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ABSTRACT 

In this study, the investigator attempted to find answers 

to the question: Among various members of a high school faculty, 

what attitude patterns existed regarding teacher classroom con

trol? 

A review of the related literature indicated that: closed 

or autocratic classroom procedures are common in American class

rooms and that there is a need for open or democratic classroom 

procedures. From the study of the related literature, an open-

closed theory concerning teacher attitudes regarding the control 

function in classrooms was constructed. 

The high school in this study was one of eight high 

schools in a large school district in a rapidly growing urban 

community in the southwestern United States. Fifty teachers, 

selected according to a table of random numbers, participated in 

this study. They represented each of the thirteen instructional 

departments within their school. 

The instrument for gathering data was developed by the 

investigator and a panel of experts. It was divided into six 

major categories pertaining to how teachers tend to view them

selves . The categories were: (1) director of learning/facili

tator of learning, (2) structurer of classroom activities/sharer 

of classroom decisions, (3) transmitter of community norms/ 

x 
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acceptor of student norms, (4) establisher of standards/acceptor 

of needs and interests, (5) relator as superior/relator'as equal, 

and (6) authority who controls student activities/promoter of 

"personal" processes in education. 

A Likert-type scale with space provided for comments was 

used. The interview schedule was administered by the investiga

tor to fifty teachers. The data collected from administering the 

instrument were recorded, tabulated, and presented by percentages 

in histograms and in line graph form. The data were analyzed 

using the concepts developed in the study. 

The data collected for this study tended to indicate that 

rather definite teacher attitude patterns exist among members of 

a high school faculty. It was concluded that teachers who held 

very open attitudes about one aspect of teaching tended to have 

open attitudes about other teaching activities. Teachers who re

ported very closed attitudes about one aspect of teaching tended 

to be consistently closed about other aspects of teaching. 

A careful tabulation of the data revealed that twenty-

four percent of the teachers saw themselves as relatively open, 

twenty percent saw themselves as relatively closed, and fifty-six 

percent saw themselves as oscillating between open and closed. 

The teachers who claimed to be relatively open in their 

attitudes of classroom control saw themselves as facilitators of 

learning, sharer of classroom decisions, acceptors of student 

norms, needs and interests, and promoters of "personal" pro

cesses in education. 
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The teachers who claimed to be relatively closed in their 

attitudes of classroom control saw themselves as directors of 

learning, structurers of classroom activities, transmitters of 

community norms, establishers of standards, and authorities who 

control student activities. 

The majority of teachers claimed to be in an oscillating 

position, supporting some of the concepts that made for open 

attitudes of classroom control and some that made for closed 

attitudes of classroom control. 



CHAPTER 1 

INTRODUCTION 

In American society, high schools are generally organized 

in standardized ways purportedly for efficiency of operation. 

The teachers in these schools, being the products of the institu

tion, tend to subscribe in unreflective ways to the fundamental 

assumptions and basic modes of operation of the schools. 

Blume1 and others asserted that teachers teach the way 

they have been taught and that what takes place in the classroom 

as "learning activities" is to an important degree a reflection 

of the stereotyped assumptions and attitudes of the teachers. 

Waller stated that, in functioning as a teacher, the 

adult member of any classroom tends to perceive himself as a 

leader, organizer, maintainer of structure, and perpetuator of 

the institution and society. In acting in this context, some 

form of order, control, or structure results. What patterns this 

control assumes within a given faculty appears to be a productive 

area for study and analysis. 

"'"Robert Blume, "Humanizing Teacher Education," Phi Delta 
Kappan, Vol. 52, No. 7 (March 1971), p. 412. 

O 
William Waller, The Sociology of Teaching (New York: 

John Wiley and Sons, Inc., 1967), pp. 189-193. 

1 
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Statement of the Problem 

The purpose of this study was to seek answers to the fol

lowing question: Among various members of a high school faculty, 

what attitude patterns exist regarding teacher classroom control? 

Significance of the Problem 

The atmosphere of a classroom is largely determined by 

the teacher upon whom society has placed the responsibility of 

educating its young,^ The citizen product who leaves our schools 

after a prescribed number of years is, to an important extent, 

the result of the kinds of educational experiences that he has 

encountered.^ How a teacher functions in the classroom is deter

mined by his own perceptions of himself, the students in the 

classroom, and his own view of the total teaching situation.^ In 

an open society the question of teacher control in the classroom 

is, therefore, of crucial significance. 

^Donald Arnstine, "Freedom and Bureaucracy in the 
Schools," in Freedom, Bureaucracy, and Schooling, 1971 Yearbook, 
Association for Supervision and Curriculum Development (Washing
ton, D.C.: ASCD-NEA, 1971), pp. 10-11. 

^Herbert A. Thelen, "Comments on 'What It Means to Become 
Humane'," in To Nurture Humaneness, 1970 Yearbook, Association 
for Supervision and Curriculum Development (Washington, D.C.: 
ASCD-NEA, 1970), p. 31. 

^Arthur W. Combs (ed.), Perceiving, Behaving, Becoming, 
1962 Yearbook, Association for Supervision and Curriculum Devel-
opment (Washington, D.C.: ASCD-NEA, 1962), pp. 118-140. 
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Assumptions Underlying the Problem 

This study was based upon the following assumptions: 

1. Teacher attitudes and the classroom "learning atmo

sphere" are closely related. ̂ 

2. Teacher attitudes regarding student trustworthiness 

7 are significant in considering teacher classroom control. 

3. Teacher attitudes concerning the learning process are 

significant in considering the quantity and quality of classroom 

interaction.8 

4. Teacher attitudes concerning standards of student 

accomplishment are significant in influencing the degree of 

9 classroom control. 

Limitations of the Study 

The following were recognized as limitations of this 

study: 

1. It was descriptive in nature. 

^Carl R. Rogers, Freedom to Learn (Columbus: Charles E. 
Merrill Publishing Co., 1969), pp. 131-132. 

^Ernest 0. Melby, The Teacher and Learning (Washington, 
D.C.: The Center for Applied Research in Education, Inc., 1963), 
p. 82. 

O 
Earl C. Kelley, In Defense of Youth (Englewood Cliffs, 

N.J.: Prentice-Hall, Inc., 1962), pp. 50-51. 

^Dorris May Lee, "Teaching and Evaluating," in Evaluation 
as Feedback and Guide, 1967 Yearbook, Association for Supervision 
and Curriculum Development (Washington, D.C.: ASCD-NEA, 1967), 
pp. 73-74. 
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2. It was limited to selected teachers of one high 

school faculty. 

3. It was limited to descriptions of teacher attitudes. 

No effort was made to describe teacher behavior. 

Definitions of Terms Used 

The following definitions applied throughout this study: 

Attitude is a readiness to react toward or against some 

situation, person, or thing, in a particular manner.1̂  

Classroom control is the various techniques used by 

teachers to regulate students. 

Classroom structure is that organization employed by 

teachers and students in carrying out daily learning experiences. 

Learning environment and learning atmosphere is the so

cial and psychological relationships that develop among students 

and teachers in a classroom setting. 

Open society is a type of society that deliberately seeks 

its own improvement through the free use of knowledge and inven

tion and sees free inquiry and criticism as indispensable and 

specifically legalizes them. 

