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ABSTRACT 

The purpose of this study was to develop a self report 

attitudinal scale, useful for assessing the predisposition of 

social studies teachers toward the use of democratic processes. 

The research was concerned with the following problem: ". . .to 

construct an instrument with which to measure selected attitudes 

of social studies teachers concerning the use of democratic pro

cesses in classrooms ." 

As a result of exploring the literature in the areas of 

attitudes, attitude scales, democracy, and democratic processes, a 

pilot instrument was developed for assessing teacher attitudes 

toward the use of democratic processes in classrooms. 

The pilot instrument and the California F-scale were ad

ministered to selected graduate classes of The University of 

Arizona during the summer of 1969. The correlation for the pilot 

study indicated a significant relationship between the two scales 

and revisions were made utilizing the item analysis and factor 

analysis. 

Revised Instrument 

The second major portion of this study involved sending 

the revised instrument and the California F-scale to the approxi

mately two hundred social studies teachers in the four Tucson high 

viii 



school districts. The results showed a significant correlation 

between the two instruments. This correlation provided the pre

dicted validity. The item analysis demonstrated satisfactory in

strument reliability in that thirty-one of the thirty-three items 

measured the same psychological construct. A factor analysis was 

performed in order that factors making up the psychological con

struct might be identified. Ten factors were identified as a 

result of the analysis and were subsequently named by the writer. 

All data for both the pilot and revised instruments were 

subjected to computer analysis. 

Recommendations 

1. Similar studies should be carried out to validate the 

predictive qualities of the instrument. 

2 . An attempt should be made to correlate the attitudes 

expressed on this instrument with actual classroom behavior. 

3. Further refinements of this instrument through the use 

of computer analysis is urged. 

Although the instrument developed by the writer achieved 

statistically significant levels of validity and reliability, the 

results can be generalized only to the population studied. 



CHAPTER 1 

INTRODUCTION 

A problem leading to the preparation of this proposal 

originated in the concern of Allen and Barnes,1 Tucson educators, 

for the contribution schools make in the development of thought

ful, participating citizens who will be able to develop their 

capacities to the fullest. These educators questioned the often 

stated objective, "To prepare students for citizenship in our 

democratic society," as to its behavioral outcomes. Observation, 

they asserted, indicated that very few schools and teacher train

ing institutions appeared to be preparing students and the 

teachers of these students to think and act in ways which might be 

described as democratic. " 

2 
According to Zapf, the classroom can provide the student 

with practice in important aspects of life in a democracy—on a 

level which he can understand and in which he can take an active 

part. The mere emphasis on democracy within the content of 

-'•Paul Allen and William D. Barnes, "Investigation in Demo
cratic Processes as Related to the Teaching Act," a proposal to 
establish a research center at The University of Arizona (August, 
1966), p. iii. 

2 Rosalind N. Zapf, Democratic Processes in the Secondary 
Classroom (Englewood Cliffs, N.J.: Prentice-Hall, Inc., 1959), 
pp. 406-407. 

1 
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3 
various courses, observed Remmers, will not alone accomplish the 

implementation of democratic values.and the freedoms they imply. 

Wriston suggested that freedom is more than an intellectual exer-

4 cise when he stated, "The way to preserve freedom is to live it." 

The Problem 

Rationale for Selection 
of the Problem 

Numerous writers have suggested that, in the minds of many 

high school youth, the democratic way of life is merely something 

teachers discuss in class. Horton pointed out that, ". . .a sig

nificant proportion of the nation's high school seniors does not 

agree with the freedoms guaranteed by the Bill of Rights. Specif-

5 6 
ically, about one student in five. ..." Remmers and Franklin 

reported that the Purdue Opinion Panel provided no reassuring 

results concerning the attitudes of high school students toward 

relevant issues involving the Bill of Rights. Remmers noted a 

•^Hermann H. Remmers, Anti-Democratic Attitudes in American 
Schools (Chicago: Northwestern University Press, 1963), p. 3. 

^Henry M. Wriston (chairman), "Goals for Americans," The 
Report of the President's Commission on National Goals (New York: 
The American Assembly, Columbia University, 1960), p. 1. 

^Roy E. Horton, "American Freedom and the Values of 
Youth," in Remmers, op. cit., p. 57. 

^Hermann H. Remmers and Richard D. Franklin, "Sweet Land 
of Liberty," in Remmers, op. cit., p. 61. 



prevalence of anti-democratic feelings manifest in the ". . . un-

7 favorable minority group attitudes in our teenage population." 

Democratic processes tend to mean four things., according 

8 
to White and Lippitt: (1) people's rule, (2) freedom, (3) re

sponsibility to cooperate, and (4) concern for the individual. 

9 
Zapf, in discussing classroom democracy, asserted that teachers 

need to provide students many opportunities to make decisions 

which are important to them. Grambs, Carr, and Fitch"1"0 indicated 

that the teachers must do more than teach. They contended that 

teachers ought to use those group processes which are character

istic of democracy in their instruction. 

The writer's attention turned to social studies teachers 

among which group one might'.expect to find some degree of concern 

for democracy and its processes. There seemed to be a need to 

ascertain the attitudes of these teachers regarding their concern 

for, and use of, democratic processes in classrooms. An instru

ment was therefore required which would yield this information. 

^Remmers, op. cit., p. 119. 

0 Ralph K. White and Ronald Lippitt, Autocracy and Democ
racy (New York: Harper and Brothers, 1960), p. 12. 

g 
Zapf, op. cit., p. 5. 

10 Jean D. Grambs, John C. Carr, and Robert M. Fitch, Modern 
Methods in Secondary Education (New York: Holt, Rinehart and 
Winston, Inc., 1970), p. 49. 
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Statement of the Problem 

The problem was to construct an instrument with which to 

measure selected attitudes of social studies teachers concerning 

the use of democratic processes in classrooms. 

Limitations of the Problem 

1. The study was limited to the development of a measure

ment instrument. 

2. The study was limited to selected social studies 

teachers. 

3. The study was limited by the fact that no information 

was available on those teachers who failed to return the instru

ment . 

4. The study was limited to attitudes of the selected 

social studies teacher population regarding the use of democratic 

processes in classrooms. It was not concerned with teacher behav

ior. ' 

Assumptions Undergirding the Proposal 

1. The term democratic process can be described in behav

ioral as well as idealistic terms. 

2. The opinions of teachers regarding selected democratic 

processes in classrooms can be elicited. 

3. The stated opinions of the teachers are some indica

tion of their attitudes. 



Definitions of Terms 

The following definitions apply throughout this work: 

Democratic processes in the classroom are those behavioral 

indices which will: (1) provide for the intellectual development 

of the individual, (2) insure that all individuals who are affect

ed by a decision are involved in the decision-making process, 

(3) consider the greatest good for the greatest number of stu

dents,"1""1" and (4) demonstrate a respect for individual desires and 

12 provide explanations for any limits to freedom. 

An attitude is a residuum of experience to which each new 

experience is referred before a response is made In addition, 

it may be viewed as the tendency to respond toward or against 

something in the environment which would seem to identify a posi-

14 tive or negative value. 

Organization of the Study 

The study was divided into five chapters. Chapter 1 func

tioned to introduce the study and state the problem to be investi

gated . In Chapter 2 the related literature was reviewed. It was 

^Carter V. Good (ed.), Dictionary of Education (2nd ed.; 
New York: McGraw-Hill Book Co., 1959), pp. 46, 129, 345. 

12 White and Lippitt, op. cit., p. 47. 
1 ? 
Robert E. Park, "Human Nature," in Social Attitudes, ed. 

Kimball Young (New York: Holt, 1931), p. 38; John B. Morgan, 
Keeping a Sound Mind (New York: Macmillan Co., 1931), p. 47; 
Ernest T. Krueger and Walter C. Reckless, Social Psychology (New 
York: Longmans, Green, 1931), p. 238. 

14Emory S. Bogardus, Fundamentals of Social Psychology 
(2nd ed.; New York: Century, 1931), p. 62. 



divided into two sections, the first of which was concerned with 

attitudes and their measurement while the second dealt with con

cepts of democracy. Chapter 3 presented the instrument and the 

literature used to support each statement therein. In Chapter 4 

the data was introduced, including results of the Pearson r cor

relation for the determination of concurrent validity and an item 

analysis for determining the relationship of the score for each 

statement to the total score on the instrument. "Additionally, 

data on factor analysis, utilized to determine whether reccgniza-

able sub-tests were observable in the instrument, were detailed. 

Chapter 5 presented the summary and conclusion. 



CHAPTER 2 

REVIEW OF RELATED LITERATURE 

The selection of related literature was divided into two 

major sections: (1) attitudes as regards their meaning and 

methods of measurement and (2) democracy as it relates to educa

tion and classroom methodology. 

Attitudes 

Allport pointed out many years ago that, "The concept of 

attitude is probably the most distinctive and indispensable con

cept in contemporary American social psychology."1 It was he who 

noted that this abstract and serviceable term has come to mean 

many things to many writers. The inevitable result is that its 

meaning is somewhat indefinite and its scientific status has been 

called into question. In that which follows, a brief review of 

theories regarding attitudes is presented. 

Attitude Theories 

2 Park suggested that an attitude must have definite ori

entation in the world of objects and values and in this respect 

-'•Gordon W. Allport, "Attitudes," Readings in Attitude 
Theory and Measurement, ed. Martin Fishbein (New York: John Wiley 
and Sons, Inc., 1967), p. 3. 

2 Park, loc. cit. 
7 
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then differs from the simple conditioned reflex. Attitudes, Shaw 

3 and Wright declared, are relational and have specific referents. 

4 
Droba suggested that they could be mental dispositions to act for 

or against a definite object. In the social realm, Bernard5 noted 

that people tend to develop attitudes toward or against a variety 

of social objects. 
c 7 

Shaw and Wright and Murphy and Murphy observed that an 

attitude, rather than being an overt response, functions as a pre

disposition to respond overtly, to verbalise or to adjust to cer

tain behaviors. An attitude then is not an altogether automatic 
O 

and routine type of conduct, Park noted, but tends to be a dis

play of some tension even when latent. 

9 An attitude, according to Bogardus and Murphy and 

Murphy,10 is simply a tendency to act for or against something. 

^Marvin E, Shaw and Jack M. Wright, Scales for the Meas-
surement of Attitudes (New York: McGraw-Hill Book Co., 1967), 
p. 4. 

4 
David D. Droba, "The Nature of Attitudes," Journal of 

Social Psychology (1933), pp. 4, 444-463. 

5Luther Lee Bernard, "Social Attitudes," Encyclopedia of 
the Social Sciences, Vol. 2, eds. E. R. A. Seligman and A. 
Johnson (New York: Macmillan Co., 1930), pp. 305-306. 

^Shaw and Wright, op. cit.,. p. 375. 

7Gardner Murphy and Lois Barclay Murphy, Experimental 
Social Psychology (New York: Harper and Brothers, 1931), p„ 615. 

®Park, loc. cit. 

9Bogardus, loc. cit. 

10 Murphy and Murphy, op. cit., p. 375. 

I 
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Park"'"''" commented that attitudes vary in intensity, sometimes 

assuming predominance, sometimes remaining relatively subordinate. 

12 
Morgan described an attitude as some residuum of experience and, 

therefore, according to Park,^ not simply a social instinct. 

Krueger and Reckless^ postulated that an attitude is a mental 

posture to which each new experience is referred before a re

sponse is made. An attitude, according to Shaw and Wright,"1"5 is a 

characteristic which implies a relationship between the person and 

specific aspects of his environment. Allport alluded to an at

titude as a mental and neural state of readiness, exerting a di

rective influence upon the individual's responses to objects and 

situations with which it is related. 

Shaw and Wright"1"7 indicated that attitudes differ from 

many other personality constructs in that they have an evaluative 
T O  

function. They are, said Ballachey, a system of positive and 

-'•-'•Park, loc. cit. 

] o 
Morgan, op. cit., p. 47. 

13 
Park, loc. cit. 

14 Krueger and Reckless, op. cit., p. 238. 

"*"5Shaw and Wright, loc. cit. 

"^Allport, op. cit., p. 8. 

"^Shaw and Wright, loc. cit. 

18 Egerton L. Ballachey, David Krech, and Richard S. 
Crutchfield, Individual in Society (New York: McGraw-Hill Book 
Co., 1962), p. 177. 
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negative evaluations, emotional feelings and pro or con action 

tendencies with respect to a social object. 

Whatever definition is used, it tends to reflect the pur

poses and techniques of the individual providing the definition, 

19 commented Osgood. It will focus on that aspect of the phenome

non which his discipline equips him to handle, he concluded. 

Attitude Measurements 

20 
Thurston pointed out that the first step in the problem 

of attitude measurement is to identify an attitude and limit the 

study to the measurement of those variables which comprise that 

21 attitude. In the measurement of attitudes, Osgood observed that 

the pattern of stimulation which is a sign is never identical with 

the pattern of stimulation which is the significate. The sign, 

however, does come to elicit behaviors which are in some manner 

relevant to the significate, he asserted. Something which is not 

the significate, he continued, becomes a sign of that significate 

if it gives rise to the idea or thought of that significate. 

