. 

Students, in their comments, indicated acceptance of the responsi

bility for activities which they had planned. They rejected the sugges

tion that the target teacher was responsible for unusual classroom 

programs which they, in fact, had arranged. This response tended to 

suggest that the}> had been influenced by the democratic concept that 

responsibility follows freedom. 

The target teacher was not perceived by any group as a dictator. 

It was interesting to note that students considered this a unique situ

ation, since the}' seem to have inferred that the school and society had 

defined the teacher's position as that of an authoritarian. In appreci

ating the target teacher's role as facilitator and consultant, they 

expressed another concept of democratic ideals. 

The student population identified the target teacher's role as 

democratic within limits they apparently assumed in the school organi

zation. Some students perceived these limits on democratic processes in 

the classroom as defined by our society. Teachers were nonconunital con

cerning the success of the democratic procedure as defined and usced by 

the target teacher. Most of them hesitated to accept it as a method they 

could use in their classes. 

Organizational Congruity. Perceptions of participants differed 

considerably in the area of organizational congruity. The differences 



106 

were more apparent here than in any of the other three categories. 

There was a definite increase in the percentage of uncertain responses 

in this area. Individual comments attempted to define and to explain 

reasons for the uncertainty. 

Students tended to see the target teacher as a person who worked 

with school officials. Eighty-two per cent of the teachers, however, 

did not agree with this viewpoint. Their comments suggested that the 

target teacher operated in ways which were counter to organizational 

policies. 

Eighty-seven per cent of the college students perceived the 

target teacher as supportive in helping them work within the school 

organization. Non-college students, on the other hand, were about evenly 

divided in their perceptions. Seventy-eight per cent of the teachers 

failed to perceive the target teacher as working with students in and 

through the school framework of policy. This conclusion appeared to 

contradict their earlier perception that he was concerned about what and 

how students learned. 

Ninety-five per cent of the student population did not perceive 

the target teacher as an instructor who caused them difficulties with 

school officials. They opined that such experiences with school officials 

were caused by individual students. Here, again, the student expressions 

suggested acceptance of personal responsibility for individual action. 

The comments of fifty-five per cent of the teachers expressed the view 

that the target teacher was often the cause of individual student prob

lems with the school administration. 
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In the category of organizational congruity, students tended to 

perceive the target teacher as cooperative, helpful and working for 

improvement of the school. Teachers generally considered his behavior 

as less cooperative, somewhat difficult and often disruptive in the 

functioning of the school. 

Conclusions 

The data collected for the study tended to support the description 

of democratic procedures established by the target teacher. Reciprocal 

perceptions of his behavior suggested that he indeed was attempting to 

follow the procedures he had defined. 

The position and role of the teacher was identified on a 

democratic/non-democratic continuum. Participants viewed the role of the 

target teacher as democratic because: (l) he attempted to identify stu

dent interests, (2) he encouraged class participation in decision-making, 

(3) he considered his role as one of assisting students, (4) he con

sidered students as his equal, (5) he was receptive to student interests, 

(6) he did not dominate the class, and (7) he encouraged cooperative 

participation. 

Methods used by the target teacher were identified as a type of 

open system. This perception was more often supported by students than 

by teachers. The method was identified as open because: (1) the induc

tive approach often was used in problem solving, (2) he considered how 

learning took place as valuable as what was learned, (3) he encouraged 

self-direction, (4) he was perceived as having trust and confidence in 



108 

the maturity of students, (5) he encouraged research and exploration, 

and (6) he attempted to draw students into interaction and participation. 

The democratic influence of the target teacher was illustrated in 

the individual responses of the students. This influence was described 

in the following terms: (l) he was not perceived as a teacher who 

coerced students to accept his personal views and opinions, (2) student 

opportunity to participate in decision-making was recognized and appreci

ated, (3) students understood and accepted responsibility during and 

following extended areas of freedom, (4) students considered his demo

cratic actions as unique and unexpected, and (5) the students were aware 

of and accepted school restrictions as reasonable limitations of demo

cratic procedures. 