Perception is the reaction of a person to events and en

vironment according to how the person sees them at the moment of 

action.11 

10Carter V. Good (ed.), Dictionary of Education (New 
York: McGraw-Hill Book Co., 1959), p. 37. 

11 Combs, op. cit., p. 75. 
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Self-image is the perceptual component of self which 

gives one the picture of the impression he makes on others. 

Value is any characteristic deemed important because of 

12 psychological, social, moral, or aesthetic considerations. 

Organization of the Study 

In Chapter 2, certain relevant concepts concerning open 

and closed classroom behavior are examined. In Chapter 3, the 

setting and the background of the study are presented and the 

design of the study is explained. Chapters 4 and 5 present the 

data derived from administering the interview schedule. Chapter 

6 summarizes the significant findings of the study and presents 

the investigator's conclusions. 

•^Good , op. cit., p. 593 . 



CHAPTER 2 

REVIEW OF RELATED LITERATURE . 

The related literature of this chapter was divided into 

six major sections: (1) director of learning/facilitator of 

learning, (2) structurer of classroom activities/sharer of class

room decisions, (3) transmitter of community norms/acceptor of 

student norms, (4) establisher of standards/acceptor of needs and 

interests, (5) relator as superior/relator as equal, and (6) au

thority who controls student activities/promoter of "personal" 

processes in education. 

Director of Learning/Facilitator of Learning 

Learning as Mental Discipline 

The theory that the mind can be disciplined and that sub

jects of rational content should have priority in the curriculum 

tends to persist among our educational beliefs. Taba1 stated 

that some educators, in their desire to preserve and transmit our 

cultural heritage, maintain that mental discipline is important in 

training the mind and that subjects such as mathematics and Latin 

are useful for this purpose. Melby pointed out that, "... there 

^Hilda Taba, Curriculum Development, Theory and Practice 
(New York: Harcourt, Brace and World, Inc., 1962), p. 20. 

6 
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is a widely-held notion that the more distasteful learning is, 

the 'better' it is for the student. According to this notion, 

the individual is educated by being forced to do distasteful 

o 3 
things."" He noted that teachers tend to focus their attention 

on the subjects they teach and not on the learning and experience 

4 of students. Kelley called into question the idea that academic 

courses are "hard" and other courses are easy. He asserted that 

this notion will not stand examination because what can be a de

light for one person may be torture for another. 

The facilitation of learning, as perceived by Rogers,^ is 

the aim of education.- He noted that, "Changingness, a reliance 

on process rather than upon static knowledge, is the only thing 

that makes any sense as a goal for education in the modern 

world."6 The teacher must prize the learner, he7 stated, and care 

for his feelings, his opinions, and his attitudes and thus develop 

a basic trust in him. In a similar vein, Miller declared that, 

". . . the teacher is the key figure in facilitating a human 

O 
"Ernest 0. Melby, The Teacher and Learning (Washington, 

D.C.: The Center for Applied Research in Education, Inc., 1963), 
p. 64. 

3Ibid., p. 66. 

^Earl C. Kelley, In Defense of Youth (Englewood Cliffs, 
N.J.: Prentice-Hall, Inc., 1962), p. 105. 

^Carl R. Rogers, Freedom to Learn (Columbus: Charles E. 
Merrill Publishing Co., 1969), p. 105. 

6Ibid., p. 106. 

7Ibid., p. 109. 



curriculum," because, "the adult in the classroom is the major 

8 force enhancing or limiting growth." Melby was of the opinion, 

. that the teacher's role is that of a helper in the process 

Q 
of education." Commenting on the critical function played by 

the teacher, Blume said, "The role of the teacher ... is that 

of facilitator, encourager, assister, colleague, and friend of 

his students 

The theory of mental discipline, declared Bigge,"1*1 is 

difficult to justify because school subjects do not improve stu

dents' minds through exercise. He also noted that transfer of 

learning is not a matter of disciplining minds. 

Keeping Students Busy 

Teachers often feel that students must be continuously 

busy at similar tasks if learning within the group is to occur. 

1 ? Kohl noted the tendency of many teachers to structure the 

classroom work so that everyone is busy and has little time to 

think about other things and thus become diverted. He stated, 

O 
William C. Miller, "Using Equipment,' Materials, and Fa

cilities to Develop Humane Capabilities," in To Nurture Humane
ness , 1970 Yearbook, Association for Supervision and Curriculum 
Development (Washington, D.C.: ASCD-NEA, 1970), p. 155. 

Q 
Melby, op. cit., p. 95. 

•^Robert Blume, "Humanizing Teacher Education," Phi Delta 
Kappan, Vol. 52, No. 7 (March 1971), p. 413. 

-^Morris L. Bigge, Learning Theories for Teachers (New 
York: Harper and Row, Publishers, 1964), p. 253. 

-^Herbert R. Kohl, The Open Classroom (New York: The New 
York Review, 1969), p. 18. 
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"Anticipating a dull class ... a teacher may have spent several 

weeks preparing simple exercises to keep his students busy."-*-^ 

At another point he observed that., "The notion that learning is 

orderly and ought to be identical for all pupils is wrong and in 

14 many ways pernicious." Kelley indicated that "... when a 

teacher tries to produce uniform understandings in a class he is 

doomed to failure because of the very nature of the individ

ual. He further noted that it is ". . . impossible to guar

antee that all members of a class will grasp the same relationship 

and knowledge." 

Jackson^ commented that teachers frequently admonish 

students "to find something to do" when they finish their assign

ments before the teacher finishes working with the rest of the 

group. He noted that these students may obey and appear to be 

busy but that they are probably just marking time. Melby noted 

that, "It would not be an exaggeration to say that to the typical 

teacher in our schools, an ideal room would be one in which all 

the pupils made uniform progress, were interested in the same 

13Ibid., p. 18. 

•^Ibid., p. 52. 

•^Earl C. Kelley, Humanizing the Education of Children, A 
Study/Action Publication from the Department of Elementary/Kin-
dergarten/Nursery Education (Washington, D.C., 1969), p. 4. 

•^Ibid., p. 6. 

-^Philip W. Jackson, Life in Classrooms (New York: Holt, 
Rinehart and Winston, Inc., 1968), pp. 14-15. 
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subjects, and completed their assignments at the same time and 

with the same success."^® 

Structure? of Classroom Activities/ 
Sharer of Classroom Decisions" 

Quiet - Order - Seating 

It is noticeable that American classrooms are usually 

quiet and orderly and that students are assigned to definite 

seats where they are expected to stay for long periods of time. 

1 Q 
Kohl indicated that teachers in authoritarian classrooms usual

ly assign the seats. On occasion students may be allowed to 

choose where they will sit, but once they have chosen, they are 

not allowed to make changes. He took note of the open classroom 

where both students and teachers are free to choose and change 

90 their seats. Jackson u remarked that, typically, each student 

has an assigned seat and normally can be found there. "The prac

tice of assigning seats makes it possible for the teacher or a 

21 student to take attendance at a glance." Kelley pointed out 

that, "The seats in which our young are imprisoned, especially in 

the secondary schools, allow the learner (as long as he 'behaves 

^Melby, op. cit., p. 42. 