Osgood clarified his use of the terms "sign'! and "signi

ficate" when he stated, 

1 Q 
Charles E. Osgood, George J. Suci, and Percy H. 

Tannenbaum, The Measurement of Meaning (Chicago: University of 
Illinois Press, 1967), p. 2. 

20 Louis L. Thurston, "Attitudes Can Be Measured," Readings 
in Attitude Theory and Measurement, ed. Martin Fishbein (New York: 
John Wiley and Sons, Inc., 1967), p. 78. 

21 Osgood et al., op. cit., pp. 3-4. 
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A pattern of stimulation which is not the significate 
is a sign of that significate if it evokes in the organ
ism a mediating process, this process (a) being some 
fractional part of the total behavior elicited by the 
significate and (b) producing responses which would not 
occur without the previous contiguity of non-significate 
patterns of stimulation. 2 

In speaking of the parts of the nervous system dealing 

23 with psychological theorizing, Osgood noted that the part which 

deals with attitude seems to be the most elusive. He went on to 

observe that, to measure anything which goes on within this part 

of the nervous system, it is necessary to use some observable out

put as an index. 

Selection of Instrument 

One of the problems which besets the investigator of atti-

24 tudes is the selection of an adequate instrument. Thurston 

pointed out that a personTs verbal expression or opinions may 

serve as the symbols for the attitudes of the people who express 

25 these opinions. Edwards supported this suggestion in a state

ment which asserted that, if it is desirable to know the feelings 

of an individual, it would seem appropriate to either observe his 

behavior or ask him about his feelings. Using either direct 

26 observation or direct questioning, Edwards indicated that 

22Ibid., p. 7. 23Ibid., p. 10. 

24 Thurston, loc. cit. 

25 
Allen L. Edwards, Techniques of Attitude Scale Construc

tion (New York: Appleton-Century-Crofts, Inc., 1957), pp. 3-11. 

26 . , 
Ibid, p. 4. 
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individuals can be classified into three groups: (1) those with 

favorable attitudes, (2) those with unfavorable attitudes, or 

(3) those that are undecided about their attitudes toward an 

ob j ect. 

Some drawbacks to the use of the direct methods of atti-

27 tude determination, as identified by Edwards, focus on direct 

questioning: (1) the reluctance of individuals to express verbal 

opinions on controversial issues, (2) the lack of awareness of a 

person's feelings toward a given object, and (3) the difficulty of 

evaluating one's feelings as a result of mixed emotions. Draw

backs to direct observation include: (1) the lack of opportunity 

to observe in detail the behavior of all the members of the popu

lation or sub-population, (2) the failure of persons observed to 

reveal his feelings through his behavior, and (3) the effort of an 

individual to conceal his feelings with irrelevant behavior. 

Both direct questioning and direct observation are very 

time consuming and subject to the influences of numerous varia-

28 bles, Edwards said. It is because of the difficulties in direct 

questioning and direct observation, together with the desire for a 

quick and convenient attitudinal measure useful with large sam

ples , he said, that an indirect method of attitude assessment has 

been developed. 

The first step in constructing a psychological test, noted 

Edwards, is the collecting of statements about the "universe of 

27Ibid., p. 5. 28Ibid., p. 7. 
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content." He suggested three ways by which this might be done: 

(1) a person may write some of the statements himself, (2) he may 

obtain them from newspaper editorials and magazine articles, and 

(3) he may obtain statements by asking individuals to write short 
OQ 

descriptions of their feelings about the psychological object. 

Criteria for Developing an 
attitude Instrument 

Likert30 pointed out that, when constructing an attitude 

scale, each statement should be so worded that individuals with 

differing points of view will respond to it differentially, He 

further suggested that the following set of criteria be kept in 

mind while collecting or developing the statements: 

1. It is essential that all statements be expressions 
of desired behavior. The word "should" conveys the idea 
of desired behavior. 

2 . It is desirable to have questions so worded that 
the modal reaction of some questions occurs at one end of 
the attitude continuum while the modal reactions to other 
questions occurs at another place on the continuum. 

3. To avoid any tendency toward stereotyped re
sponses, it is desirable to have the different statements 
so worded that about half the positive responses will 
occur in the left side of the attitude continuum and the ^ 
other half will occur in the right side of the continuum. 

29Ibid., p. 11. 

30Rensis Likert, "The Method of Constructing an Attitude 
Scale," Readings in Attitude Theory and Measurement, ed. Martin 
Fishbein (New York: John Wiley and Sons, Inc., 1967), p. 90. 

^Ibid., pp. 90-91. 



Other criteria for editing statements to be used in atti

tude scales were compiled by Edwards: 

1. Avoid statements that refer to the past rather 
than to the present. 

2. Avoid statements that are factual or capable of 
being interpreted as factual. 

3. Avoid statements that may be interpreted in more 
than one way. 

4. Avoid statements that are irrelevant to the psy
chological object under consideration. 

5. Avoid statements that are unlikely to be endorsed 
by almost everyone or by almost no one. 

6. Select statements that are believed to cover the 
entire range of the affective scale of interest. 

7. Keep the language of the statements simple, clear, 
and direct. 

8. Statements should be short, rarely exceeding 
twenty words. 

9. Each statement should contain only one complete 
thought. 

10. Statements containing universals such as all, 
always, none, and never often introduce ambiguity and 
should be avoided. 

11. Words such as only, just, merely, and others of 
similar nature should be used with care and moderation 
in writing statements. 

12. Whenever possible, statements should be in the 
form of simple sentences rather than in the form of 
complex sentences. 

13. Avoid the use of words that may not be under
stood by those who are to be given the completed scale. 

32 14. Avoid the use of double negatives. 

32 
Edwards, op. cit., pp. 13-14. 
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33 

Likert mentioned that it is usually desirable to prepare 

more statements than are likely to be used. He noted that, after 

determining statements appropriate to a given attitude, it is 

usual to test the statements on a small portion of the selected 

population. 

LikertTs Scale: Summated Rating 

34 
Edwards described summated ratings as a series of state

ments for which the scale values on the psychological continuum 

are unknown and which may be classified as favorable or unfavor

able. LikertTs scaling technique, Shaw and Wright"55 asserted, 

requires a large number of monotone, positively stated items. 

These, they said, have the characteristic that the more favorable 

the subject's attitude toward the attitude object, the higher will 

36 be his expected score for the items. Edwards pointed out that 

the subject may respond using one of five categories: (1) strong

ly agree, (2) agree, (3) undecided, (4) disagree, or (5) strongly 

disagree. Categories are scored by assigning values of 5, 4, 3, 

2, and 1, respectively. The scoring, he said, is reversed for 

negatively worded items. A subject's total score is computed by 

summing his individual item scores. Variations of the five-point 

scale are commonly used. 

33 34 
Likert, op. cit., p. 91. Edwards, op. cit., p. 149. 

35 36 
Shaw and Wright, op. cit., p. 24. Edwards, loc. cit. 
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37 

Edwards stated that, as a basis for selecting or reject

ing statements in the method of sumnated ratings, item analysis 

may be used for calculating the correlation coefficient of each 

statement within the battery carrying a particular thought to com-

38 pletion. Likert pointed out that this can be used to determine 

the appropriateness of any statement for inclusion in a given 

39 scale. The intercorrelation of the items, said Green, are 

assumed to be due to a common factor to which all items are mutu

ally related. 

40 
Edwards indicated that a simpler, acceptable method of 

selecting statements for a summated rating scale is to consider 

the frequency distribution of scores based on the responses to all 

statements. The highest and lowest twenty-five percent of the 

41 subjects according to score, observed Shaw and Wright, can be 

used as the criterion groups from which differentiating statements 

might be chosen. 

42 Edwards indicated that approximately half of the selected 

statements in any attitude scale should be favorable, while the 

other half should consist of unfavorable statements. This oper

ates, he said, to minimize a possible response set which might 

37 38 
Ibid., p. 152. .Likert, loc. cit. 

39 
Bert F. Green, "Attitude Measurement,tr Handbook of 

Social Psychology, ed. Gardner Lindzey (Cambridge: Addison Wesley, 
1954), p. 335. 

^Edwards, loc. cit. ^Shaw and Wright, loc. cit. 

42 
Edwards, op. cit., p. 155. 
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develop among the subjects if only favorable or unfavorable state

ments were included in the scale. 

Analysis of Data 

43 
Guilford suggested that goals of validity and reliabil

ity are sometimes incompatible in test construction. When seeking 

to make a single test both highly reliable and also highly valid, 

he said, the individual may be working at cross purposes. In 

aiming for one, a person may be defeating his efforts to build in 

the other, he concluded. 

Gronlund stated that, ". . .in selecting or constructing 

an evaluation instrument the most important question is: To what 

extent will the results serve the particular uses for which they 

44 45 
are intended? This is the essence of validity." Guilford 

described reliability as requiring a high intercorrelation among 

items while validity requires a low intercorrelation among items. 

Reliability, he pointed out, requires items of equal difficulty. 

Validity, on the other hand, requires items differing in diffi

culty. He said that a range of difficulty is necessary in a scale 

to obtain graded measures of individuals. 

43 Joy P. Guilford, Fundamental Statistics in Psychology 
and Education (New York: McGraw-Hill Book Co., 1965), p. 471. 

44 Norman E. Gronlund, Measurement and Evaluation in 
Teaching (New York: Macmillan Co., 1965), p. 59. 

45 
Guilford, loc. cit. 
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46 

Guilford mentioned that, if both reliability and valid

ity are desired, there must be some.compromise. Both reliability 

and validity cannot be maximal, he asserted. Fortunately, as 

47 
Tucker pointed out, the kind of moderate item intercorrelations 

usually obtained for well-constructed items are of the size that 

yield good validities. They will also yield satisfactory relia

bilities, he said, Item-test correlation for well-constructed 

48 items, according to Guilford, range between .30 and .80. Items 

within this range of correlation, he said, will usually provide 

49 tests of both satisfactory reliability and validity. Guilford 

further stated that one way to make a test more valid is to make 

it heterogeneous. To do so would probably lessen the reliability, 

but on the other hand the validity, the more important of the two, 

would increase. 

Gronlund 0̂ pointed out some cautions when using the term 

validity: (1) validity pertains to the results of an evaluation 

instrument, not to the instrument itself; (2) validity is a matter 

of degree—it should be considered in specific degrees, such as 

high, moderate, and low validity; and (3) validity is always spe

cific to a particular set of scores. In describing validity, he 

46Ibid., p. 471. 

47 Ledyard R. Tucker, "Maximum Validity of a Test With 
Equivalent Items," Psychometrika, Vol. 22, No. 1 (March, 1946), 
p. 11. 

4R 49 
Guilford, loc. cit. Ibid., pp. 471-472. 

50Ibid., pp. 60-61. 
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said, one must consider the use to be made of the results. There 

will be a different degree of validity for each use to which they 

are put, he stated. 

51 Concurrent validity, according to Gronlund, is deter

mined by correlating the test results with some external criterion 

52 53 of success. Both Gronlund and Shaw and Wright suggested that 

evidence for concurrent validity between a criterion measure and 

the attitude scale should be obtained at approximately the same 

time. In this way, the test results can be related to the near 

simultaneous performance on the criterion. There is, however, the 

danger that one data collection operation will influence the other 

and, as a result, have the effect of producing an artificially 

high estimate of validity. 

54 Robert F. Corder pointed out that factor analysis is not 

new to attitude research' and has been used rather frequently in 

general studies of attitudes. The purpose of the factor analysis, 

he stated, is to determine which common factors will emerge from 

the data and in this way reveal the structure of the variables. 

51Ibid., p. 70. 52Ibid., pp. 70-71. 
53 
Shaw and Wright, op. cit., p. 18. 

54 Robert F. Corder, "Some Dimensions of Anti-Democratic 
Attitudes of High School Youth," Anti-Democratic Attitudes in 
American Schools, ed. Hermann H. Remmers (Chicago: Northwestern 
University Press, 1963), pp. 107-108. 
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Nunnally55 suggested that, when computer services are 

available, it is common to rotate one-third as many factors as 

there are variables. It is unlikely, he indicated, that more 

factors would have "substantial loadings" or be of "scientific 

interest." "After factors are rotated," Nunnally suggested, "the 

next step is to note the number of variables that have loadings of 

56 
.30 or higher." Smaller loadings are generally not considered 

because they represent less than ten percent of the variance, he 

noted. 

Democracy 

Barnes and Ruedi5̂  pointed out that the surest safeguard 

against revolution is an adequate education in the social studies. 

The teachers in the social studies, the writers indicated, have a 

responsibility to the citizens in contributing to the maintenance 

of a democracy. If they do not accept this responsibility now, 

they said, these teachers may never have the opportunity to do so. 

"Timidity in the social studies today means their extinction to

morrow." 