Teachers were less inclined than students to accept the target 

teacher's behavior as exerting a democratic influence on students. They 

were less willing to accept the maturity of students, and they considered 

the influence on students as uncontrolled freedom. They did not view 

the students as accepting responsibility. Teacher comments tended to 

indicate the target teacher's procedure as one they would not personally 

care to use. 

The target teacher's possible conflict with the school organiza

tion seemecl to be of considerable concern to certain of the participants 

in the study. The student population considered the target teacher as 

reasonably cooperative with school administrators. The student popula

tion also viewed him as helpful in aiding them to work in and through 

the school organization. They were not willing to consider him responsible 

for their personal conflicts with school authorities. 
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Teachers tended to perceive the target teacher differently. They 

felt that, in general, he opposed and thwarted organizational procedures 

and policies. They often viewed him as unintentionally encouraging 

student conflicts with the school administration. 

In conclusion, it appears that the following statements summarize 

the study findings: 

A teacher using democratic processes: 

tended to encourage mutual respect and confidence with students 

tended to exert some influence on student behavior patterns. 

tended to illuminate differences between school procedures and 
democratic processes. 

Students working with a teacher using democratic procedures: 

tended to accept his role as one of participation. 

tended to respond to and to participate in research and 
exploration. 

tended to consider him as helpful in working with student 
problems. 

tended to recognize limitations of their use in school organi
zation . 

tended to respond positively toward a role of equality and 
maturity. 

tended to recognize and to appreciate participation in decision 
making. 

tended to accept personal responsibility for class activity. 

Teachers associated with a teacher using democratic processes: 

tended to perceive him as interested in and concerned about 
students. 

tended to perceive him as more concerned with process and 
less concerned with content. 
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hesitated to accept his procedures as successful or 
productive. 

hesitated to accept his role as one that could be adopted by 
them. 

tended to emphasize conflicts with school procedures and 
policies. 



APPENDIX A 

EXTRACT FROM TARGET TEACHER'S PROPOSAL 

Section III 

In that which follows the writer has stipulated a series of cate

gories indicating his operational beliefs concerning democratic processes. 

These categories were then used to organize the related literature: 

(1) Identifying and interacting with students 

(2) Discovering and sharing interests 

(3) Deriving problems 

(4) Focusing on problem 

(5) Developing problem approaches 

(6) Conducting the study 

(7) Examining the results 

Identifying and interacting with students. The identity process 

is generally initiated by the instructor through interaction in the 

class. By consulting and becoming involved with the students he makes 

y-.v 
personal contacts. Identification is the consequences of this inter

action and grows out of many classroom experiences in human inter-

Q 

relationships. The instructor makes it clear that the ultimate and 

exclusive concern of the class will be the quality of human relation-

Q 
ships developed in that classroom. These human relationships then be

come the specific ingredients of the identity process. Dewey*® sug

gested that the identity process is far more important than any end 

•'Footnote numbers and footnotes are from target teacher's pro
posal. 

Ill 
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results. He held that results were only useful to the extent that they 

enriched the ongoing process. 

As group members move through a series of satisfying inter-

11 personal relationships, identity, for both teacher and student emerges. 

12 The need for this identity, stated Fromm stems from the very condition 

of human existence. He held, furthermore, that identity provides a con

text within which teacher and student can deal actively with social 

existence. 

Discovering and sharing interests. As the identity process 

evolves, the instructor positions himself within the group and seeks to 

stimulate interaction through a series of declarations involving social 

values. In the resultant dialogues, the participants begin to discover 

areas of shared interests with one or several of the group. Such dis

covery is most apt to occur where the openness of the group is maintained. 

With openness in the process, each member of the group must be free to 

14 
express or withhold any statement of his values, or feelings. 