Kohl, op. cit., pp. 22-23. 

20 Jackson, op. cit., p. 7. 

21Ibid., p. 7. 
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himselff) to see the back of the neck of the person in front of 

22 
him." Students should be encouraged by teachers, declared 

23 Grambs, Carr, and Fitch, to select their own seats and be free 

to move about. 

Many teachers insist that things must be done in the 

OA 
"right" way. Combs observed that noise, confusion, messiness, 

and mistakes out of which originality and creativity might devel

op are suppressed so that quiet, order, and neatness may be main

tained. This tends to produce students who will be smug, rigid, 

cowardly, conservative, and who will be able to give the "right 

answers." Schools share the common characteristic of being pre-

25 occupied with order and control, according to Silberman. These 

controls, in the minds of those who run the schools, are neces

sary, he speculated, in order to subordinate individuals to col-

2 g 
lective or institutional desires and objectives. Glasser 

observed that quiet and order have no place in classrooms because 

quiet, orderly, unemotional students in a class are rarely 

22 Kelley, In Defense of Youth, op. cit., p. 8. 

23 
Jean D. Grambs, John C. Carr, and Robert M. Fitch, 

Modern Methods in Secondary Education (New York: Holt, Rinehart 
and Winston, Inc., 1970), p. 85. 

^^Arthur W. Combs (ed.), Perceiving, Behaving, Becoming, 
1962 Yearbook, Association for Supervision and Curriculum Devel-
opment (Washington, D.C.: ASCD-NEA, 1962), p. 207. 

^Charles E. Silberman, Crisis in the Classroom (New 
York: Random House, 1970), p. 122. 

^^William Glasser, Schools Without Failure (New York: 
Harper and Row, Publishers, 1969), p. 56. 
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learning. He said he would rather hear laughter, shouting, and 

loud unison responses or even crying because they are part of any 

good learning experience. 

0 7  
Kohl asserted that teachers become irrationally upset 

by a noisy classroom, even when they are convinced that noise is 

productive. He suggested that this attitude is probably the re

sult of authoritarian fear of not having control. Schools are 

pO 
obsessed, according to Silberman, with silence and lack of mo

tion. He declared that this unnatural insistence on silence and 

lack of motion makes it difficult for teachers to maintain "con

trol" and that they spend much time at trying to achieve it. 
oq 

Kelley and Rasey noted that teachers and the public believe 

that a quiet, orderly school is a good school. They pointed out 

that this attitude may interfere with learning. Schools that run 

too smoothly, they cautioned, may provide an environment where a 

person can be quiet and orderly without learning anything. 

Rules - Behavior 

Rules, as a form of control, play a major part in deter

mining the atmosphere of a classroom and how students behave. 

2?Kohl, op. cit., p. 6. 
OQ 
°Silberman, op. cit., p. 90. 

^Earl C. Kelley and Marie I. Rasey, Education and the 
Nature of Man (New York: Harper and Brothers, Publishers, 1952), 
p. 123. 



Waller30 declared that authority is on the teacher's side and 

that he has unlimited power to make rules, but his power to con

trol attitudes toward these rules is limited. Rules, explained 

31 Brenton, are often made from the viewpoint of expedience rather 

than from thoughtful reflection of what is best for students. 

32 Silberman cited a 1969 survey of studentsT attitudes which in

dicated a significant reservoir of discontent with rules and 

adult authority. He discovered that a majority of students felt 

that they should have more to say in making school and classroom 

rules. Rules and restrictions are as crucial to the development 

of freedom in a democratic classroom, asserted Kohl, as they 

are in an authoritarian classroom where they are arbitrarily im

posed . 

Washington declared that a minimum number of rules ought 

to guide the actions of both students and teachers and suggested 

that, "Such rules will be most effective if arrived at through 

mutual discussion and in accordance with the democratic pro-

34 
cess." Many rules mean many infractions, according to 

30William Waller, The Sociology of Teaching (New York: 
John Wiley and Sons, Inc., 1967), p. 196. 

•z*] 
Myron Brenton, "What's Happened to Teacher?" (New York: 

Coward-McCann, Inc., 1970), pp. 177-178. 

32 Silberman, op. cit., p. 157. 

33Kohl, op. cit., p. 31. 

34 Bennetta B. Washington, "A Social Imperative: Respect 
for the Individual," in To Nurture Humaneness, 1970 Yearbook, 
Association for Supervision and Curriculum Development (Washing
ton, D.C.: ASCD-NEA, 1970), p. 199. 
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Hoover, 5̂ and teachers should remember that there is no infrac-
7C 

tion of a rule when there is no rule to break. Cody emphasized 

that an overemphasis on rules can lead to impersonalization of 

the teacher-student relationships. 

In any classroom at any time authoritarianism is likely 

37 to be in action, according to Kelley, since most teachers ap

pear to be afraid of democracy and the sharing of responsibility 

it implies. He stated that adults are determined to inflict 

their goals, and therefore their rules, upon the young. Student 

protests and demonstrations might be avoided if students were 

given an opportunity to determine their own rules in cooperation 

with their teachers and administrators, according to Grambs and 

38 others. Once rules have been understood and accepted they tend 

*zq  
to operate invisibly, Jackson stated, and everything runs 

smoothly so long as students comply with them, but violations 

produce reactions on the part of authorities. 

•^Kenneth H. Hoover (ed.), Readings on Learning and 
Teaching in the Secondary School (Boston: Allyn and Bacon, Inc., 
1968), p. 519. 

36 
Wilmer S. Cody, "The Administrator Looks at His Prac

tice," in Freedom, Bureaucracy, and Schooling, 1971 Yearbook, 
Association for Supervision and Curriculum Development (Washing
ton, D.C.: ASCD-NEA, 1971), p. 102. 

7̂Kelley, Humanizing the Education of Children, op. cit., 
p. 6. 

38 
Grambs and others, op. cit., p. 41. 

•^Philip W. Jackson, "The Way Teaching Is," NEA Journal, 
Vol. 54, No. 8 (November 1965), p. 13. 



Structure - Direction 

Structure within the classroom takes various forms and 

reaches out in many directions depending on who is deciding what 

40 shall occur in the classes. Combs and Snygg pointed out that 

what teachers believe about people and people's behavior deter

mines how they conduct their classroom activities. They also 

noted that the values that teachers espouse influence how they 

teach. Kelley said that "Teacher attitudes toward youth are 

probably the most important factor in any school, because atti

tude controls behavior, and the behavior of the teacher toward 

41 the student builds him or diminishes him." He concluded that 

a spirit of cooperation between adults and youth is needed in 

our schools. 

Classroom climate should support cooperative interaction, 

42 according to Combs, and teachers who are sincere in their con

sideration of students value cooperation, thus bring about a 

learning atmosphere which is necessary for a democratic society. 

He indicated that teachers who conduct open classrooms see their 

43 role as that of helper and not as director. There is a need, 

always, according to Silberman, for some type of structure in any 

40 Arthur W. Combs and Donald Snygg, Individual Behavior 
(New York: Harper and Row, Publishers, 1949), p. 402. 

41 
Kelley, In Defense of Youth, op. cit., pp. 76-77. 

42 
Combs, Perceiving, Behaving, Becoming, op. cit., 

p. 147. 