Democracy in education, according to Grambs, Carr, and 

58 
Fitch, is a developmental concept. Students, they said, are 

55Jum Nunnally, Psychometric Theory (New York: McGraw-
Hill Book Co., 1967), p. 357. 

56Ibid,( p. 357. 

Harry E. Barnes and Oreen M. Ruedi, The American Way of 
Life (New York: Prentice-Hall, Inc., 1946), p. 520. 

58Grambs et al., op. cit., p. 47. 
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not naturally democratic. Democratic behavior is a learned con

cept of living; it is one of the most difficult of all learnings, 

since it demands so much of each individual in the way of respon

sibility, objectivity, and commitment, they observed. 
59 

Fromm suggested that, in a democracy., individuals make 

up both the norms and the subject of the norms—including main

tenance of the necessary regulative agency. This rational author

ity which is represented by the democratic situation, he continued, 

depends upon the competence of the leader to complete the task 

entrusted to him. This, according to Fromm, is counter to author

itarianism in which an authority decides what is "good" or "bad" 

for man—thus determining the laws and norms of conduct. This 

authoritative decision-making is irrational authority which is 

characterized by power over people, he contended. 

Authoritarianism, continued Fromm, can be distinguished 

from democracy by utilizing two criteria, ". . . (1) formally, 

authoritarianism denies man's capacity to know what is 'good1 or 

Tbad,T and (2) materially, authoritarianism determines what is 

'good1 or 'bad' primarily in terms of the interests of the author-

60 
ity, not the interests of the subjects." 

In the emphasis on leadership in the democratic classroom, 

Grambs, Carr, and Fitch noted that there is a necessary concern 

59 Erich Fromm, Man for Himself (Greenwich, Conn.: Fawcett 
Publications, Inc., 1968), pp. 18-19. 

60 61 
Ibid., p. 20. Grambs et al., op. cit., pp. 45-46. 



for all forms of participation. To provide for participation of 

the greatest number of students, they said that the teacher must 

make available many opportunities for different talents to mani-

62 fest themselves. Democracy, according to Ehlers and Lee, is 

unlike dictatorial forms of government in that a democracy has 

everything to gain and nothing to lose from the intelligence of 

its citizens. Grambs, Carr, and Fitch6"5 added that a democratic 

social order needs the intelligence of everyone in order to func

tion; the order cannot rely solely on the special expertise of a 

64 few leaders. Ehlers and Lee commented on the fact that, in a 

democracy, there are authorities whose tehnical knowledge in 

specialized areas greatly influences decisions concerning public 

policy. This does not mean, they said, that a citizen in a free 

society should ever relinquish his personal freedom, autonomy, or 

moral dignity. External guidance in the form of the authorities 

may be a means, but self-direction is an end in itself, they con

cluded . 

Democracy, said Ehlers and Lee, holds that the people 

within the society provide the only safe depository of the ulti

mate power of that society. If the people make mistakes, they 

observed, the remedy is not to take the power away from them, but 

rty 
Henry Ehlers and Gordon C. Lee (eds.), Crucial Issues 

in Education (New York: Holt, Rinehart and Winston, Inc., 1964), 
pp. 148-149. 

g? 
Grambs et al., loc. cit. 

^Ehlers and Lee, op. cit., p. 149. 

65Ibid., pp. 148-149. 
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to help them in forming better judgments through improved communi- . 

cations. Broughton summed this concept up by saying that demo

cratic education should develop citizens who are, ". . . easy to 

lead, but difficult to drive; easy to govern, but impossible to 

enslave 

67 
Dubin noted that the members of an organized society 

tend to understand the function of authority and leadership. The 

problem, he said, is not to destroy authority or eliminate leader

ship, for that would inevitably destroy the society itself. The 

real problem, he continued, is to make leadership and the exer

cise of authority operate according to the accepted values and 

68 beliefs of the society. Ehlers and Lee said that, in a demo

cratic society, progress depends upon the development of leader

ship—and true leadership must be renewed from the "ranks of the 

unknown." If education is equally diffused according to ability 

rather than wealth, they observed, children of all classes are 

advantaged in opportunities to realize their maximum potentials. 

69 Dewey suggested that the democratic ideal contains two 

major criteria: (1) a common interest and (2) a lessening of 

66 Lord Henry Peter Broughton, excerpt from speech in 
Crucial Issues in Education, eds. Henry Ehlers and Gordon C. Lee 
(New York: Holt, Rinehart arid Winston, Inc., 1964), p. 149. 

67 
Robert Dubin, Human Relations in Administration (Engle-

wood Cliffs, N.J.: Prentice Hall, Inc., 1968), p. 386. 
CO 
Ehlers and Lee, loc. cit. 

69 John Dewey, Democracy in Education (New York: The Free 
Press, 1958), pp. 81-88. 
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social distance. He further suggested that democracy is more than 

a form of government; it is, he contended, primarily a mode of 

associated living, of combined experiences. It is the extension 

in space of a number of individuals who participate in an interest 

so that each has to refer his own action to that of others, and to 

consider the action of others to give point and direction to his 

own actions, he said. This is equivalent to the breaking down of 

those barriers of class, race, and territory which kept men from 

perceiving the full import of their activity, he noted. 

Phenix asserted that, in a social system, there should 

obtain a single standard for all, 

. . . ideal of commitment to what is right further 
proves to be the key to the meaning of democracy. Funda
mentally democracy is a social system in which in some 
significant sense all citizens are accounted equal. In 
what respect are they equal? Surely not in abilities, 
wants, interests, needs, qualities, or circumstances . 
They are equal in being human, mortal, possessed of body 
and mind—but from these elemental equalities no signi
ficant direction for conduct follows. The significant 
equality upon which democracy rests is moral. Democracy 
presupposes the equality of all persons with respect to 
truth and right. There is not one standard of worth for 
certain persons and another standard for others, but a 
single standard under which all are comprehended. Good
ness is no respecter of persons; rather, all persons are 
obliged to respect goodness.70 

In the classroom the term democracy or democratic may have 

71 more meaning, according to Bayles, when we think of it as 

70 
Philip H. Phenix, Education and the Common Good (New 

York: Harper and Row, 1961), p. 7. 

^"Ernest E. Bayles, Democratic Educational Theory (New 
York: Harper and Brothers, 1960), pp. 258-259. 
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72 process rather than the product. As Rogers said, teaching and 

the imparting of knowledge make sense only in an unchanging envi-

73 ronment. Classroom training, according to Bayles, must be 

organized so as to give the' process of reaching a decision pre-

74 cedence over any given decision made at a given time. Rogers 

described this concept as "freedom to learn," the transforming of 

a "group" into a "community of learners." It is necessary in this 

process to free curiosity, he said, and to permit individuals to 

pursue their own interests--to recognize that everything is sub

ject to change. 

75 Grambs, Carr, and Fitch pointed out the relationship 

between participation and responsibility. They noted that a sense 

of responsibility among the students tends to increase as partici

pation is significantly related to the adult world. As a conse

quence, the teacher should constantly be seeking those bridges 

that will relate classroom experiences to the experiences of the 

studentTs daily life, they contended. 

Summary 

In this chapter, some of the related literature in the 

areas of: (1) attitudes, (2) attitude measurement, and (3) democ

racy were presented. It was suggested that the concept attitude 

72 Carl R. Rogers, Freedom to Learn (Columbus: Charles G. 
Merrill Publishing Co., 1969), p. 104. 

73 74 Bayles, loc. cit. Rogers, op. cit., p. 105. 

75 Grambs et al, op. cit., p. 46. 
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is an abstract, but very useful term in thinking about behaving 

humans. One writer suggested that attitudes could be regarded as 

mental predispositions to act for or against a definite object. 

Another pair of writers speculated that an attitude is a mental 

posture to which each new experience is referred before a response 

is made. Attitudes were regarded by some writers as being rela

tional and having specific referents in the physical-social world. 

To measure an attitude adequately, pointed out one writer, 

the variables comprising the attitude need to be analyzed out and 

stipulated. On the basis of these variables, then, the instrument 

may be constructed. Behavior may provide clues as to attitudes 

and their associated variables. A person's verbal expressions or 

opinions may be symbolic representations of his attitudes and may 

be detected by listening to him. Another approach to the detec

tion of attitudes may be to observe the non verbal behavior of a 

person. Both these forms of direct observation have certain draw

backs, however, which should be accounted for by the observer. 

Democracy, it was suggested, is a developmental concept, 

not one which comes naturally to students, but which must be 

learned through continuous practice of its processes. It was 

noted that, for democracy to flourish in a classroom, the students 

need to participate fully—in matters of special interest to them. 

The processes engaged in under conditions of democratic learning 

become the major concern rather than decisions reached or other 

outcomes produced. 
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In the chapter which follows, the development of the atti-

tudinal instrument is described. This includes the presentation 

of background literature associated with each item in the instru

ment. 



CHAPTER 3 

DEVELOPMENT OF THE INSTRUMENT 

The attitudinal instrument constructed in this study was 

developed in two steps: (1) the pilot instrument which was pre

pared and administered during the 1969 summer session at The 

University of Arizona to selected graduate classes and (2) the 

revised instrument which was sent to the total population of 

social studies teachers in Tucson District #1, Amphitheater, 

Flowing Wells, and Surmyside school districts during the 1969-70 

school year. 

Both the pilot and revised instruments were correlated 

with the California F-scale, form 30, to determine concurrent va

lidity. The items in the California F-scale were intended as in

dicators of potentially antidemocratic personality traits—this 

without revealing their purpose. The variables compromising the 

F-scale tend to form a personality configuration which might make 

the individual receptive to antidemocratic propaganda. 

The statements in the pilot and revised instrument were 

based on literature related to democracy and democratic processes. 

The pilot instrument statements were arranged in "couplets 

"''The couplets were two statements about the same topic, 
one stated positively and the other stated negatively. 

28 
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By expressing each subject in both a positive and a negative di

rection, it was hoped that a greater number of subjects could be 

retained for the statements in the revised instrument. However, 

the idea of the couplet was discarded in the revised instrument 

due to statistical elimination of many items. Two examples of 

couplets drawn from the pilot instrument follow: 

Teachers ought to seat students in some logical order. 
; { 
Students should be allowed to sit where they wish. 

Teachers should explain their reasons for limiting 
classroom freedom. 
{ 
Students should not expect reasons for limits on 
classroom freedom. 

A Pearson r correlation between the pilot study instrument 

and the California F-scale instrument was found to be significant 

at the .01 level. An item analysis and a factor analysis were 

also applied to the data. As a result of the item analysis data, 

only those statements with a loading of -.25 in the predicted 

direction were retained for consideration on the revised instru

ment. Utilizing the factor analysis results to statistically 

determine which statements were measuring the same information, 

only those statements contained in the first two factors of the 

factor analysis, and those which had been identified by the item 

analysis, were retained for the revised instrument. 

Revised Instrument 

In that which follows, each statement from the revised 

instrument is presented, accompanied by the supportive literature 
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which led to the statement's development and selection: 

1. In a class discussion, students should be allowed free 

latitude. 
o 

According to Combs, creativity, which depends among other 

things upon communication between people, relies on contributions 

from individuals with different viewpoints. Teachers need to wel

come different perceptions, asserted Combs, and help students 

develop appreciation for different ways of seeing things. He went 

on to say that students should be free to raise questions about 

anything they desire to know. In a democracy, White and Lippitt"5 

observed, people need not only the essential right of free 

speech—the right of a man to speak his mind, but they need to 

extend this right to others. To silence someone during a discus-

sion is a violation of this democratic principle, said Stoddard. 

He contended that the role of the teacher is to keep the discus

sion moving and focusing on the problem at hand. 

2. I think it is a good idea to elect the student body 

leaders from the total student population. 

2Arthur W. Combs (chairman), "Perceiving, Behaving, Be
coming," RSCD Yearbook (Washington, D.C.: Association of Super
vision and Curriculum Development, 1962), p. 148. 

^White and Lippitt, op. cit., p. 298. 

Alexander J. Stoddard (ed.), The Purposes of Education in 
American Democracy (Washington, D.C.: National Education Associa-
tion, 1938), p. 20. 



31 

According to Combs,^ a destructive force in the fostering 

of identification is segregation. When students are segregated by 

race, religion, sex, intellectual ability, or even age, he said, 

they are deprived of the opportunity of learning to identify with 
C. 

all of mankind. Combs went on to say that student governments 

provide one of the best opportunities for the development of a 

feeling of identification and experience in being active, respon

sible and trustworthy. A democracy is not a haven for the fear-

7 ful, declared Bayles-. It is dangerous to be free, he argued; one 

may do either "bad things" or good things." If people are un

willing to trust themselves to do the good things, then they do 

not desire democracy, he said. If democracy is to mean popular 

sovereignty, he continued, then it is self-contradictory to 

establish limitations. 

Pennock said that, "... the democratic ideal keeps 

pushing the democratic reality in the direction of equality not 

only of access to power but also to equality in the exercise of 

power."® 

3. Students usually cannot be trusted alone. 

5Combs, op. cit., p. 169. 