A productive sharing of ideas, interests, and feelings is based 

upon a fundamental assumption that a person must be free, not dependent, 

15 in using his personal powers. As each participant comes to sense this 

climate of freedom within the group, he tends to develop a corresponding 

16 
feeling of increased self-worth. 

Deriving problems. As the process of sharing interests continues, 

the participants begin to identify problems which may interest one or 

several of the group. These problems tend to be perceived and held for 

some sort of action as the participants confer with each other regarding 
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17 various interests. A problem, under these circumstances, could be 

considered to be an issue affecting some or many of the students. 

Implicit in this definition is the notion that something can be done 

18 about conditions giving rise to the problem. 

As the problems or issues are given further attention, diversity 

of perspective tends to become increasingly apparent. From this context 

of diversity certain problems begin to emerge as issues of special con

cern to some or many of the participants 

Focusing on problem. The group conferring process gradually 

evolves into a series of groups, and/or individuals, who focus on dis

crete problems of their choice.̂  Fromm̂  suggests that to exercise 

choice is an experience in immediate responsibility. He opined that 

without this responsibility to choose, an individual would have a deep 

sense of powerlessness and individual thinking would be improverished 

to that extent. On the other hand, arbitrary assignment of problems by 

external authority would tend to preclude expressions of open and free 

22 
participation. 

Developing problem approaches. As the various problems or issues 

come into focus, the teacher participates intensely and intimately in 

9 ̂ 
the discussions which precede action. He involves himself as a member 

of each group, using the whole range of behaviors available to any 

participant in an interest group: he agrees, challenges, listens, 

questions, jokes, supports. All the things he does in the group must 

stem from genuineness of feeling and a sincere concern for his fellow 

group members.̂  Out of this intense, intimate and deeply humane 
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interaction, the group should develop, in due time, an approach, a plan 

of action, which would lead to some resolution of the problem. 

Conducting the study. In this phase of the problem, the group 

or 
members actively participate in operationalizing the plan of action. 

The emphasis here is upon doing, finding out, discovering.̂  Opportuni

ties for developing techniques of inquiry are multiple in this stage of 

the process. Students are encouraged by the teacher as they undertake 

their individual tasks. The self-actualizing features of the whole 

process are very prominent at this point.̂  The teacher, rather than 

that of doer, tends to be one of facilitator as the action groups en

counter their chosen problems and operationalize their respective action 

plans. 

Examining the results. As the groups proceed with the conduct of 

their various studies, many occasions are found to examine what is trans

piring. Elements of both analysis and synthesis may be found in these 

28 
informal and unscheduled moments of examination. At times, only group 

members participate in the examing process. Feedback to the participants 

is in effect, then, continual and supportiveThe only conclusions to 

the problem solving group is the realization by the participants that 

they have been involved in an ongoing process—and that what has really 

mattered is the new set of relationships, the new reality, which the 

on 
participants have created for themselves. 
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APPENDIX B 

INTERVIEW SCHEDULE 

We are interested in learning something about how teaching 

associates and students perceive a teacher who employs the problem solving 

approach in his teaching. 

The information gained will be treated in strict confidence. 

Individual participants will not be identified with responses. 

The insights gained from this study will be useful in developing 

further ideas for research. 
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DIRECTIONS 

1. On the following pages you will find several sets of statements about 
a teacher with whom you are familiar. 

2. We would like to have you respond to the statements by marking an (x) 
on the scale provided. 

3. Feel free to ask about any statement where the meaning is unclear. 

4. Please make any comments you wish to in the space provided after each 
statement. 

Example: 

I see Alfred as a teacher who relates well to other teachers. 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: I notice visiting with other teachers in the hall all the time. 
He seems to enjoy his work with them. 