43 
Ibid., p. 15. 
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classroom. He stated that, "... freedom and structure are 

quite compatible with each other," because, "there are times when 

44 students want and need direction." 

45 
Miller declared the teacher in the classroom is the key 

figure in enhancing or limiting growth because he initially con

trols the direction which the learning process will take. 

Teachers set the stage for academic success or failure, noted 

46 Washington, by the way they control the personal and social 

satisfaction of students. He ventured the idea that friendly and 

accepting teachers establish classroom climates that are quite 

different from ones established by critical and repressive 

teachers. 

47 White and Lippitt observed that there is an openness of 

communication in a democratic classroom which seems lacking in an 

autocratic classroom. They stated that the autocratic leader 

spends a large part of class time giving orders, while teachers 

devoted to democratic principles spend a negligible amount of 

time imposing their will upon others. 

While noting that the teacher has much to do with the 

creation of a particular social climate in the classroom, 

^Silberman, op. cit., pp. 361-362. 

45Miller, op. cit., p. 155. 

^^Washington, op. cit., p. 194. 

^Ralph K. White and Ronald Lippitt, Autocracy and Democ
racy (New York: Harper and Brothers, Publishers, 1960), p. 45. 
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48 Arnstine observed that the social dimension of the environment 

has a most significant impact on learning. The prestige of the 

teacher is a factor of enormous significance as he assumes the 

49 role of helper and guide, stated Waller. He commented that, 

"The depth as well as the breadth of the teacher's interests will 

influence the attitudes of students toward him."^ 

According to Rogers,^ teachers who are concerned with 

the facilitation of learning spend their time providing a variety 

of resources that will afford students relevant experiential 

learning. He emphasized that the teacher is the most important 

resource and that his function is to make "... himself and his 

special knowledge and experience clearly available to the stu-

52 dents, but he does not impose himself on them." 

Textbooks 

Textbooks, in spite of the many other varied materials 

available, appear to dominate the instructional activities of 

classrooms. In their observations of classroom activities, 

^Donald Arnstine, "Freedom and Bureaucracy in the 
Schools," in Freedom, Bureaucracy, and Schooling, 1971 Yearbook, 
Association for Supervision and Curriculum Development (Washing
ton, D.C.: ASCD-NEA, 1971), pp. 10-11. 

^Waller, op. cit., p. 235. 

50Ibid., p. 235. 

51 Rogers, op. cit., p. 131. 

5̂ Ibid., p. 132. 



Goodlad and Klein5"3 discovered that textbooks outweighed all 

other sources in determining teaching and learning activities. 

They also found that teachers generally did not feel free to de

part from the format and content of the required texts. They 

concluded that even though we live in "the golden age of educa

tional materials," textbooks were the prime medium of instruction 

in the schools they observed. 

54 Textbooks, according to Hudgins, may be the major 

source from which students acquire knowledge in the various sub

jects usually studied in schools. Alexander, Saylor, and Wil

liams55 contended that the textbook is the single most valuable 

resource tool in the schools of today because they have been 

written by experienced teachers and scholars. 

A caution was raised by Kelley and Rasey5̂  who asserted 

that textbooks result in a form of control which robs students of 

freedom of thought. They noted that, while a textbook presents a 

basic plan, it does not usually provide for consultation of stu

dents with their teachers concerning their interests, needs, and 

C7 
John I. Goodlad and M. Frances Klein, Behind the Class-

room Door (Worthington, Ohio: Charles A. Jones Publishing Co., 
1970), p. 64. 

5̂ Bryce B. Hudgins, The Instructional Process (Chicago: 
Rand McNally and Co., 1971), p. 177. 

55 William M. Alexander, J. Galen Saylor, and Emmett L. 
Williams, The High School Today and Tomorrow (New York: Holt, 
Rinehart and Winston, Inc., 1971), p. 316. 

5̂ Kelley and Rasey, op. cit., pp. 106-107. 
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desires. They cited textbooks as great "routinizers," saying 

that, in using them, many teachers tend to give out assignments 

and collect sterile answers without giving much thought to the 

learning process. 

The use of a single textbook is still common in most of 

57 
our high schools, observed Silberman. This is true, even in 

American history courses where there are almost unlimited re

sources of printed, non-printed, and human types. He^ dis

covered that American and English literature in most of our high 

schools are taught according to the way textbook anthologies are 

arranged and that these arrangements have been in vogue for two-

thirds of a century. Kelley^ indicated that the trappings of 

enslavement are all around the school, and that one of these is 

the lesson to be learned, usually represented by some presenta

tion in the adopted textbook. 

Schools are so very much textbook oriented that teachers 

are promoted for their ability to process students through basal 

60 texts, observed Cody. He noted that teachers think it is im

portant for all students to finish the book in order to be ready 

for next year's text and next year's teacher. Glasser 

57Silberman, op. cit., p. 173. 

58Ibid., p. 176. 

cq  
Kelley, Humanizing the Education of Children, op. cit., 

p. 8. 

60Cody, op. cit., p. 100. 

Glasser, op. cit., pp. 49-50. 
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emphasized that teachers are handicapped by the use of textbooks 

and their belief that they should rely heavily upon them. He 

suggested that it would be a good idea to eliminate textbooks and 

have a large variety of relevant, inexpensive paperbacks avail

able to students. When textbooks are considered necessary, he 

concluded, they should be meaningful to the student and his world 

of interests . 

Transmitter of Community Norms/ 
Acceptor of Student Norms 

Well Groomed - Well Behaved 

There appears to be a tendency among teachers to prefer 

to work with well groomed and well behaved students because this 

type student usually complies with teacher requests and expecta

tions, thus making it possible for teachers to control them. 

This, in turn, makes teachers feel that they are complying with 

62 the expectations of the community. An observation of Grambs 

suggested that passive girls usually do better than inventive 

boys with initiative and that the obedient and bright students 

tend to get the best grades. 

If schools are going to be good places for students, all 

kinds of young people will have to be accepted and made to feel 

^Jean D. Grambs, "Forces Affecting American Education," 
in To Nurture Humaneness, 1970 Yearbook, Association for Super
vision and Curriculum Development (Washington, D.C.: ASCD-NEA# 
1970), p. 117. 
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63 
wanted, according to Kelley. They will have to be made to feel 

that there is something there for each one of them and that some-

64 body cares about each one of them. He claimed that rejection 

in our schools will have to be replaced with acceptance while 

noting that most people do not comprehend the significance of 
C C 

each human being's uniqueness. Brenton stated that many teach

ers are not aware that they prefer some pupils over others. 

Speaking of this unawareness, he quoted a teacher who said that 

one can have favorite "... bad kids as well as good . . . .," 

and that the students who are not problems and don't shine are 

overlooked. He noted that teachers delude themselves into think

ing they are entirely fair. 

To the present time, schools have been preoccupied with 

controlling students' dress and appearance because they have ac

cepted the dictates of the community. Today, according to Sil-
r r  

berman, schools all over the country are abandoning codes 

governing dress and appearance. He pointed out that it is dif

ficult to convince students that a school respects their rights 

and values their individuality when they have rules that govern 

their appearance. Long hair has been an issue covered in many 

^Kelley, In Defense of Youth, op. cit., p. 92. 