6Ibid., p. 177. 

7 Ernest E. Bayles, Democratic Educational Theory (New 
York: Harper and Brothers, 1960), p. 153. 

Q 
Roland Pennock, "Democracy and Leadership," Democracy 

Today, eds. William N. Chambers and Robert H. Salisbury (New York: 
Collier Books, 1962), p. 12 7. 
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According to Adorno, the authoritarian will not only con

demn moral laxness in others, but will actually be driven to see 

immoral attributes in them whether they exist or not. This is a 

device for projecting his own unacceptable impulses onto others 

and then rejecting these individuals. 

Rogers"1"0 thought it unlikely that a person can be a facil

itator of learning unless he has a profound trust in the human 

organism and its potentialities . While students are not always 

11 accepted as responsible and trustworthy humans, Combs suggested 

that they should be. He said that teachers should be experienced 

by students as friendly representatives of society. The school 

must emphasize sharing and trusting, he stated. Nothing, said 

Combs, is more encouraging to a student than the feeling that 

adults trust him. He asserted that teachers certainly cannot hope 

to develop trustworthy students if they do not provide an atmos

phere in which others trust them. He indicated that a teacher 

must respect and trust each individual student as he is, regard

less of the individual's behavior. Until the student knows that 

someone knows and trust him, until he trusts himself and others, 

12 he will probably avoid creative activities, Combs observed. 

Q 
^Theodore W. Adorno, Else Frenkel-Brunswik, Daniel J. 

Levinson, and Nevitt R. Sanford, The Authoritarian Personality 
(New York: John Wiley and Sons, Inc., 1964), p. 233. 

•^Carl R. Rogers, Freedom to Learn (Columbus: Charles E. 
Merrill Publishing Co., 1969), p. 114. 

"'"'"Combs, op. cit., pp. 165-166, 174. 12Ibid., p. 147. 
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White and Lippitt"1"^ pointed out that the trust factor was 

very much in evidence in their experiments. They observed that 

boys in democratic groups continued working even when the leader 

was not present, while in the autocratic group, work stopped when 

the leader left the room. 

4. Teachers should be thought of as the ruling elite in 

the classroom. 

14 According to Rokeach, the "authoritarian character" has 

a relatively closed belief system. He noted that such a person 

tends to see the world as a threatening place. An authoritarian 

15 admires power and tends to submit to it, Fromm declared, while 

at the same time he wants to be an authority himself and have 

others submit to him. Adorno indicated that this phenomenon is 

something that might be described as a "power complex." Virtually 

uppermost in its manifestation, he said, is the overemphasis on 

the power motif in himan relations . There is a predisposition, 

17 according to Fromm, to view all relations among people in terms 

18 of strong-weak, leader-follower and so on. Rokeach said that 

13 White and Lippitt, op. cit., p. 65. 

14 Milton Rokeach, The Open and Closed Mind (New York: 
Basic Books, Inc., 1960), p. 62. 

•^Erich Fromm, Escape From Freedom (New York: Avon Books, 
1965), p. 186. 

1 17 Adorno, op. cit., p. 237. Fromm, loc. cit. 

•^Rokeach, loc. cit. 
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the authoritarian tends to evaluate other people according to the 

authorities he values. 

Rogers indicated that, to be most effective as a facili

tator of learning, the teacher must enter into a relationship with 

the learner without presenting any kind of front or facade. "The 

teacher needs to come into direct personal encounter with the 

19 learner," he said, "meeting him on a personal basis." 

5. The teacher should avoid creating problems for group 

members. 

20 According to Rogers, students are generally so insulated 

from problems that it may be necessary to confront them with situ-

21 ations which will become very real problems to them. Suchman 

advocated that the teacher set the stage of inquiry by posing 

problems, creating environments responsive to learner needs and 

desires, and giving assistance to the students in the investiga

tive operation. Such circumstances should provide students the 

chance to achieve autonomous discoveries, he said, and to engage 

in self-directed learning. They discover for themselves the pit

falls and the joys of the scientist's search, he observed. 

22 
Rogers suggested that teachers need to draw from their students 

19Rogers, op. cit., p. 106. 20Ibid., pp. 130-131. 

21 Richard Suchman, "Inquiry Training: Building Skills for 
Autonomous Discovery," Freedom to Learn, ed. Carl R. Rogers 
(Columbus: Charles E. Merrill Publishing Co., 1969), p. 136. 

22 Rogers, op. cit., p. 130. 
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those problems or issues which are real for them and which are 

relevant to the various courses. 

6. The teacher should direct class discussion groups. 

23 According to Fantini, teacher-directed classrooms are 

24 indicative of closed teaching methods, while Rokeach indicated 

that such situations are symptomatic of autocracy or dogmatism. 

25 Teachers who carry out both sides of a dialogue, Howe said, do 

so because they are afraid to leave the other person free to ex

press himself for fear of what he may say. 

26 In dictatorial situations, according to Kelley, the 

leader is turned to because he provides an eacy solution to prob

lems—his solution. The leader, he said, is depended upon for the 

27 security he offers in providing work goals. Pennock noted that 

the leader's function in a democracy is one of aiding the thoughts 

of others and energizing the group through "guiding suggestions ." 

28 Guiding suggestions, according to White and Lippitt, is one of 

the most frequent forms of behavior on the part of the democratic 

leader. 

o-z 
Mario D. Fantini, "Open and Closed Classrooms," The 

Clearing House, Vol. 37 (October, 1962), p. 106. 

24 Rokeach, op. ext., pp. 71-72. 

25 Reuel L. Howe, The Miracle of Dialogue (New York: The 
Seabury Press, 1963), p. 81. 

26Earl C. Kelley, In Defense of Youth (Englewood Cliffs, 
N.J.: Prentice-Hall, Inc., 1962), p. 45. 

27 Pennock, op. cit., pp. 136-138. 

28White and Lippitt, op. cit.i P. 36. 
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7. I think students should speak only when spoken to by 

the teacher. 

29 According to Dreikurs, to speak only when spoken to 

tends to promote the very feeling of social interiority that every 

child experiences as he grows up in a "world of giants" and real

izes painfully, his "weakness" and "smallness." He went on to say 

that present methods of education do not reduce this sense of in

feriority in children. If anything, teacher behavior actually ac

centuates and intensifies it, he noted. 

30 
Combs indicated that feelings of identification are a 

consequence of interaction. He said that these feelings grow out 

of satisfying experiences in human interrelationships and that 

such relationships are hindered in classrooms where student activ

ity is frowned upon and passivity rewarded. In democratic situa-

31 tions, White and Lippitt stated, individual freedom is absolutely 

essential. 

8. The steps involved in problem-solving should be 

selected by the students involved. 

According to Brameld, validation in political terms is 

really democracy at work and students in schools should have the 

opportunity to practice for their roles as future citizens. "They 

OQ 
Rudolf Dreikurs, Psychology in the Classroom (New York: 

Harper and Row, 1968), p. 20. 

30Combs, op. cit., p. 168. 

^White and Lippitt, op. cit., p. 272. 
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32 make mistakes," he asserted,"but so do adults." The democratic 

33 
leader's role in this situation, Pennock stated, is to function 

so as to obtain consensus on effective ways of dealing with each 

"problem area" and establish priorities for these. 

34 
Combs asserted that individual responsibility for learn

ing can only be acquired by experiencing responsibility, not by 

having any of it taken away. In democratic classrooms where chil

dren are learning responsibility, he said, teachers should not 

attempt to do for a child what the child can do for himself. Sat-

35 isfaction, claimed Leavitt, is usually greater when the nature 

of the system and the position of the individual in it permits a 

maximum of individual participation. 

9. Teachers should not lower themselves to the level of 

the group members. 

36 
According to Combs, while the unique role of the teacher 

may be to talk and the students' role to listen, there is no rea

son why they cannot relate as equals. A significant and distin

guishing characteristic between a democratic atmosphere and an 

37 autocratic atmosphere, according to White and Lippitt, is the 

•^Theadore Brameld, Values in American Education (Blooming-
ton, Ind.: Phi Delta Kappa International, 1964), p. 179. 

33 34 Pennock, loc. cit. Combs, op. cit., p. 173. 

"^Harold J. Leavitt, "Some Effects of Certain Communication 
Patterns on Group Performance," Journal of Abnormal Psychology 
(1951), p. 46. 

7 r 

Combs, op. cit., pp. 177-178. 

3^White and Lippitt, op. cit., p. 45. 
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openness of communication that develops in the democratic atmos

phere and lack of communication in the autocratic system. 

38 Waller asserted that democracy implies a society of open 

39 
classes in which, according to Ohles, a key concept would be 

that of mutual respect. People need to make contributions in the 

40 context of the contributions of others, Howe asserted. He went 

on to say that this means accepting the independence of the stu

dent and repudiating the "prima donna" role so many teachers find 

attractive. 

10. Teachers should select the problems for class study. 

41 In their experiments, White and Lippitt found that the 

chief single characteristic of the autocratic leader was that, at 

the verbal level he spent forty-five percent of his time imposing 

his will upon others as compared to three percent for the demo

cratic leader in similar behavior. 

42 
Combs suggested that the teacher's role in the open at

mosphere of a democratic classroom is to assist the learner to 

identify problems, develop interests, satisfy curiousities and 

seek solutions. He observed that these cannot be teacher problems, 

•^William Waller, The Sociology of Teaching (New York: 
John Wiley and Sons, Inc., 1967), p. 22. 

•zq 
John F. Ohles, "Democracy in the Classroom—The Broad 

View," The Social Studies, Vol. 53 (April, 1962), p. 145. 

40Howe, op. cit., pp. 78-79. 

41White and Lippitt, op. cit., p. 31. 

42 Combs, op. cit., p. 150. 
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but must be real concerns of students if an open classroom is to 

become a reality. It is important, he asserted, that teacher-

pupil planning in such situations be sincere and take place be

tween persons who have a mutual respect for one another. 

43 In a democratic situation, noted Bayles, it is the pro

cess of reaching a decision rather than the decision itself which 

is the basis of democracy. This means, he said, that classroom 

training must give the process of reaching decisions precedence 

over the content of any one decision. 

44 Fromm noted that a planned system requires a great deal 

of centralization, while the teacher role of cooperation and 

active control from each individual would seem to require a great 

deal of decentralization. He went on to say that planning has to 

take into account the active participation of the student as well 

as the teacher. 

11. Teachers should formulate the rules for the class. 

Student protests, sit-ins, strikes, and demonstrations 

could probably have been avoided in many instances, according to 

Grambs, Carr, and Fitch,if teachers, administrators and stu

dents had worked cooperatively to obtain orderly rule changes. 

46 Kelley noted that no one can feel himself to be a citizen in a 

^Bayles, op. cit., pp. 258-259. 

44 Fromm, op. cit., p. 301. 

^Grambs et al., op. cit., p. 41. 

AC 
^°Kelley, op. cit., p. 62. 
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democracy when all decisions are made for him in advance by 

others. A school, he indicated, is a ready-made society in which 

young people can learn to be citizens through practice. It is 

necessary for individuals to perceive themselves as factors in 

47 what is going on, said Kelley, if they are to become enlightened 

and concerned citizens. The school is their school and they 

should have some influence concerning what it is and does, he 

observed. 

Students must have the opportunity to practice the skills 

48 of cooperative procedures, said Combs. They need the freedom to 

define goals, he noted and to learn to plan and to try group man-

49 agement. In a democratic situation, suggested Glasser, people 

involved in an endeavor help determine its rules . The teacher who 

is sincere in his consideration for students, said Combs,50 creates 

the social atmosphere which supports the cooperative learning nec

essary to a democratic society. 

It is not undemocratic, observed Bayles,51 for students to 

place limitations upon themselves. It is undemocratic, however, 

to deny students the opportunity to set limits, whenever and in 

whatever way they may wish, he said. 

^Ibid., p. 49. ^^Combs, op. cit., p. 147. 

49 William Glasser, Schools Without Failure (New York: 
Harper and Row, 1969), p. 37. 

50Combs, loc. cit. 51Bayles, op. cit., p. 153. 
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12. I think students should choose what they work on. 

52 According to Kelley, everyone must have a task which is 

suitable to him and which is seen to forward a cause he believes 

in. "Students who are in contact with problems that are relevant 

to them," asserted Rogers, "wish to learn, to discover, to create, 

and as a result, they move toward self-discipline. These things 

53 are essential for good citizenship," he said. 

Grambs, Carr, and Fitch54 suggested that, when the teacher 

provides the opportunity for the students to choose their own 

problems or to choose between alternative problems, there is a far 

higher probability of individual learner motivation. The authors 

stated that students under such conditions tend to become involved 

from the beginning, because they have choices in the directions 

the learning will take. They suggested that in this way choicing 

becomes a facilitating factor in learning. Choosing implies 

active participation, they asserted, and the democratic teacher's 

function is to guide students so that they become more efficient 

in choosing among increasingly significant alternatives. 