119 

Section I 

1. I see Alfred as a teacher who is concerned about what I learn. 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: 

2. I see Alfred as a teacher who is concerned about how I learn. 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: 

3. I see Alfred as a teacher who attempts to identify my interests. 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: 

4. I see Alfred as a teacher who forces his interests upon me. 

strongly strongly 
agree agree uncertain disagree disagree 



120 

Comments: 

Section II 

1. I see Alfred as a teacher who considers me mature enough to help in 
establishing class goals. 

strongly strongly 
agree agree uncertain disagree disagree 

2. I see Alfred as a teacher who considers me an equal. 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: 

3. I see Alfred as a teacher who insists that I respect his role as a 
teacher. 

as a teacher who insists that I respect his role 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: 
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4. I see Alfred as a teacher who plays favorites. 

strongly strongly 
agree agree uncertain disagree disagree 

5. I see Alfred as believing he brings the truth and enlightenment to us. 

strongly 
agree •agree uncertain disagree 

strongly 
disagree 

Comments: 

Section III 

1. I see Alfred as a teacher who considers our interests and concerns as 
important for our group problem solving. 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: 

2. I see Alfred as a teacher who selects problems he prefers for our 
study. 

as a teacher who selects problems he prefers for 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: 
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3. I see Alfred as a teacher who takes way out positions to get me to 
react. 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: 

4. I see Alfred as a teacher who allows a few persons to dominate class 
discussion. 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: 

5. I see Alfred as a teacher whose class leaves me cold. 

strongly strongly 
agree agree uncertain . disagree disagree 

Comments: 
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Section IV 

1. I see Alfred as a teacher who assists our groups when we are involved 
in problem solving. 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: 

2. I see Alfred as a teacher who holds himself aloof from our problem 
solving groups. 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: 

3. I see Alfred as a teacher who dominates our problem solving groups. 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: 
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4. I see Alfred as a teacher who brings in way out speakers for sensation. 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: 

Section V 

1. I see Alfred as a teacher who encourages students to take problems 
apart and put them back together in different ways. 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: 

2. I see Alfred as a teacher who expects discussion groups to arrive at 
conclusions and possible solutions. 

strongly strongly 
agree agree uncertain disagree disagree ' 

Comments: 
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3. I see Alfred as a teacher whose classes never reach any conclusions. 

s t r o n g l y s t r o n g l y  
agree agree uncertain disagree disagree 

Comments: 

4. I see Alfred as a teacher who directs our learning to his pre-determined 
goals. 

strongly 
agree agree uncertain disagree 

strongly 
disagree 

Comments: 

Section VI 

1. I see Alfred as a teacher who works in and through the school organi
zation . 

strongly 
agree agree uncertain disagree 

strongly 
disagree 

Comments: 
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2. I see Alfred as a teacher who tries to help me work in and through the 
school organization. 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: 

3. I see Alfred as a teacher who sees the school administration as a 
threat. 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: 

4. I see Alfred as a teacher who causes me trouble with school officials. 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: 
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5. I see Alfred as a dictator. 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: 

Section VII 

1. I see Alfred as a teacher who considers his role primarily participa
tion with us. 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: 

2. I see Alfred as a teacher who lets me do anything I want. 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: 



128 

3. I see Alfred as a teacher who talks about democracy but doesn't follow 
this in class. 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: 

4. I see Alfred as a teacher who attempts to use democratic processes in 
the class—the result is inefficiency. 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: 

5. I see Alfred as a teacher who creates chaos and calls it democratic 
behavior. 

strongly strongly 
agree agree uncertain disagree disagree 

Comments: 



APPENDIX C 

DATA OBTAINED FROM THE INTERVIEW QUESTIONNAIRE RESULTS 

STATEMENT 1-1. I SEE ALFRED AS A TEACHER WHO IS CONCERNED ABOUT WHAT I 
LrlAKN. 

strongly strongly 
agree agree uncertain disagree disagree 

college 6 14 3 3 0 
non-college 6 9 2 2 1 
teachers 0 5 4 3 1 

total 12 28 9 8 2 

STATEMENT 1-2. I SEE ALFRED AS A TEACHER WHO IS CONCERNED ABOUT HOW I 
LEARN. 