64Ibid., p. 111. 

^Brenton, op. cit., pp. 168-169. 

66Silberman, op. cit., p. 337. 
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dress codes that have been adopted but, "Federal district courts 

in several states have declared that students cannot be excluded 

67 from school merely on their hair length." Wise and Manley-

68 
Casimir observed that even though the length of a student's 

hair may seem a trivial issue, the courts are extending the range 

of freedoms students possess by upholding the rights of students 

to wear their hair as they please. 

It is the acceptance of all students that gives prestige 

69 to teachers, stated Melby. He pointed out that it is easy for 

teachers to accept students who lend themselves to their designs, 

but that it becomes difficult to accept the poorly dressed, the 

"trouble makers" and the "dirty." 

Homework - Teacher Pressure 

Homework appears to affect the home life of most families 

who have student in American high schools. Teachers tend to as

sign large amounts of homework, claiming that parents expect them 

to. When the home assignments are not done, teachers use various 

devices to force students to complete the work. According to 

Glasser,70 much tension between parent and child is created by 

67 
Arthur E. Wise and Michael E. Manley-Casimir, "Law, 

Freedom, Equality and Schooling," in Freedom, Bureaucracy and 
Schooling, 1971 Yearbook, Association for Supervision and Curri-
culum Development (Washington, D.C.: ASCD-NEA, 1971), p. 55. 

68Ibid., p. 56. 

69Melby, op. cit., p. 94. 

70Glasser, op. cit., PP- 73-74. 



homework. He said that homework assignments are often excessive 

and irrelevant and are frequently geared to the better students 

because teachers know that the "poor" students will not do the 

assignments. Glasser suggested that shorter and more relevant 

assignments might make more sense. "Poorer" students might thus 

have a chance to complete them instead of getting farther behind 

and giving up completely. He asserted that, "Excessive homework 

penalizes the bright, creative student because, by doing it con

scientiously, he has little time for other pursuits such as mu-

71 sic, dancing, art, theater, science, and crafts." It was his 

contention that many teachers blame parents for the excessive 

amounts of homework they assign, rationalizing that parents de

mand it. 

Homework assignments tend to get longer as children get 

79 older, noted Holt, and before they finish high school, many 

children are working a 70-hour week or more on school tasks. He 

compared this to the long hours and brutal days of the Industrial 

73 Revolution. Glasser noted that it is difficult for students to 

be motivated to do long hours of homework assignments when they 

see adults relaxing after a hard day's work. Paralleling Glas-

ser's concern, Kelley said, "... the high school students who 

71Ibid., p. 75. 

72 John Holt, The Under-Achieving School (New York: Dell-
Publishing Co., 1969), p. 37. 

7;3Glasser, op. cit., p. 74. 
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do what their teachers tell them to have virtually no leisure at 

all. They do not even get the amount of sleep which is required 

for good health."^ He noted that some teachers think they are 

raising standards by lowering grades and increasing homework as

signments . Leonard 5̂ concluded that our schools have demanded 

more and more effort on the part of students by assigning more 

and more homework under the threat of more and more difficult 

examinations in order to force students to learn. 

Teachers who value and trust students do not need to make 

typical homework assignments, asserted CombsHe pointed out 

that if school tasks are meaningful to students, they will be 

stimulated and will learn both inside and outside the classroom. 

He indicated that the belief in homework assignments is to be 

questioned if the schools are to develop fully functioning peo

ple . 

According to Glasser,^ teachers are not conscientious 

about checking homework assignments because they do not have 

time. This, he contended, encourages students to hand in any

thing for credit, rather than do good work. Many students, 

Glasser said, do not have conditions that are conducive to 

^Kelley, In Defense of Youth, op. cit., p. 100. 

5̂George B. Leonard, Education and Ecstasy (New York: 
Dell Publishing Co., Inc., 1968), p. 15. 

76 Combs, Perceiving, Behaving, Becoming, op. cit., 
p. 211. 

^Glasser, op. cit., p. 73. 



studying, thus making it difficult for them to complete their 

homework assignments. 

Establisher of Standards/Acceptor 
of Needs and Interests' 

Grades 

The most commonly used control device in our schools is 

undoubtedly the grading system. The prevailing attitudes about 

grades range from a very rigid adherance to them, and to the 

probability curve distribution system, to an open advocacy that 

grades be abolished in order to free students to learn. 

Grading, more than any other practice, produces failure 

78 in our schools, according to Glasser, He claimed that almost 

every school in the United States uses the A-B-C-D-F grading 

system, and that grades are the "be-all" and "end-all" of educa

tion. His position was that grades are considered so important 

that they have become a substitute for education. Grades are 

supposed to motivate students to work harder, he observed, but in 

fact they do not. His argument was that grades tend to stifle 

creativity since students with talent have little chance to ex

press this talent unless they get good grades. In illustrating 

this point, he noted that many school activities such as sports 

and clubs are closed to students who do not have adequate grades. 

He said that, although grades purport to raise academic 

^®Ibid., pp. 59-65. 



standards, there is evidence that they do the opposite. Glasser 

disagreed with the argument that if it weren't for grades stu

dents would not listen at all, claiming that grades are used to 

force irrelevant knowledge on students. He claimed that students 

listen when material is relevant. 

Waller^ perceived the grading situation from another 

vantage point. He contended that most teachers hate grades be

cause they see them as harmful to education and take time away 

from teaching. He also said that they reduce the possibility of 

needed involvement between teacher and student. 
on 

Simon advocated that grades must be abolished. He 

claimed that there is no research evidence to support the present 

grading system and averred that grades are too destructive and 

debasing. His perception was that grades keep students from 

teachers and teachers from students—not allowing for open com

munication. Grades over-reward the wrong people, Simon con

tended, and are "awarded" to those who can memorize well and are 

test wise. On the other hand, grades often punish the creative 

and sensitive students. Grades tend to destroy what learning is 

all about since students are often inclined, he pointed out, to 

sign up for "snap" courses in order to maintain their high grade 

averages. He observed that grades reinforce the archaic notion 

70 
Waller, op. cit., p. 68. 

®°Sidney B. Simon, "Grades Must Go," in School Review, 
Vol. 78, No. 3 (May 1970), pp. 397-402. . 
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of competition even though we live in a world where cooperation 

is necessary for everyday survival. The worst thing that grades 

do, according to Simon, is to give students a feeling of worth

ies sness . 

The great majority of students work for grades and not 

81 for an education, according to Melby. He said that we can only 

guess at the toll in human frustration taken by our traditional 

marking system and declared that our whole society must change in 

order to avoid the present waste of potential in human lives. 

Holt^ asserted that the pressure for grades makes it 

almost impossible for young people to learn because they are so 

concerned about getting the right answers that their intellectual 

powers are not allowed to develop. He noted that young people 

get the impression that they must learn for the purpose of making 

someone think they know and understand—not for the joy and sat

isfaction of knowing. It was his view that schools do not appear 

to be aware of the damage that their competition for grades is 

doing to American youth and American education. In fact, he 

observed, the schools take the opposite view and talk about rais

ing standards and upgrading education. The pressure to evaluate 

83 ,has become so great that, as Jackson observed, everything a 

student says or does is judged—evaluated. 