55 
Glasser asserted that children must have a voice in 

determining both the curriculum and rules of their school. While 
r /• 

democratic discussion takes time, suggested White and Lippitt, 

52 53 
Kelley, op. cit., p. 63. Rogers, op. cit., p. 114. 

54 Grambs et al., op. cit., pp. 43-44. 

5̂Glasser, loc. cit. 

56 White and Lippitt, op. cit., p. 69. 
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the pooled thinking of a number of individuals is apt to produce 

wiser decisions than that which emerges from the more limited 

vision of only one person. They asserted that children will learn 

democracy best by living it, rather than being told about it. The 

teacherTs role in this situation, declared Holt,57 is to provide 

the student as much help and guidance as he needs, listen respect

fully when the student feels like talking, and then get out of the 

way. 
CO 

In the experiments of White and Lippitt, they found 

that, in the autocratic groups where no choices were offered the 

participants, destruction of student personal property was con-

spicious. The investigators noted that this simply did not occur 

in the democratic groups where the choice of what to do was left 

to the participants. 

13. I think the teacher should explain the limits of 

freedom in the classroom. 

59 According to White and Lippitt, a way of enforcing the 

limits of freedom and remain democratic is to explain the reasons 

for the limits. Grambs, Carr, and Fitch said that the demo

cratic teacher will discuss the reasoning behind any rule with the 

class and consider the possible problems that might arise from it. 

57John Holt, "Teaching," Time, Vol. 90, No. 9 (September 1, 
1967), p. 37. 

CO 

White and Lippitt, loc. cit. 

5̂ Ibid., p. 47. ^Grambs et al., op. cit., p. 41. 
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61 
Zapf pointed out that the students in a democratic classroom 

need to have some part in working with the teacher in determining 

the limits of freedom and the obligation that goes with these 

freedoms. 

62 White and Lippitt commented that consideration for the 

student's welfare usually implies freedom from needless restric

tions. They granted that, while rational restrictions which are 

clearly rooted in the need for efficient performance may be ac

cepted willingly, there is often a quick resentment of those 

restrictions which appear to be irrational, arbitrary, or based on 

purely selfish motives. 

Grambs, Carr, and Fitch asserted that, if students' 

needs are ignored and only the opinions and demands of the teacher 

and the institution are followed, there is no democracy. As to 

the rights of the students, these can only be identified when both 

the teacher and the students are informed as to the limitations 

within which they are expected to operate, asserted the writers. 

14. The teacher's word should not be challenged. 

64 According to Stoddard, education which assumes a mono

lithic character under the rule of a single leader and which 

^Zapf, op. cit., pp. 131-132. 

^White and Lippitt, loc. cit. 

Grambs et al., op. cit., p. 43. 

^Stoddard, op. cit., pp. 14-15. 
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disallows competition is autocratic. A closed system exists, 

65 noted Rokeach, when the power of authority does not depend on 

cognitive correctness, but on the ability of authority to mete out 

reward or punishment. Bayles asserted that, in a democracy, 

". . .no person should become imperious in his issuance of orders 
CC 

nor servile in following those of others." The student, when 

planning his own learning experiences, should be able to disagree 

with his teacher without feeling that he may be endangering his 

67 grade, according to Combs. 

68 Adorno indicated that submission to authority renders 

individuals receptive to manipulation by others. It is not 

enough, stated Kelley, to develop just any kind of citizen. "What 

is needed," he reflected, "are citizens who are excited about how 

69 they are governed, not apathetic." He observed that citizens 

are needed who do not obey edicts of authority with blind docil

ity. In addition, critical thinkers, energetic doers and earnest 
• i  

devotees of democracy are also needed, he said. There is nothing 

70 in a definition of democracy, asserted Bayles, which implies 

that any member of a democracy has to approve all regulations or 

Rokeach, op. cit., pp. 62-63. 

66 
Bayles, op. cit., pp. 176-177. 

67 
Combs, op. cit., p. 133. 

CO 

Adorno, op. cit., pp. 231-232. 

69 70 
Kelley, op. cit., p. 46. Bayles, op. cit., p. 177. 
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rules enacted by the governing body and there is nothing to imply 

that those who disapprove should suffer in silence. 

15. Students should have the opportunity for free expres

sion. 

Free speech is widely recognized as an essential element 

71 of genuine democracy, observed White and Lippitt. In addition, 

72 
Stoddard pointed out that the freedom to know, to think, and to 

express personal thoughts are also essential to the process of 

73 democratic education. Combs said that, whether in the class

room, hall or playground, school should be a place where students 

can express ideas. He suggested that the school atmosphere needs 

to be such that students can feel comfortable while their imagi

nations are given free rein. When students are accepted as basi

cally active, responsible, and trustworthy, they are fully capable 

of creative behavior, he continued. 

74 
Rogers noted that teachers whose orientation is in the 

direction of releasing student potential, exhibit a high degree 

of positively oriented attitude and are perceived by their stu

dents as having these attitudes. 

75 Democracy, said Bayles, requires a wide range of freedom 

on the part of both students and teachers in exercising and acting 

^Hi/hite and Lippitt, op. cit., p. 224. 

72 73 Stoddard, op. cit., p. 14. Combs, op. cit., p. 146. 

74 75 
Rogers, op. cit., p. 117. Bayles, op. cit., p. 176. 
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upon their own judgment as to how they are to carry out the re

quirements placed upon them. 

16, The teacher should be the leader in group decisions. 

76 According to Glasser, students who are asked to take 

some responsibility for the school curriculum and rules discover 

77 democracy. White and Lippitt wrote that the democratic adult 

leader is one who tends to support and bring to clear expression 

the feeling of the majority. He is a catalyst, they said, re-

78 leasing energies that already exist in the students. Kwant 

observed that the democratic teacher is one who shows openness, 

taking other's interests into account and making himself and his 

ideas relate to his students, He further observed that such a 

teacher attaches no absolute worth to himself, but takes others 

into consideration—he does not place his own view above discus-
c 

sion, but makes himself open to the views of others. 

79 In the experiments carried out by White and Lippitt, it 

was determined that the group leader needs to be active within the 

group, offering suggestions and making decisions when needed. The 

investigators said that there was an apparent need for psychologi

cal structure and fatherly relationship that can be furnished by 

the active leader. 

76 77 Glasser, op. cit., p. 37. White and Lippitt, loc. cit. 

78 
Remy C. Kwant, Phenomenology of Social Existence (Pitts

burgh: Duquesne University Press, 1965), p. 7. 

79 White and Lippitt, op. cit., pp. 143-144. 
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17 and 20. The teacher should never compromise his/her 

position. 

80 Ehlers and Lee concluded that democracy is a method 

through which men and women from all walks of life gain confidence 

81 in themselves and in their fellow-humans. Bayles seemed to pur

sue a similar thought when he noted that democracy is based on 

cooperation, where people do not try to manipulate others and 

where they resist the attempts of others to manipulate them. Yet 

all, he said, are willing and glad to be doing their respective 

parts in the collective enterprise which represents the combined 

will of the people. 

Ross observed of the democratic leader that, 

. . . such a man is possessed by the wish to see the 
same inner strength develop in others. As he himself 
abhors alien rule, neither does he wish to rule over 
others. He is pleased to see life unfolding itself free 
and strong in his fellow humans. He finds himself hap
piest in a circle of equals, not surrounded by slaves. 
In education, his aim is not exact submissive obedi
ence, but to foster young individuals who in due course 
will themselves be able to fprm their own lives with 
freedom and responsibility. 

According to Dubin, democratic situations are such 

because the leaders do not have unrestricted authority, since they 

on 
Ehlers and Lee, op.-cit., p. 148. 

81 Bayles, op. cit., p. 177. 
D O  

Alf Ross, Why Democracy (Cambridge, Mass.: Harvard Uni 
versity Press, 1952), p. 104. 

^Robert Dubin, Human Relations in Administration (Engle-
wood Cliffs, N.J.: Prentice-Hall, Inc., 1968), p. 386. 



possess only the limited power granted by the people. Of this, 

84 Bayles noted that democracy makes .no guarantee against errors in 

judgment—and people must be free to make changes in leadership 

when necessary. 

18. Students should be allowed to sit where they wish. 

85 According to Grambs, Carr, and Fitch, the teacher, as he 

learns to manage a degree of flexibility in the classroom, should 

encourage students to shift seats. By allowing students to take 

the responsibility for seating themselves for large group discus

sions, Zapf*^ found that they took the initiative for locating 

themselves away from distracting influences. 

19. On discipline problems, the teacher should not worry 

about class opinion. 

87 According to Adorno, a person with authoritarian tenden

cies would not concern himself with what people around him think 

or feel. Moreover, he would be disinclined to involve himself in 
op 

"unnecessary" discussion about such matters. Rokeach observed 

that the authoritarian would have a closed belief system and tend 

to evaluate others according to their agreement or disagreement 

OA 
Bayles, op. cit., p. 152. 

85 
Grambs et al., op. cit., p. 144. 

86 87 
Zapf, op. cit., p. 100. Adorno, op. cit., p. 235. 

88 
Rokeach, op. cit., p. 63. 



49 

89 with his own system. White and Lippitt suggested that a way of 

being concerned about others feelings and still operate in the 

occasional role of enforcer of the limits of freedom would be to 

seek group acceptance of this role through explanations regarding 

its necessity. 

21. I think a specialist should decide which school is 

best for the student to attend. 

90 In the opinion of Getzels and Thelen, the classroom is a 

special social system which has at least the four following ele

ments: (1) a goal, (2) participants, (3) leadership, and (4) re

lationships to other groups. The primary goal of the classroom 

group, they said, is learning—both as a means and an end in its 

own right. They suggested, however, that what was to be learned 

and how it was to be learned usually did not involve much choice 

on the part of the learner. 

91 Students, observed Getzels and Thelen, literally have no 

choice as to the school they attend, their teachers, their class

mates, or what they will do. Due to the accident of birth date, 

sex, intelligence, etc., there may be rivalries or friendships 

89 White and Lippitt, op. cit., p. 47. 

90 
Jacob W. Getzels and Herbert A. Thelen, "The Classroom 

Group as a Unique Social System," The Dynamics of Instructional 
Groups, Fifty-ninth Yearbook of the National Society for the Study 
of Education, Part II (Chicago: The University of Chicago Press, 
1960), pp. 53, 55-56. 

91 
Ibid, p. 55. 
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that keep the student occupied in such a manner that he does not 

achieve the common goals adopted by others. 

22. Students' desks should face the front of the room. 

92 
Adorno's studies indicated that characteristics which 

are expressive of conventionalism such as formal seating arrange

ments seem to be associated with more manifest forms of prejudice, 

which is itself a characteristic of authoritarianism. 

93 
Zapf said that seating students all facing one direction 

does not promote a friendly atmosphere desired in the democratic 

classroom. She suggested that it is desirable for students to 

seat themselves in a manner which permits them to see as many of 

their peers as possible. In small-group activity, Grambs, Carr, 

94 
and Fitch noted, work around tables or desks arranged in squares 

or circles is more productive of democratic processes, since face-

to- face working fosters group unity. 

23. Students should learn work goals first. 

95 According to the experiments of White and Lippitt, 

democracy is decidedly more "efficient" than autocracy, since it 

achieves both work goals and social goals simultaneously while 

autocracy achieves only work goals. Even from the narrow 

Adorno, op. cit., pp. 227-228. 

93 Zapf, op. cit., pp. 55, 36, 100. 
q a  

Grambs et al., op. cit., pp. 147-148. 

95 White and Lippitt, op. cit., p. 64. 
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standpoint of work goals alone, they said, the evidence suggests 

that in the democratic groups, work goals were about as efficient 

as the autocratic ones. 

96 
Waller pointed out that a relative freedom for the stu

dent will be productive of new concepts of school discipline. He 

suggested that it would do away with much of the present structure 

and regimentation. The school, he contended, must stop trying to 

become a machine and strive to realize its destiny as a social 

organism. 

Kwant speculated that technology has developed to such an 

extent that further growth will not depend on the work of individ

uals as in the past, but rather upon the teamwork and collabora

tion of groups of scientists through a social process. He 

continued, saying, ,fThe way in which we live, both materially and 

spiritually, connects every fiber of our existence with that of 

others. Our existence is characterized by a very striking form of 

society."^ 

24. The teacher should be an active group participant. 

98 
Stoddard observed that democratic processes involve the 

99 
assent of the people in matters of social control. Bayles fol

lowed Stoddard's line of reasoning, suggesting that the equality 

96 
Waller, op. cit., p. 452. 

97 Kwant, op. cit., pp. vii-viii. 

98 99 
Stoddard, op. cit., p. 8. Bayles, op. cit., p. 157. 
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of opportunity for all to participate in making group decisions 

and the equality of obligation to abide by them once they are made 

and until they are revised or rescinded is the heart of the demo

cratic process. This, said Stoddard,"*" 0̂ implies that all the 

people must have access to the facts which will help them to reach 

a wise decision. 

Combs"^ stated that the creative, open, self-assured, 

confident teacher is able to create with children—working with 

them, instead of directing them to work. 