strongly strongly 
agree agree uncertain disagree disagree 

college 8 11 3 2 1 
non-college 5 11 2 2 0 
teacher 2 7 1 2 1 

total 15 29 6 6 2 

STATEMENT 1-3. I SEE ALFRED AS A TEACHER WHO ATTEMPTS TO IDENTIFY MY 
INTERESTS. 

strongly strongly 
agree agree uncertain disagree disagree 

college 11 6 7 1 0 
non-college 5 12 3 0 0 
teachers 4 5 3 1 0 

total 15 23 13 2 0 

129 
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STATEMENT 1-4. I SEE ALFRED AS A TEACHER WHO FORCES HIS INTERESTS UPON ME. 

college 
non-college 
teachers 

strongly 
agree 

0 
0 
1 

agree 

1 
3 
5 

uncertain 

2 
0 
4 

disagree 

11 
7 
1 

strongly 
disagree 

11 
10 

2 

total 19 23 

STATEMENT II-l. I SEE ALFRED AS A TEACHER WHO CONSIDERS ME MATURE ENOUGH 
TO HELP IN ESTABLISHING CLASS GOALS. 

strongly strongly 
agree agree uncertain disagree disagree 

college 13 11 1 0 0 
non-college 5 13 2 0 0 
teachers 8 5 0 0 0 

total 26 29 3 0 0 

STATEMENT II-2. I SEE ALFRED AS A TEACHER WHO CONSIDERS ME AN EQUAL. 

strongly strongly 
agree agree uncertain disagree disagree 

college 14 8 1 1 0 
non-college 8 12 0 2 0 
teachers 6 5 2 0 0 

total 28 25 3 3 0 

STATEMENT II-3. I SEE ALFRED AS A TEACHER WHO INSISTS THAT I RESPECT HIS 
ROLE AS A TEACHER. 

strongly strongly 
agree agree uncertain disagree disagree 

college 13 3 6 11 
non-college 0 0 6 8 6 
teachers 0 0 2 5 6 

total 1 3 11 19 23 
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STATEMENT II-4. I SEE ALFRED AS A TEACHER WHO PLAYS FAVORITES, 

strongly 
agree agree uncertain disagree 

college 1 1 3 10 
non-college 0 0 1 8 
teachers 0 2 6 2 

total 1 3 10 20 

strongly 
disagree 

9 
11 
3 

23 

STATEMENT II-5. 

college 
non-college 
teachers 

total 

I SEE ALFRED AS BELIEVING HE BRINGS THE TRUTH AND EN
LIGHTENMENT TO US. 

strongly 
agree 

1 
2 
4 

agree 

5 
7 
5 

17 

uncertain 

3 
4 
2 

disagree 

9 
4 
2 

15 

strongly 
disagree 

7 
3 
0 

10 

STATEMENT III-l. I SEE ALFRED AS A TEACHER WHO CONSIDERS OUR INTERESTS 
AND CONCERNS AS IMPORTANT FOR OUR GROUP PROBLEM SOLVING. 

strongly 
agree agree uncertain disagree 

college 6 13 5 1 
non-college 6 10 4 0 
teachers 8 5 0 0 

total 20 28 9 1 

strongly 
disagree 

0 
0 
0 

STATEMENT III-2. I SEE ALFRED AS A TEACHER WHO SELECTS PROBLEMS HE PRE
FERS FOR OUR STUDY. 

college 
non-college 
teachers 

strongly 
agree 

1 
1 
1 

agree 

5 
3 
5 

uncertain 

0 
4 
4 

disagree 

11 
11 

2 

strongly 
disagree 

8 
1 
1 

total 13 24 10 
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STATEMENT III-3. I SEE ALFRED AS A TEACHER WHO TAKES WAY OUT POSITIONS 
TO GET ME TO REACT 

strongly strongly 
agree agree uncertain disagree disagree 

college 6 15 1 1 2 
non-college 2 8 4 5 1 
teachers 3 6 2 1 1 

total 11 29 7 .7 4 

STATEMENT III-4. I SEE ALFRED AS A TEACHER WHO ALLOWS A FEW PERSONS TO 
DOMINATE CLASS DISCUSSION. 