Q"1 
oxMelby, op. cit., p. 7. 

82 
Holt, op. cit., pp. 39-43. 

83 Jackson, Life in Classrooms, op. cit., p. 10. 
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Combs0̂  indicated that, if competition is used to stimu

late learning, pressure is exerted on students to achieve specif

ic objectives and, as a result, learning becomes little more than 

a competitive performance—this and getting grades becomes the 

goal of learning. He observed that, "Teachers who believe in 

self-evaluation have no use for the marking system whether it be 

85 for punishment or reward." According to Hanna, 

Many educators are beginning to recognize that a com
petitive grading system, which tends to emphasize rote 
memorization and . . . rewards such performances with . . 
. grades, is detrimental to the emotional growth of boys 
and girls. In their s chools, they are replacing grades 
with a simple pass or fail and with competition against 
their own records.86 

While educators maintain that competition for grades 

87 stimulates learning, Kelley and Rasey asserted, it actually has 

the opposite effect. In fact, they pointed out, once a learner 

has done enough to get the grade he wants, he quits working. 

They noted that some students know how to outwit the system so 

well that they can get good grades with scarcely any learning at 

all. 

84 Combs, Perceiving, Behaving, Becoming, op. cit., 
p. 147. 

85 
Ibid., p. 209. 

8̂ Lavone A. Hanna, "An Educational Imperative: Commitment 
to a Humane and Open Society," in To Nurture Humaneness, 1970 
Yearbook, Association for Supervision and Curriculum Development 
(Washington, D.C.: ASCD-NEA, 1970), p. 229. 

^Kelley and Rasey, op. cit., p. 99. 
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pp 
From the teacher's perspective, Fensch suggested that 

grades are frequently the result of a mysterious process for 

which each teacher has his own philosophy and system. In examin

ing grades and grading, he reported that research has shown that 

no one has been able to devise a method that can be fair to each 

person being evaluated. 

Teachers are forced to judge children on such things as 

test scores, homework, attendance, class recitation, and class 

89 behavior, according to Cuban. The teachers may have very lit

tle valid or reliable data for arriving at their grades which, in 

reality, have already-been arrived at impressionistically. He 

pointed out that some teachers enjoy the responsibility of grad

ing because it is an important tool for controlling students. In 

concluding, he stated that, whatever the justification, grades 

destroy curiosity and learning. 

The competitive grading system should be discontinued, 

90 according to Hanna, because of its detrimental effect on emo

tional growth and its encouragement of rote memorization for the 

purpose of passing objective tests. She noted that in some 

88 Edwin A. Fensch, "Tone Down the Bell Curve," in Read
ings on Learning and Teaching in the Secondary School, ed. 
Kenneth H. Hoover (Boston: Allyn and Bacon, Inc., 1968), p. 495. 

oq 
Larry Cuban, "Teaching the Children: Does the System 

Help or Hinder?", in Freedom, Bureaucracy, and Schooling, 1971 
Yearbook, Association for Supervision and Curriculum Development 
(Washington, D.C.: ASCD-NEA, 1971), p. 56. 

^°Hanna, op. cit., p. 229. 
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schools a simple pass or fail system is being used and students 

are competing against their own records. Hanna also mentioned 

that some schools now evaluate students in terms of objectives 

other than academic achievement. 

Teachers have developed a preoccupation for grading ev-

91 erything in sight, Wilhelms noted. He said that some teachers 

assign a grade automatically to every pupil product and that the 

result is that students see their purpose as "working for a 

grade." This puts pressure on students, he observed, and parents 

get the message—in turn adding their pressure to that of the 

teachers. He questioned the value of an evaluation system that 

forces students to work for grades. 

Normal Curve 

The application of the probability curve to small num-

92 bers, according to Kelley and Rasey, is perhaps the most strik

ing misuse of the grading system. They pointed out that this 

practice is employed to justify the assigning of relatively few 

top grades to students. This is, in reality, fitting people to 

the curve, since the curve will not fit the people—it being de

signed only for use with extremely large populations. 

91 Ered T...Wilhelms, "Evaluation as Feedback," in Evalua
tion as Feedback and Guide, 1967 Yearbook, Association for Super
vision and Curriculum Development (Washington, D.C.: ASCD-NEA, 
1967), p. 13. 

qo 
Kelley and Rasey, op. cit., p. 98. 
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Glasser emphasized that, "If one had to devise a method 

of measurement to reduce motivation in education, the normal 

93 curve would be it." He said that by using it, teachers make 

superficial evaluations of their students—and that in education 

students cannot overcome the normal curve since it is usually 

applied to situations where it is statistically inapplicable. 

Glasser pointed out that when highly motivated students do well 

on a reasonable test, they may often be punished with low grades 

because of the application of the normal curve to their scores. 

94 
Fensch noted that the method of awarding grades by applying a 

curve to each set of classroom scores is almost universally used 

even though there is no justification for it. He pointed out 

that bell-shaped curves were never intended to be used with small 

numbers, but that most teachers do not appear to know this. He 

expressed the opinion that the greater number of teachers who use 

the curve system do so because they have no other evidence to 

support their grade distributions. 

Testing 

Tests and examinations of all kinds appear to be impor

tant devices for helping teachers control students. According to 

95 Waller, writing in 1932, the intelligence most useful in 

93 Glasser, op. cit., p. 71. 

94. 
Fensch, op. cit., pp. 495-498. 

95Waller, op. cit., p. 24. 
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schools is of a nature that enables students to pass tests. He 

indicated that this intelligence is not of the highest type, but 

96 calls for a degree of conforming and of glib repetition. He 

expressed the idea that examinations stand in need of humaniza-

tion. 

97 
Bebell stated that the most common tests are teacher-

developed and that these range from short "pop" tests to formal, 

98 
final examinations. Objective tests, in Glasser's opinion, 

stress fact-centered education. He emphasized that objective 

tests eliminate thinking because they tend to stress right an

swers . It was his position that test questions should be im

proved by constructing them so that they ask for answers which 

involve thinking. He noted that objective tests discourage 

thoughtful reading and research by encouraging the memorization 

of facts. 

99 
According to Holt, tests usually penalize the students 

who work slowly. He noted that students who are thorough and 

sure, do not do well on tests, but that clever guessers are 

favored by them. Anxious students who worry about tests, he 

96Ibid., p. 362. 

^Clifford F. S. Bebell, "The Evaluation We Have," in 
Evaluation as Feedback and Guide, 1967 Yearbook, Association for 
Supervision and Curriculum Development (Washington, D.C.: ASCD-
NEA, 1967), p. 33. 

98Glasser, op. cit., pp. 69-70. 

99Holt, op. cit., p. 59. 
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contended, are penalized because their fears do not allow them to 

show how much they do know—every test they fail tends to make 

them more insecure about the next one. 

Holt"*"^ indicated that most teachers think that testing 

is necessary. He took the opposite point of view, saying that it 

is unnecessary, useless, and inexcusable. He stated that testing 

does more harm than good because it hinders and distorts the 

learning process and urged teachers to find ways to eliminate it. 