25. Students should be scheduled into classes they need. 

More needs to be done with students rather than to them, 

102 Combs asserted. On the assumption that all courses in a given 

high school are worthwhile, he said that students should be given 

many choices as to what they will take. If in addition, he 

stated, teachers provide students with many choices in the class

room, students will tend to become more involved and thus become 

more active and responsible. 

103 According to Getzels and Thelen, students scheduled 

into classes by outside authority, may become preoccupied with 

matters not centered on the learning task, e.g., simply getting 

•^^Stoddard, loc. cit. "^Combs, op. cit., p. 152. 

102Ibid., p. 179. 

103 
Getzels and Thelen, op. cit., pp. 55-56. 
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104 along in an accidently selected group. Waller asserted that 

the doctrine of sorting out individuals (in this case students) 

for given social duties is an undemocratic act. 

Kelley105 noted that any attempt on the part of a legis

lative body to establish specific school programs is very likely 

to fail. He asserted that legislators usually do not know about 

teaching and learning, so in making decisions about such matters 

they often fall short of their obj ectives. They have practically 

no recourse, but to fall back on required courses and these often 

have the opposite effect from that hoped for. For example, a 

required course in civics, according to the findings of the Purdue 

106 
Opinion Poll, will be more likely to produce a "bad" citizen 

than a "good" one. 

26. Teachers ought to remain apart from the students in 

the classroom. 

The teacher is the most important human resource for the 

107 student, Rogers observed. As such, he said, the teacher should 

make himself and his special knowledge and experiences clearly 

available to the students without imposing himself upon them. 

108 White and Lippitt argued that, when teachers participate in 

104Waller, op. cit., p. 22. •L05Kelley, loc. cit. 

100 107 
Remmers, op. cit., p. 43. Rogers, op. cit., p. 132. 

108 
White and Lippitt, op. cit., p. 272. 



group discussions, students tend to develop stronger identifica

tion and greater commitment to jointly held goals. 

109 
Waller pointed out that, in order to provide a social 

situation which can produce students prepared and inclined to take 

part in a national social order, attention will need to be given 

to the teaching personnel. Teachers must be obtained, he sug

gested, who are capable of non-institutionalized leadership and 

who have no need for barriers between themselves and the students. 

The most logical person to fill this position, according to 

Howeis a "dialogical person" who responds to others with his 

"whole being." He indicated that this teacher is really present 

and does not seem to be on an errand when supposedly listening to 

the person before him. He went on to say that the teacher is an 

authentic person in the sense that he is able to learn as well as 

teach, and is at no time defensive in his relations and does not 

have to waste his energies in protecting and defending himself. 

27. The teacher should be supplying information most of 

the time. 

KeUey"1"1"1" observed that communication is not a one-way 

affair. It is, he said, too often believed that simply to send 

a message constitutes communication. One-way lines of 

"^Waller, op. cit., pp. 452-453. 

"^Howe, op. cit., p. 70. ^"Kelley, op. cit., p. 137. 
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112 communication, according to Bayles, make democracy impossible. 

He observed that there has been no r.eal communication until what 

has been sent has been received. 

According to Snyder,"1""^ the textbook method of teaching 

page by page, where the teacher functions as information giver, is 

a dictatorial form of teaching. He indicated that students need 

the opportunity for reflective thinking where time is provided for 

them to choose from alternatives. In these instances the teacher, 

according to Rogers,"1"^ needs to aid students by providing all 

kinds of resources in identifying information relevant to their 

needs. 

When a teacher becomes incapable of dialogue, stated 
115 

Fromm, what passes as communication is only monologue, since no 

response is sought or accepted. Monologue, he continued, tends to 

foster alienation and apartness, whereas only dialogue has the 

power to unite persons and bring them together. 

11 C 
Some good may come from "telling," according to Kelley, 

but most evidence seems to indicate that lectures on citizenship 

cannot be depended upon for the development of good citizens. 

People, he asserted, learn good citizenship through practice. 

n? 
Bayles, op. cit., p. 178. 

113 Eldon E. Snyder, "Democratic Social Studies Instruction 
at the Secondary Level," The Social Studies, Vol. 52 (October, 

. 1961), pp. 185-186. 

114 115 
Rogers, op. cit., p. 131. Fromm, op. cit., p. 273. 

116 
Kelley, op. cit., pp. 49-50. 



117 Original thinking, stated Fromm, is discouraged by 

teacher emphasis on knowledge and facts. The students' time and 

energy, he said are dissipated by learning more and more facts so 

that there is little time for thinking. Rogers observed that, "If 

I distrust the hunan being then I must cram him with information 

118 of my choosing, lest he go his own mistaken way." 

28. Disruptive students should be curtailed in class 

discussions. 

119 To many people, observed Kelley, "good citizenship" is 

equated with the behavior of one who conforms. Such behavior is 

not inventive or creative, and has not shared with his peers 

120 because it would disrupt the class. Combs noted that teachers 

and administrators who give lip service to the desire for active, 

constructive pupils, when questioned, turn out to mean obedient, 

courteous, conforming pupils. They actually want passive chil

dren, he said. Active students apparently make too many mistakes 

for teachers who give top priority to goodness. In practice, he 

asserted, passive rather than active behavior is encouraged. He 

went on to say that this is not conducive to the development of 

fully functioning people. Like it or not, education for conform-

121 ity is not education for citizenship, said Kelley. It is, he 

observed, contrary to the fundamental nature of youth. 

•^Fromm, loc. cit. "^Rogers, op. cit., p. 114. 

119 120 
Kelley, op. cit., p. 51. Combs, op. cit., p. 168. 

1 Pi 
Kelley, loc. cit. 
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Empathy and understanding are necessary in any teacher, 

•jo 9 
asserted Dreikurs, to see that the provocative behavior of some 

students is often symptomatic of personality problems. He sug

gested that, rather than curtailing the student, he be given 

responsibilities in line with his attributes. If this fails, 

little has been lost for the effort. 

29. In general, students need to be kept under control. 

123 
Combs pointed out that, to facilitate creativity in its 

many forms, children need to be free rather than held down. Youth 

124 rebel for the same reasons that adults do, said Kelley, because 

they do not have enough freedom and they lack options meaningful 

to them. 

125 As pointed out by Adorno, submission to authority, 

desire for a strong leader and subservience of the individual to 

another have frequently been set forth as important aspects of the 

Nazi creed. As a result of this inhibiting kind of authority, the 

elements of either hatred or irrational overestimation and admira

tion of the authority will tend to increase, according to 

Fromm. 

•L22Dreikurs, op. cit., p. 94. 

123 
Combs, op. cit., pp. 150-151. 

124 loc 
Kelley, op. cit., p. 63. Adorno, op. cit., p. 231. 

12 6 
Fromm, op. cit., p. 188. 
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In writing of the implications of the Purdue Opinion Poll 

127 Report Number Thirty, Remmers pointed out that, during the 

interval between the ninth and twelfth grades, attitudes seem to 

become crystallized. He found that the ninth grade student seems 

to be less sure of his feelings toward freedom and the Bill of 

Rights, while the twelfth grade student seems to have made up his 

mind. The poll indicated that a significant number of the 

nation's high school seniors do not agree with the freedom guaran

teed by the Bill of Rights. At the same time, these students who 

manifest the symptoms of authoritarianism and fascism are likely 

to declare themselves to be the best Americans and the most loyal 

12 8 
supporters of American democracy, Remmers observed. Adorno 

pursued this thought, asserting that the anti-democratic individ

ual attributes to others those impulses which he suppresses in 

himself. It may then be interesting, he said, to note what attri

butes the person most readily ascribes to the world around him. 

30. Students in the same class generally have more or 

less the same needs. 

There are children who are unready, incapable, and con

strained by the equal educational opportunity to learn everything 
T O  9  

at the same time that everyone else does, Lee concluded. The 

12̂ Remmers, op. cit., pp. 57-59. 
nop 

Adorno, op. cit., p. 240. 

129 Dorothy Lee, Freedom and Culture (Englewood Cliffs, 
N.J.: Prentice-Hall, Inc., 1959), p. 45. 
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teacher needs to identify, develop, and protect, within the limits 

of the person's potential, the valuable traits found in the unique 

130 personality of each individual, Stoddard pointed out. Demo

cratic respect for the individual should result in teacher behav

ior which assures the right of each person to be different, 

131 asserted Parnes and Harding. 

132 
Rogers stated that, when a group is offered the freedom 

to learn on its own responsibility, there should also be provi

sions for those who would rather be guided and instructed by the 

teacher. If students are free and are allowed their individual

ity, he said, they should be free to learn passively as well as 

initiate their own learning. 

133 134 
Combs, and Rugg and Brooks, noted that a democratic 

classroom environment is one which encourages creativity, recog

nizes, respects, and values the supreme worth of each individual 

personality. If people are to have the opportunity to become 

unique selves, said Combs, . .it follows that people should 

13D 
Stoddard, op. cit., p. 21. 

131 Sidney J. Parnes and Harold F. Harding, A  Source Book 
for Creative Thinking (New York: Charles Scribner's Sons, 1962), 
p. 165. 

132 
Rogers, op. cit., p. 134. 

l ̂  Combs, op. cit., p. 148. 

"^Harold 0. Rugg and B. Marian Brooks, The Teacher in 
School and Society (Yonkers-on-Hudson, N.Y.: World Book Co., 
1950), p. 426. 
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135 become more different than more alike." Teachers therefore 

need to encourage differences and uniqueness, he said. 

136 
Adorno found that people who stereotyped others, or had 

a tendency to think in rigid categories—for instance teachers 

assuming that all students within a classroom have the same needs— 

tended to manifest other anti-democratic tendencies. 

31. I generally think of teaching as a friendly situ

ation . 

137 According to Rokeach, the world as viewed by a rela

tively open person is generally seen as a friendly place. He 

indicated that such a person is relatively free and impervious to 

irrelevant pressures. This tended to agree with White and 

Lippitt'-s description of democracy, . . true democracy is char

acterized by genuine friendliness, good will, and a relative 

138 absence of 'self-oriented needs' which impair group efficiency." 

In their experimentation with democratic and autocratic situations, 

they found that autocratic leader behavior produced a markedly 

larger amount of unfriendly, resistant behavior, hostile criticism, 

139 and competitive behavior than did the democratic. 

32. There are probably teachers who would make a good 

model for all teachers to follow. 

135 136 
Combs, loc. cit. Adorno, op. cit., pp. 228, 236. 

137 Rokeach, op. cit., p. 63. 

138 139 
White and Lippitt, op. cit., p. 272. Ibid., p. 70. 
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140 According to Fromm, the future of democracy depends on 

the realization of the individualism that has been the ideological 

aim of modern thought. He stated that the cultural and political 

crisis of our day is not due to too much individualism, but the 

very lack thereof. 

141 Beck, Bernier, Macdonald, Walton, and Willers said that 

teachers are convinced of the desirability of a student-centered 

curriculum. By and large, however, teachers do not seem to feel 

capable of individualizing instruction to accomplish this, they 

asserted. Previous school experiences have simply not provided 

suitable models for teachers to imitate, they indicated, even if 

142 this were desirable. Combs observed that teachers need help 

during their education courses to find the courage to develop 

their own best methods of teaching rather than someone else's best 

methods„ 

33. I think teachers should use democratic processes in 

the classroom. 

143 
Remmers indicated that a democratic society and demo

cratic values promise the greatest individual fulfillment and 

happiness. There is both clinical and experimental evidence, 

•^Fromm, op. cit., p. 297. 

141 Carlton E. Beck, Normand R. Bernier, James B. Mac
donald, Thomas W. Walton, and Jack C. Willers, The Schools and 
Social Change (Boston: Houghton Mifflin Co., 1968), p. 188. 

142 143 Combs, op. cit., p. 149. Remmers, op. cit., p. 20. 
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144 according to White and Lippitt, to show that democracy produces 

a distinct advantage over autocracy. Their findings tended to 

indicate that, in democratic learning situations, students' re

actions of aggression, apathy and rebellion against the leader 

145 rarely if ever occur. Democracy, Remmers said, has been shown 

to be more constructive, less frustrating, and less generative of 

conflict and maladjustment than any authoritarian society. 

1 A C  
Fenton D observed that democracy, with its special de

mands, initiative and independence, is a particular way of func

tioning as a human which has to be learned. All that is known 

about the learning process, he stated, needs to be applied soci

ally to the transmission of our democratic heritage in a changing 

147 world. Snyder, for instance, noted that teachers who teach 

information by page-by-page directly from textbooks are behaving 

dictatorially. It should, he said, seem strange in a democratic 

society for teachers to instruct students about democracy in a 

totalitarian manner. Mere verbal emphasis on democracy will not 

by itself accomplish the implementation of democratic values and 

148 the freedoms they imply, stated Remmers. 

•^^White and Lippitt, op. cit., p. 65. 

145 Remmers, loc. cit. 

•^Edwin Fenton, The New Social Studies (New York: Holt, 
Rinehart and Winston, Inc., 1966), p. 71. 