strongly strongly 
• agree agree uncertain disagree disagree 

college 1 5 3 12 4 
non-college 1 3 1 10 5 
teachers 1 3 6 3 0 

total 3 11 10 25 9 

STATEMENT III-5. I SEE ALFRED AS A TEACHER WHOSE CLASS LEAVES ME COLD. 

strongly strongly 
agree agree . uncertain disagree disagree 

college 1 1 3 7 13 
non-college 10 2 9 8 
teachers 0 0 0 8 5 

total 2 1 5 24 26 

STATEMENT IV-1. I SEE ALFRED AS A TEACHER WHO ASSISTS OUR GROUPS WHEN WE 
ARE INVOLVED IN PROBLEM SOLVING. 

strongly strongly 
agree agree uncertain disagree agree 

college 8 13 4 0 0 
non-college 6 12 2 0 0 
teachers 3 5 1 3 1 

total 17 30 7 3 1 
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STATEMENT IV-2. I SEE ALFRED AS A TEACHER WHO HOLDS HIMSELF ALOOF FROM 
OUR PROBLEM SOLVING GROUPS. 

strongly strongly 
agree agree uncertain disagree disagree 

college 0 14 8 11 
non-college 0 0 0 9 10 
teachers 0 10 4 8 

total 0 2 4 21 29 

STATEMENT IV-3. I SEE ALFRED AS A TEACHER WHO DOMINATES OUR PROBLEM SOLV
ING GROUPS. 

strongly strongly 
.agree agree uncertain disagree disagree 

college 0 2 3 7 13 
non-college 1 1 1 12 5 
teachers 0 4 3 2 4 

total 1 7 7 21 22 

STATEMENT IV-4. I SEE ALFRED AS A TEACHER WHO BRINGS IN WAY-OUT SPEAKERS 
FOR SENSATION. 

strongly 
agree agree uncertain disagree 

strongly 
disagree 

college 
non-college 
teachers 

2 
0 
3 

7 
3 
3 

3 
2 
0 

9 
9 
4 

4 
5 
3 

total 13 22 12 

STATEMENT V-l, I SEE ALFRED AS A TEACHER WHO ENCOURAGES STUDENTS TO TAKE 
PROBLEMS APART AND PUT THEM BACK TOGETHER IN DIFFERENT 
WAYS. 

strongly strongly 
agree agree uncertain disagree disagree 

college 10 12 3 0 0 
non-college 3 11 4 1 0 
teachers 0 6 3 3 1 

total 13 29 10 4 1 
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STATEMENT V-2. I SEE ALFRED AS A TEACHER WHO EXPECTS DISCUSSION GROUPS TO 
ARRIVE AT CONCLUSIONS AND POSSIBLE SOLUTIONS. 

strongly 
agree agree uncertain disagree 

strongly 
disagree 

college 
non-college 
teachers 

1 
2 
0 

11 
2 
6 

4 
4 
3 

8 
10 
3 

1 
2 
1 

total 15 14 22 

STATEMENT V-3. I SEE ALFRED AS A TEACHER WHOSE CLASSES NEVER REACH ANY 
SOLUTIONS. 

strongly strongly 
agree agree uncertain disagree disagree 

college 0 6 6 11 2 
non-college 0 2 3 13 1 
teachers 14 2 6 0 

total 1 12 11 30 3 

STATEMENT V-4. I SEE ALFRED AS A TEACHER WHO DIRECTS OUR LEARNING TO HIS 
PRE-DETERMINED GOALS. 