Kelley noted that teachers must stop rejecting young students, 

stating, "Excessive testing is one of the most highly developed 

forms of rejection that has so far been invented 

102 
Holt believed that teachers are dishonest when they 

claim that they test to find out what students have learned and 

to help them learn more. He asserted that the only reasons 

teachers give tests is to threaten students into doing what they 

want done and to give them a basis for issuing grades . 

103 Tests should be useful to students, in Silberman's 

view, helping them to see how they are performing, but in actual

ity the teacher's purpose of testing turns out not to be evalua

tion, but grading. He observed that the result is to destroy any 

100Ibid., p. 53. 

I oi 
Kelley, In Defense of Youth, op. cit., p. 143. 

102Holt, op. cit., p. 55. 

^-O^Silberman, op. cit., p. 348. 



interest in learning for its own sake and cause the pupils to 

work only for a grade. 

In Leonard's"1"0̂  opinion, schools should reduce narrow 

competition by eliminating tests and grades because they have 

proven inadequate as motivators. 

Accountability 

Teachers generally seem to believe that they must hold 

students accountable for what has been taught. Kelley 5̂ noted 

that adults are sure that, by putting pressure on students, they 

can bring about results they desire—although frequently failing 

to realize that this does not always work. 

106 
Krishnamurti asserted that mental discipline external

ly imposed can only build walls because it is exclusive and makes 

for conflict. He contended that discipline is an easy way to 

control a student, but that it does not help the student to 

learn—to understand. 

The student is expected to.adjust to the school situa

tion, rather than the school adjusting to the student, according 

107 to Purkey. He noted that, to make sure that this process is 

10̂ Leonard, op. cit., p. 129. 

•'•^Kelley, Humanizing the Education of Children, op. 
cit., p. 105. 

1 Ofi J. Krishnamurti, Education and the Significance of 
Life (London: Victor Collancz Ltd., 1959), pp. 32-33. 

^William W. Purkey, Self Concept and School Achievement 
(Englewood Cliffs, N.J.: Prentice-Hall, Inc., 1970), p. 40. 
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carried out, teachers dispense rewards and punishments and suc

cesses and failures "in large doses." Punishment and depreca

tion, he pointed out, are still commonplace in our schools. 

An indictment of a particularly serious type comes from 
•I Qp 

Blume who indicated that students tend to become closed in 

their interpersonal relationships when teachers continuously 

pressure them to be accountable for their actions. He noted that 

pressures on students produce negative behaviors such as deceit 

and fear. 

Relator as Superior/Relator as Equal 

Equals 

Teachers discuss equality in their classrooms yet "pets" 

and "scapegoats" appear to be abundant and easily noticed in the 

majority of classrooms. As Grambs said, "In school, children are 

taught about equality; they repeat daily a pledge which states 

without ambiguity that this is a nation dedicated to equality. 

Then in everyday rituals in every class session they observe how 

109 inequality is in fact the basis of school operation." He 

pointed out that students from well-to-do homes get the school 

offices; that Blacks fail because they are expected to; and that 

the obedient and bright students get the best grades. 

•^Blume, op. cit., p. 412. 

•L09Grambs, op. cit., p. 117. 



110 Combs stated that, even though the role of the teacher 

is one of authority, the teacher does not have to impose his per

sonal authority, but can relate to students as equals. He af

firmed that this kind of relationship encourages students to 

become active, responsible, and trustworthy. Krishnamurti"1''1""'" 

opined that we need to study individual students in order to 

understand them and that we must be careful to not impose our 

desires and prejudices upon them. He indicated that we must not 

constantly judge students because this creates barriers between 

students and teachers. 

Teacher attitudes toward youth are very important, 

112 Kelley indicated, because attitude controls behavior and the 

behavior of the teacher toward the student makes him feel impor

tant or inferior. He noted that schools are needed where stu

dents will feel that, "... somebody cares about every single 

113 one of them; where there will be no second class citizens 

The teacher needs to see himself as a learner along with the stu

dents , he said. 

^^Combs, Perceiving, Behaving, Becoming, op, cit., 
p. 178. 

Ill 
Krishnamurti, op. cit., p. 48. 

^•^Kelley, In Defense of Youth, op. cit., pp. 76-77. 

-^Ibid., p. 93. 
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Superior Knowledge 

In most classrooms in the United States, teachers assum

ing the responsibility for the process of learning, seemingly 

neglect the fact that no one can learn for anyone else. In fact, 

114 as Silberman concluded, teachers place all emphasis on subject 

matter and practically ignore the needs of individual students. 

Iiq 
Leonard^ 3 noted that the most common type of instruction today 

has a teacher standing or sitting before a number of students, 

presenting facts. "Fact-and-answer-centered education usually 

settles down to a struggle between teachers and pupils,,r stated 

Glasser. He observed that the teachers "have the upper hand" 

in the struggle because they have decided on the right answers to 

the questions they ask and because students are not in a position 

to challenge the teachers. Waller asserted that, "Teachers and 

pupils confront each other in the school with an original con-

117 flict of desires." He asserted that teachers are interested 

in imposing the curriculum upon students and that authority is on 

the side of the teacher. In determining who does what for whom 

118 in the classroom, Fromm indicated that an authoritarian person 

"^Silberman, op. cit., p. 180. 

^-^Leonard, op. cit., p. 14. 

•^Glasser, op. cit., p. 79. 

^Waller, op. cit., p. 195. 

H^Erich Fromm, Escape from Freedom (New York: Avon 
Books, 1965), p. 186. 
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wants others to submit to him and views relationships in terms of 

119 the leader-follower. According to Fromm, teachers who commu

nicate by telling, foster alienation. 

Respect 

There are indications that the factor of respect plays an 

important role in classrooms. When children are required to show 

"ipn 
respect to elders, observed Krishnamurti, it becomes a mere 

habit and outward performance. He observed that when teachers 

demand respect from students and have little for students, the 

result will be indifference and disrespect on the part of stu

dents . Holt expressed the opinion that, "Respect means treating 

students as if their ideas made some difference, and when we 

treat people this way, whatever their age, color, or background, 

we find that communication barriers disappear and that learning 

121 takes place." Hanna noted that "The dignity and worth of each 

122 individual entitle him to respect." She said that if teachers 

accept this principle, each student will have the opportunity to 

succeed and to contribute to group activities. She also noted 

that acceptance of this idea would do away with competition and 

grades and all.other factors which make some students feel supe

rior and others inferior. 

119Ibid., p. 273. 

•^Krishnamurti, op. cit., p. 34. 

-*-21Holt, op. cit., p. 103. 

•L22Hanna, op. cit., p. 219. 
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123 According to Kelley, a person cannot see another per

son's point of view if he does not have respect for that person. 

He noted that, "If we could all be free from the idea that our 

youth are basically inferior, it would liberate us to think anew 

124 125 about the nature of our young." Combs affirmed the concept 

that teachers must trust and respect individual students as they 

126 are and not be negatively evaluative of their behavior. He 

stated that communication between teachers and students cannot 

begin so long as adults do not respect younger people. According 

127 to Purkey, teachers who show respect for students build posi

tive self concepts in them. He noted that if teachers genuinely 

value and respect students, it will show in the way the two 

groups relate to each other. 