-^Snyder, op. cit., p. 185. 

148 Remmers, op. cit., p. 3. 
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Summary 

In this chapter, the instrument for measuring certain 

attitudes of social studies teachers regarding the use of demo

cratic processes in classrooms was presented. The steps in its 

development were traced from the pilot instrument, which was 

tested on a group of graduate students, to the revised, final 

instrument which was then administered to selected secondary 

social studies teachers in the Tucson, Arizona area. 

The thirty-three items of the revised instrument were pre

sented together with background literature on democratic processes 

which was useful in developing and selecting each item. The items 

ranged in content from questions concerning student freedoms 

through teacher control to those concerning student choices. What 

tended to emerge from the literature supporting the various items 

was a profile of teacher attitudes of the "open" or "democratic" 

teacher. 

In the chapter which follows, the data derived from the 

various item screening tests for the pilot and revised instruments 

are provided. 



CHAPTER 4 

PRESENTATION OF DATA 

In this chapter, some details of the procedure followed in 

testing the pilot and revised instruments are presented. The 

pilot instrument data, including item analysis and factor analysis 

results, are presented. These data were used in a double screen

ing sequence utilized to select out items most appropriate for 

inclusion in the revised instrument. 

Pilot Instrument 

Description of Sample 

The sample used for the pilot instrument consisted of 

graduate students enrolled in the University of Arizona's College 

of Education. Fifty-one individuals were used for this phase of 

the study. 

Report of the Data 

A Pearson r correlation between the pilot instrument and 

the California F-scale proved to be statistically significant at 

the .05 level. This correlation was utilized to establish concur

rent validity and give credence to the use of the selected items 

for the revised instrument. 
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An item analysis was utilized as a preliminary screening 

device for selecting items to be used in the revised instrument. 

A summary of the item analysis for the pilot instrument is shown 

in Table 1. The analysis was conducted through the use of a com

puter program written by IBM for the IBM 360 Model 20 computer. 

Basically, the item analysis did the following: (1) computed fre

quencies of responses for each alternative associated with a given 

statement and (2) computed a point biserial from each item as it 

related to the total score. A high correlation would indicate 

that those persons who answered in a positive direction scored at 

the democratic end of a continuum on the instrument. 
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Table 1 

Pilot Instrument, Item Analysis Summary 

Positive Negative 
™ Correlation Correlation 

Teachers should be thought of as the 
ruling elite in the classroom. .38 -.22 

Students should be allowed to sit where 
they wish. .28 -.37 

The teacher should avoid creating prob
lems for group members. .30 -.29 

The teacher should direct class dis
cussion groups. .36 -.48 

Students should not talk out in class. .25 -.11 

The steps involved in problem-solving 
should be selected by the students 
involved. .22 -.29 

Students should be allowed to speak 
freely. .36 .00 

Teachers should not lower themselves to 
the level of a group member. .28 -.29 

Teachers should select the problems for 
class study. .28 -.58 

Teachers should not worry about the 
desires of the individual. .25 -.12 

Students should be allowed to choose 
the problems on which they work .14 -.27 

Teachers ought to look for community 
feedback. .26 .00 

The teacher should formulate the rules 
for the class. .36 -.44 

Teachers should explain their reasons 
for limiting classroom freedom. .17 -.28 

The teacher's word should not be 
challenged. .34 -.29 



Table 1, Continued 

jtem Positive Negative 
Correlation Correlation 

Teachers should not be personally 
involved in student problems. .13 -.33 

Students should have the opportunity 
for free expression. .19 -.39 

The teacher should be the leader in 
group decisions. .45 -.31 

The teacher should never compromise 
his/her position in class. .35 -.34 

Students should go to school in their 
own neighborhood. .31 -.26 

ft student should be allowed to choose 
his/her own school. .28 -.15 

On discipline problems, the teacher 
should not worry about class opinion. .36 -.43 

The teacher should never compromise 
his/her decision. .45 -.56 

Specialists should decide which school 
a student attends. .44 -.21 

StudentTs desk should face the front of 
the room. .33 -.29 

Students should learn work goals first. .50 -.29 

The teacher should be an active group 
participant. .20 -.26 

Students should be scheduled into 
classes they need. .30 -.23 

Teachers ought to remain apart from the 
students in the classroom. .25 -.58 

The teacher should be supplying infor
mation most of the time. .21 -.45 

Disruptive students should be curtailed 
in class discussions. .29 -.40 
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For the preliminary analysis, an item whose correlation 

was either -.26 or greater was retained for consideration in the 

revised instrument. 

A factor analysis was then utilized to further eliminate 

items. The ultimate purpose of factor analysis is to produce 

factors which help to identify the psychological constructs being 

measured by the instrument in question. Veldman's"1" technique of 

conducting a factor analysis was utilized. Basically, this tech-

2 nique involved a principle axis approach with a varimax rotation 

to maximize positive loadings in each factor. In this approach, 

the items are clustered together on a multi-coordinate system. 

Each cluster of items represents a psychological construct re

flecting the same personality trait. A summary of the factor 

analysis appears in Table 2. 

^Donald J. Veldman, Fortran Programming for the Behavioral 
Sciences (New York: Holt, Rinehart, and Winston, 1967), p. 213. 

2 Nunnally, op. cit., p. 332. 
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Table 2 

Pilot Instrument, Factor Analysis Summary 

Item Factor Correlation 

Teachers should be thought of as the 
ruling elite in the classroom. 1 .76 

Students should be allowed to sit where 
they wish. 1 .79 

The teacher should avoid creating prob
lems for group members. 1 - .24 

The teacher should direct class dis
cussion groups. 1 .44 

The steps involved in problem-solving 
should be selected by the students 
involved. 1 .53 

Teachers should not lower themselves to 1 .75 
the level of a group member. 2 .26 

Teachers should select the problems for 
class study. 1 .47 

The teacher should formulate the rules 
for the class. 1 .83 

The teacher's word should not be 
challenged. 1 .70 

Students should have the opportunity 1 .42 
for free expression. 2 .59 

The teacher should be the leader in 
group decisions. 1 .72 

The teacher should never compromise 
his/her position in class. 1 .37 

On discipline problems, the teacher 1 .40 
should not worry about class opinion. 2 .29 

The teacher should never compromise 
his/her decision. 1 .77 
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Table 2, Continued 

Item Factor Correlation 

Student's desk should face the front 
of the room. 1 .52 

Students should learn work goals first. 1 .64 

The teacher should be an active group 
participant. 2 .37 

Students should be scheduled into 
classes they need. 2 .45 

Teachers ought to remain apart from the 1 .36 
students in the classroom. 2 -.52 

The teacher should be supplying informa
tion most of the time. 1 .38 

Disruptive students should be curtailed 
in class discussions. 2 .28 

The total number of items derived from the two screening 

operations, the item analysis and factor analysis, was twenty-two. 

An additional eleven items were placed in the revised instrument. 

These were either reworded from the pilot or selected from addi

tional related literature. 

Revised Instrument 

Description of Sample 

The sample used in this study was drawn from social stud

ies teachers in the following Tucson area school districts: 

Tucson District #1, Flowing Wells, Amphitheater, and Sunnyside. 

A letter and a copy of the developmental instrument accompanied 

by a copy of the criterion instrument were sent to each of the 
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social studies teachers in the above districts. Ninety-one 

instruments, forty-five and one-half percent, were completed and 

returned. 

Following the collection of data, the instruments were 

3 hand scored for item scores and total scores. Scores were then 

punched into IBM cards, and the analysis was conducted with com

puter facilities. 

The Correlation Analysis 

A Pearson r correlation analysis between the California 

F-scale, the criterion score, and summed scores on the revised 

instrument showed a correlation of .66 which is significant at the 

4 
.01 level. 

Item Analysis of the Instrument 

Using a sample of ninety-one cases, an item analysis was 

utilized to determine which items correlated significantly with 

the total score. The point biserial correlation described for the 

pilot instrument was used in this analysis. The results are given 

in Table 3. 

^The method for accomplishing this scoring was described 
in Chapter 2. 

^James Popham, Educational Statistics (New York: Harper 
and Row, 1967), p. 398. 
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Table 3 

Item Analysis for the Revised Instrument 

Item No. Gist of Item Intercorrelation* 

1 Discussion-free latitude .38 
2 Elect student leaders .43 
3 Trust alone .39 
4 Teachers ruling elite .52 
5 Teacher avoid creating problems .41 
6 Teacher direct discussion .52 
7 Students speak when spoken to .35 
8 Problem-solving by students .38 
9 Teachers not lower to group .46 
10 Teachers select problems .56 
11 Teachers formulate rules .56 
12 Students choose work .58 
13 Teacher explains limits -.38 
14 Teacher's word not challenged .45 
15 StudentTs free expression .44 
16 Teacher lead discussion .42 
17 Teacher not compromise .66 
18 Student chooses seat .56 
19 Discipline by teacher .47 
20 Teacher not compromise .57 
21 Specialist selects school .21 
22 Desk face front .53 
23 Work goals first .58 
24 Teacher active participant -.05 
25 Student scheduled into class .37 
26 Teachers remain apart .32 
27 Supplying information .43 
28 Disruptive students curtailed .47 
29 Student control .62 
30 Students T same needs .31 
31 Teaching friendly .44 
32 Good teaching model .41 
33 Democratic processes .48 

*Value of .30 was used as a criterion of selection as 
suggested by Guilford, loc. cit. 
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Item number thirteen correlated significantly in a nega

tive direction. This would indicate that this item, while meas

uring the same content as the other items, is perceived in the 

opposite direction as specified by the writer. 

Factor Analysis of the 
Revised Instrument 

The same factor analysis technique employed in the pilot 

study was utilized to ascertain the common factors. This approach 

was used to identify and label those psychological constructs 

which were being measured by the instrument. Tables 4 through 13 

identify the item variables and the loading of each variable which 

5 proved significant, following Nunnally. 

^Nunnally, op. cit., p. 357. 
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Table 4 

Factor I Loadings for Significant Variables 

Item No. Variable Loading Communality 

4. .65 72. 

5. .67 75. 

25. .77 70. 

Total Variance 22.03 

Significant Variables for Factor I 

Item No. Variable 

4. Teachers should be thought of as the ruling elite 
in the classroom. 

5. The teacher should avoid creating problems for 
group members. 

25. Students should be scheduled into classes they 
need. 

While on the surface, these variables seem to be unrelated, 

closer examination seems to indicate a concern for "powerlessness 

of students." 
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Table 5 

Factor II Loadings for Significant Variables 

Item No. Variable Loading Communality 

1. .31 65. 

2. .55 62. 

7. .57 54. 

9. .31 46. 

11. .35 67. 

26. .31 71. 

31. .72 62. 

33. .78 79. 

Total Variance 8.2322 

Significant Variables for Factor II 

Item No. „ Variable 

1. In a class discussion, students should be allowed 
free latitude. 

2. I think it is a good idea to elect the student body 
leaders from the total student population. 

7. I think students should speak only when spoken to 
by the teacher. 

9. Teachers should not lower themselves to the level 
of the group member. 

11. Teachers should formulate the rules for the class. 
26. Teachers ought to remain apart from the students 

in the classroom. 
31. I generally think of teaching as a friendly situation. 
33. I think teachers should use democratic processes in 

the classroom. 

The variables that structure this factor seem to be con

cerned with "democratic climate." 
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Factor III Loadings for Significant Variables 
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Item No. Variable Loading Comraunality 

6. -.72 63. 

10. -.71 77. 

11. -.64 67. 

12. -.31 67. 

16. -.77 70. 

21. -.32 65. 

22. -.36 72. 

23. -.50 59. 

Total Variance 6.75 

Significant Variables for Factor III 

Item No. Variable 

6. The teacher should direct class discussion groups. 

10. Teachers should select the problems for class study. 

11. Teachers should formulate the rules for the class. 

12. I think students should choose what they work on. 

16. The teacher should be the leader in group decisions. 

21. I think a specialist should decide which school is 
best for the student to attend. 

22. Students T desks should face the front of the room. 

23. Students should learn work goals first. 

This factor has been identified by the writer as being 

concerned with "autocratic behavior." 
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Table 7 

Factor IV Loadings for Significant Variables 

Item No. Variable Loading Communality 

3. .43 54. 

17. .77 79. 

20. .84 79. 

27. .35 48. 

Total Variance 5.76 

Significant Variables for Factor IV 

Item No. Variable 

3. Students usually cannot be trusted alone. 

17. The teacher should never compromise his/her position 
in class. 

20. The teacher should never compromise his/her position. 

27. The teacher should be supplying information most of 
the time. 

It may be noted in this factor that two items are very 

similar in wording. However, while the communality is the same, 

the variable loadings are not equal. This would seem to indicate 

that the subjects were preceiving the statement differently. 

The writer labeled this factor, concern for "teacher 

status." 
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Table 8 

Factor V Loadings for Significant Variables 

Item No. Variable Loading Communality 

1. -.70 65. 

8. -.79 69. 