strongly 
agree uncertain disagree 

strongly 
disagree 

college 
non-coliege 
teachers 

1 
1 
2 

1 
4 

5 
3 
3 

7 
11 

2 

4 
3 
2 

total 13 11 20 

STATEMENT VI-1. I SEE ALFRED AS A TEACHER WHO WORKS IN AND THROUGH THE 
SCHOOL ORGANIZATION. 
strongly strongly 
agree agree uncertain disagree disagree 

college 1 7 10 3 4 
non-college 15 9 4 1 
teachers 0 2 0 4 8 

total 2 14 19 11 12 
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STATEMENT VI-2. I SEE ALFRED AS A TEACHER WHO TRIES TO HELP ME WORK IN 
AND THROUGH THE SCHOOL ORGANIZATION. 

strongly strongly 
agree agree uncertain disagree disagree 

college 0 14 9 2 0 
non-college 1 2 5 5 7 1 
teachers 0 2 2 2 7 

total 2 21 16 11 8 

STATEMENT VT.-3. I SEE ALFRED AS A TEACHER WHO SEES THE SCHOOL ADMINIS
TRATION AS A THREAT. 

strongly strongly 
agree agree uncertain disagree disagree 

college 15 7 11 1 
non-college 17 6 4 2 
teachers 5 4 1 2 1 

total 7 16 14 17 4 

STATEMENT VI-4. I SEE ALFRED AS A TEACHER WHO CAUSES ME TROUBLE WITH 
SCHOOL OFFICIALS. 

strongly strongly 
agree agree uncertain disagree disagree 

college 0 2 2 13 8 
non-college 0 0 1 1 1  8 
teachers 3 3 3 3 1 

total 3 5 6 27 18 

STATEMENT VI-5. I SEE ALFRED AS A DICTATOR. 

strongly strongly 
agree agree uncertain disagree disagree 

college 0 0 0 7 18 
non-coliege 1 0 1 4 14 
teachers 0 0 1 3 9 

total 1 0 2 14 41 
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STATEMENT VII-1 I SEE ALFRED AS A TEACHER WHO CONSIDERS HIS ROLE PRI
MARILY PARTICIPATION WITH US. 

strongly 
agree agree uncertain disagree 

strongly 
disagree 

college 9 12 4 0 0 
non-college 10 8 2 0 0 
teachers 5 8 0 0 0 

total 24 28 6 0 0 

STATEMENT VII--2. I SEE ALFRED AS A TEACHER WHO LETS ME DO ANYTHING I WANT. 

strongly strongly 
agree agree uncertain disagree disagree 

co liege 6 13 1 5 0 
non-college 1 14 1 4 0 
teachers 5 3 1 2 2 

total 12 33 • 3 11 2 

STATEMENT VII--3. I SEE ALFRED AS A TEACHER WHO TALKS ABOUT DEMOCRACY BUT 
DOESN'T FOLLOW THIS IN CLASS. 

strongly strongly 
agree agree uncertain disagree disagree 

coliege 0 0 7 9 9 
non-coliege 0 2 4 8 6 
teachers 1 2 3 4 3 

total 1 4 14 21 18 

STATEMENT VII-• 4. I SEE ALFRED AS A TEACHER WHO ATTEMPTS TO USE DEMOCRATIC 
PROCESSES IN THE CLASS—THE RESULT IS INEFFICIENCY. 

strongly strongly 
agree agree un certa in disagree disagree 

collego 1 5 7 9 3 
non-college 0 4 5 8 3 
teachers 2 1 3 4 3 

total 3 10 15 21 9 
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STATEMENT VII-5, I SEE ALFRED AS A TEACHER WHO CREATES CHAOS AND CALLS 
IT DEMOCRATIC BEHAVIOR. 

strongly 
agree agree uncertain disagree 

strongly 
disagree 

college 
non-college 
teachers 

1 
0 
3 

1 
1 
2 

3 
0 
2 

12 
13 
4 

8 
• 6  

2 

total 29 16  
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