12. -.53 67. 

18. -.66 69. 

Total Variance 4.97 

Significant Variables for Factor V 

Item No. Variable 

1. In a class discussion, students should be allowed 
free latitude. 

8. The steps involved in problem-solving should be 
selected by the students involved. 

12. I think students should choose what they work on. 

18. Students should be allowed to sit where they wish. 

The writer has determined that this factor seems to be 

concerned with "student options." 
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Table 9 

Factor VI Loadings for Significant Variables 

Item No. Variable Loading Communality 

4. -.38 72. 

9. -.44 46. 

14. -.33 73. 

15. -.68 61. 

19. -.65 60. 

24. -.63 77. 

29. -.32 68. 

Total Variance 4.17 

Significant Variables for Factor VI 

Variable 

Teachers should be thought of as the ruling elite in 
the classroom. 

Teachers should not lower themselves to the level of 
the group member. 

The teacher's word should not be challenged. 

Students should have the opportunity for free 
expression. 

On discipline problems, the teacher should not worry 
about class opinion. 

The teacher should be an active group participant. 

In general, students need to be kept under control. 

The writer suggested that this factor seems to be concerned 

with "teacher autonomy." 

Item No. 

4. 

9. 

14. 

15. 

19. 

24. 

29. 
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Table 10 

Factor VII Loadings for Significant Variables 

Item No. Variable Loading Communality 

12. .34 67. 

22. .61 72. 

26. .70 71. 

27. .44 48. 

Total Variance 3.86 

Significant Variables for Factor VII 

Item No. Variable 

12. I think students should choose what they work on. 

22. Students' desks should face the front of the room. 

26. Teachers ought to remain apart from the students in 
the classroom. 

27. The teacher should be supplying information most of 
the time. 

This factor seems to manifest a concern for "formal 

structure." 
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Table 11 

Factor VIII Loadings for Significant Variables 

Item No. Variable Loading Communality 

3. .38 54. 

23. .43 59. 

29. .51 68. 

30. .67 62. 

32. .74 69. 

Total Variance 3.85 

Significant Variables for Factor VIII 

Item No. Variable 

3. Students usually cannot be trusted alone. 

23. Students should learn work goals first. 

29. In general, students need to be kept under control. 

30. Students in the same class generally have more or 
less the same needs. 

32. There are probably teachers that would make a good 
model for all teachers to follow. 

In this factor there seems to be a concern for "teacher 

imperatives." In the democratic classroom there would be no 

imperatives. 
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Factor IX Loadings for Significant Variables 
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Item No. Variable Loading Communality 

2. .44 62. 

13. .60 65. 

30. .32 62. 

Total Variance 3.61 

Significant Variables for Factor IX 

Item No. Variable 

2. I think it is a good idea to elect the student body 
leaders from the total student population. 

13. I think the teacher should explain the limits of 
freedom in the classroom. 

30. Students in the same class generally have more or 
less the same needs. 

This factor appears to be concerned with "operational 

limits." 
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Table 13 

Factor X Loadings for Significant Variables 

Item No. Variable Loading Communality 

10. .33 77. 

21. .57 65. 

28. .73 71. 

Total Variance 3.31 

Significant Variables for Factor X 

Variable 

Teachers should select the problems for class study. 

I think a specialist should decide which school is 
best for the student to attend. 

Disruptive students should be curtailed in class 
discussions. 

These variables tend to indicate a concern for "curtailed 

student operations." 

Item No. 

10. 

21. 

28 .  
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Summary 

In this chapter the population samples used for the pilot 

and revised instruments were identified and the data derived from 

the administration of the two instruments was presented. Fifty-

one graduate students at the University of Arizona were given the 

pilot instrument. An item analysis and a factor analysis were 

utilized as preliminary screening devices for selecting out items 

to include in the revised instrument. Additionally, a Pearson r 

correlation between the pilot instrument and the California F-scale 

was conducted. This yielded a statistically significant correla

tion at the .05 level of confidence. 

Ninety-one social studies teachers from the secondary 

schools of the Tucson, Arizona area comprised the sample for the 

revised instrument. The data were scored for item and total scores 

and an item analysis was conducted. This analysis assisted in de

termining those items correlating significantly with the total 

score. As with the pilot instrument, a Pearson r correlation anal

ysis was conducted between the criterion score, the revised instru

ment score, and the California F-scale. The correlation derived 

from this procedure was .6579, significant at the .01 level of 

confidence. 

In the chapter which follows, the summary and concluding 

statements of the study are presented. 



CHAPTER 5 

SUMMARY AND CONCLUSIONS 

Purpose 

The major purpose of this study was to develop an attitu-

dinal scale suitable for ascertaining the feelings of selected 

social studies teachers regarding the use of democratic processes 

in classrooms. 

Procedures 

This study was accomplished in two parts, a preliminary 

study utilizing a pilot instrument for the purpose of selecting 

items for inclusion in the revised instrument, and a primary study 

utilizing the revised instrument. 

The preliminary study involved the administering of the 

pilot instrument to a group of graduate students enrolled in the 

University of Arizona's College of Education. The data thus col

lected were correlated with the California F-scale. This was fol

lowed by a double screening process, first using an item analysis, 

and second, a factor analysis. 

The primary study involved the administering of the re

vised instrument to social studies teachers in the Tucson area 

school districts, The data were again subjected to a correlation 

analysis with the California F-scale. These data were further 
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subjected to an item analysis to determine the correlation of 

items with the total score. Finally, a factor analysis was con

ducted in order to assist in the identification and labeling of 

the psychological constructs which appear in the instrument as 

items of democratic attitude. 

General Results 

As predicted, the preliminary study correlated signifi

cantly with the California F-scale. The item analysis identified 

thirty-one items which correlated in a predicted direction. The 

factor analysis identified twenty-one items in the first and 

second factors which were significant in the item analysis and 

were therefore retained in the revised instrument. 

The primary study, which involved the revised instrument, 

correlated above the .01 level of significance with the California 

F-scale. The item analysis demonstrated that thirty-one of the 

thirty-three items in the revised instrument were measuring the 

same content. The two item anomalies should be replaced in future 

studies involving the revised instrument. The factor analysis 

identified ten factors which could be labeled as dimensions of 

democratic processes. All of the items were represented, signifi

cantly, in at least one factor. 

Limitations 

1. The validity and reliability of the instrument were 

established on a limited population. 
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2. The results could only be generalized to the sample 

tested. 

3. There was a possibility that some assumptions for a 

factor analysis were not met completely. 

Implications of the Findings 

The results of this study indicated that the attitudes of 

individuals toward the use of democratic processes can be assessed 

with this instrument and that these attitudes correlated signifi

cantly with at least one other scale purporting to measure similar 

content. 

Implicit in this study was the premise that behavior does 

not necessarily follow attitudes. In order, therefore, for this 

instrument to function as a predictive tool, the behavior of 

social studies teachers needs to be observed and correlated with 

the subjects* scores on the revised instrument. These data could 

then be used to support the possible predictive value of the 

instrument. 
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1. In a class discussion, students should be allowed free latitude. SA A PA PD D SD 

2. I think it is a good idea to elect the student body leaders from the total student population. SA A PA PD D SD 

3. Students usually cannot be trusted alone. SA A PA PD D SD 

4. Teachers should be thought of as the ruling elite in the classroom. SA A PA PD D SD 

5. The teacher should avoid creating problems for group members. SA A PA PD D SD 

6. The teacher should direct class discussion groups. SA A PA PD D SD 

7. I think students should speak only when spoken to by the teacher. SA A PA PD D SD 

8. The steps involved in problem-solving should be selected by the students involved. SA A PA PD D SD 

9. Teachers should not lower themselves to the level of the group member. SA A PA PD D SD 

10. Teachers should select the problems for class study. SA A PA PD D SD 

11. Teachers should formulate the rules for the class. SA A PA PD D SD 

12. I think students should choose what they work on. SA A PA PD D SD 

13. I think the teacher should explain the limits of freedom in the classroom. SA A PA PD D SD 

14. The teacher's word should not be challenged. SA A PA PD D SD 

15. Students should have the opportunity for free expression. SA A PA PD D SD 

16. The teacher should be the leader in group decisions. SA A PA PD D SD 

17. The teacher should never compromise his/her position In class. SA A PA PD D SD 

18. Students should be allowed to sit where they wish. SA A PA PD D SD 

19. On discipline problems, the teacher should not worry about class opinion. SA A PA PD D SD 

20. The teacher should never compromise his/her position. SA A PA PD D SD 

21. I think a specialist should decide which school Is best for the student to attend. SA A PA PD D SD 

22. Students' desks should face the front of the room. SA A PA PD D SD 

23. Students should learn work goals first. SA A PA PD D SD 

24. The teacher should l-e an active group participant. SA A PA PD D SD 

25. Students should be scheduled into classes they need. SA A PA PD D SD 

26. Teachers ought to remain apart from the students in the classroom. SA A PA PD D SD 



27. The teacher should be supplying information most of the time. SA A PA PD D SD 

28. Disruptive students should be curtailed in class discussions. SA A PA PD D SD 

29. In general, students need to be kept under control. SA A PA PD D SD 

30. Students in the same class generally have more or less the same needs. SA A PA PD D SD 

31. I generally think of teaching as a friendly situation. SA A PA PD D SD 

32. There are probably teachers that would make a good model for all teachers to follow. SA A PA PD D SD 

33. I think teachers should use democratic prcesses in the classroom SA A PA PD D SD 

ID 
O 
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Following are a series of statements to which you are to respond according to your feelings. There are no right or wrong answers, if you stronglj 
agree with the statement as it stands, circle SA; if you agree with the statement as it stands, circle A; and so on, with regard to other answers 
(partially agree, partially disagree, disagree, strongly disagree) which follow each statement. Please respond to the statements on both sides of 
the paper. Do not leave a blank if you can possibly answer. 

1. Human nature being what it is, there will always be war and conflict. SA A PA PD D SD 

2. Obedience and respect for authority are the most important virtues children should learn. SA A PA PD D SD 

3. No weakness or difficulty can hold us back if we have enough will power. SA A PA PD D SD 

4. Science has its place, but there are many important things that can never possibly be understood by 
the human mind. SA A PA PD D SD 

5. Every person should have complete faith in some supernatural power whose decisions he obeys without 
question. SA A PA PD D SD 

6. When a person has a problem or worry, it is best for him not to think about it, but to keep busy with 
more cheerful things. SA A PA PD D SD 

7. A person who has bad manners, habits, and breeding can hardly expect to get along with decent people. SA A PA PD D SD 

8. What youth needs most is strict discipline, rugged determination, and the will to fight for family and 
country. SA A PA PD D SD 

9. God has willed that some races should serve others. SA A PA PD D SD 

10. Nowadays when so many different kinds of people move around and mix together so much, a person has 
to protect himstif especially carefully against catching an infection or disease from them. SA A PA PD D SD 

11. An insult to our honor should be punished. SA A PA PD D SD 

12. Young people sometimes get rebellious ideas, but as they grow up they ought to get over them and 
settle down. SA A PA PD D SD 

13. What this country needs most, more than laws and political programs, is a few courageous, tireless, 
devoted leaders in whom the people can put their trust. SA A PA PD D SD 

14. Sex crimes, such as rape and attacks on children, deserve more than mere imprisonment; such crim
inals ought to be physically punished. SA A PA PD D SD 

15. People can be divided into two distinct classes; the weak and the strong. SA A PA PD D SD 

16. There is hardly anything lower than a person who does not feel a great love, gratitude and respect 
for his parents. SA A PA PD D SD 

17. Someday it will probably be shown that astrology can explain a lot of things. SA A PA PD D SD 

18. Nowadays more and more people are prying into matters that should remain personal and private. SA A PA PD D SD 

19. Wars and social troubles may someday be ended by an earthquake or fire that will destroy the whole 
world. SA A PA PD D SD 



20. Most of our social problems would be solved If we could somehow get rid of the immoral, crooked, 
and feebleminded people. SA A PA PD D SD 

21. The wild sex life of the old Greeks and Romans was tame compared with the goings-on in this country, 
even in places where people might least expect it. SA A PA PD D SD 

22. If people would talk less and work more, everybody would be better off. SA A PA PD D SD 

23. Most people do not realize how much our lives are controlled by plots hatched in secret places. SA A PA PD D SD 

24. Homosexuals are hardly better than criminals and ought to be severly punished. SA A PA PD D SD 

25. No sane, normal, decent person could ever think of hurting a close friend or relative. SA A PA PD D SD 

26. Familiarity breeds contempt. SA A PA PD D SD 

27. It is only natural and right for each person to think that his family is better than any other. SA A PA PD D SD 

28. America may not be perfect, but the American Way has brought us about as close as human beings 
can get to a perfect society. SA A PA PD D SD 

29. I can hardly imagine myself marrying a person whose religion is different from mine. SA A PA PD D SD 

30. As a member of the United Nations, the United States must continually guard against losing her 
independence and power as a sovereign nation. SA A PA PD D SD 

CO Osl 
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