Trust 

From observing a large number of classrooms, it might be 

concluded that the amount of trust which a teacher shows students 

would be largely responsible for the learning atmosphere that is 

-^Kelley, Humanizing the Education of Children, op. 
cxt o, p. 5. 

194 Kelley, In Defense of Youth, op. cit., p. 129. 

12 5 Combs, Perceiving Behaving, Becoming, op. cit., 
p. 147. 

126Ibid., p. 178. 

12 7pur}cey f Gp # c;[t } 52 # 
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128 
created by that trust. However, Combs stated that accepting 

students as responsible and trustworthy humans is not a universal 

assumption in our classrooms. He pointed out the necessity for 

schools to emphasize sharing and helping in an atmosphere of hu

man trust. The majority of teachers do not trust students, ac-

129 
cording to Macdonald. He stated that most teachers believe 

students will not do what teachers want them to unless they are 

forced to. He indicated that there is little evidence of faith 

in the worth, dignity, and integrity of individuals in our 

schools. 

Teachers can be facilitators of learning only when they 

I ̂ 0 have a deep trust in the human organism, asserted Rogers. He 

noted that, when teachers distrust students, they select subject 

matter they believe students must learn and force the information 

upon them—a direct control of human lives. When, on the other 

hand, teachers trust students, they give them choices and allow 

them to choose what and how they want to learn. 

When people experience environments of high trust, ac-

131 cording to Gibb and Gibb, they tend to be more personal, 

^^Combs, op. cit., pp. 165-166. 

James. B. Macdonald, "The School as a Double Agent," in 
Freedom, Bureaucracy, and Schooling, 1971 Yearbook, Association 
for Supervision and Curriculum Development (Washington, D.C.: 
ASCD-NEA, 1971), p. 236. 

130Rogers, op. cit., p. 114. 

Jack R. Gibb and Lorraine M. Gibb, "Role Freedom in a 
Tori Group," in Encounter, ed. Arthur Burton (San Francisco: 
Jossey-Bass, Inc., Publishers, 1970), p. 43. 
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intimate, and direct. These writers noted such people develop 

the capacity for developing interdependent relationships with 

132 others. Rogers called this "being real" and meeting students 

on a "person-to-person" basis. 

133 The White and Lippitt experiments tended to indicate 

that trust is important in democratic classrooms. They pointed 

out that boys in democratic groups worked at their tasks without 

supervisions while boys in autocratic groups stopped working when 

they knew they were not being supervised. 

The democrat is a person who has faith in the potential-

134 
ities of men, said Simpson. She pointed out that the democrat 

trusts human nature and anticipates cooperation with one's 

135 equals. Kelley said that teachers need to learn to care for 

students and show that they have confidence in them, that they 

trust them. 

Authority Who Controls Student Activities/Promoter 
of "Personal" Processes in Education 

Success 

Success is important in the lives of everyone and it is 

undoubtedly of major importance in the lives of students. 

132 Rogers, op. cit., p. 106. 

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

— - •'-^Elizabeth Leonie Simpson, Democracy's Stepchildren 
(San Francisco: Jossey-Bass, Inc., Publishers, 1971), p. 80. 

135Kelley, Humanizing the Education of Children, op. 
cit., p. 4. 
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Glasser D affirmed that students must be provided with a reason

able chance for success in our schools. He pointed out that it 

is important to let students know, "... that from the stand-

137 
point of grades or labels, it is not possible to fail." He 

noted that it is only in schools that people are labeled as 

failures. In job situations, he commented, we think in terms of 

degrees of success and not of failure. He stated that many 

teachers feel that they are supposed to fail a certain number of 

students. 

1 70 
According to Melby, each day in the classroom should 

make it possible for each individual to experience success. When 

this does not occur, it is because teachers are more concerned 

with bits of subject matter than they are with the characteris

tics of individuals. 

139 Silberman's study of schools where all students were 

experiencing success indicated that a major reason for success 

was the fact that teachers expected their students to succeed. 

"Children are responsive to the expectations of their environ-

140 ment," said Grier and Cobbs. They emphasized the fact that 

"^^Glasser, op. cit., pp. 76-77. 

137Ibid., p. 96. 

138Melby, op. cit., pp. 41-42. 

Silberman, op. cit., p. 98. 

1 4fl 
William H. Grier and Price M. Cobbs, Black Rage (New 

York: Basic Books, Inc., Publishers, 1968), p. 131. 
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students read clearly both the conscious and unconscious messages 

of their teachers. 

Student Involvement - Relevance 

Even though most of the classrooms in the public high 

schools of the United States are organized in such a way that the 

teacher is in a position of control and of forcing students to 

comply with his wishes, there appears to be a growing need to let 

students become involved in the planning of their educational 

activities. 

Schools do not educate students for humane participation 

in an open society when they operate in authoritarian ways, de

clared Hanna.1̂  She indicated that students need to be involved 

in group activities where they can develop skills and attitudes 

through practice in new situations and different contexts. 

Abolishing the fixed required curriculum was advocated by 

142 Holt who said that people remember only what is interesting 

and useful to them. He suggested allowing students to make 

choices, so that they can learn to recognize their bad choices 

and make their own corrections. It was his contention that it is 

only by making choices and decisions that students are going to 

learn to think for themselves. 

•^-^Hanna, op. cit., p. 229. 

"^Holt, op. cit., pp. 33-34. 
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Washington stated that "True learning will take place 

14"^ 144 
only if the student is involved." Rogers stated that sig

nificant learning takes place when the student perceives subject 

matter as having meaning for his own purposes. According to 

Kelley, "No one ever became a real part of anything unless he 

145 felt needed and consulted." He pointed out that telling is 

ineffective because it does not involve the listener. 

14 If schools are going to be more humane, Combs con

tended, they must become more relevant to the needs and experi

ence of students. He indicated that more effective ways must be 

found to assist students in taking major responsibility for their 

own learning. Responsibility is learned by being given respon

sibility, he declared, but it is difficult for teachers to give 

responsibility to students when they fear that the students might 

not be able to handle it. 

Free to Come and Go - "Visit" 

American classrooms are characterized as quiet places, 

where students sit in rows and listen, or pretend to listen, to a 

teacher who lectures, demonstrates, or controls the students in 

•^Washington, op. cit., p. 197. 

1 ̂Rogers, op. cit., p. 158. 

"L45Kelley, In Defense of Youth, op. cit., p. 31. 

146 Arthur W. Combs, "An Educational Imperative: The Human 
Dimension," in To Nurture Humaneness, 1970 Yearbook, Association 
for Supervision and Curriculum Development (Washington, D.C.: 
ASCD-NEA, 1970), p. 185. 
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some way. Yet, there is developing evidence that there is a 

scattering of classrooms throughout the United States where stu

dents are free to come and go and to visit among themselves and 

with their teachers. This tends to contravene some of the fun

damental assumptions which teachers make about controlling 

"learners." 

In most classrooms, Kohl"*"^ pointed out, time is not pro

vided for students and teachers to learn to listen to each other 

and live together. He noted, however, that in a democratic 

classroom there is considerable give and take. In such a class

room, a teacher is a mediator and not a judge and executioner, he 

suggested. His opinion on free classroom movement, furthermore, 

was that when people visit with each other and investigate what 

is interesting to them, they are not wasting time. He observed 

that even playing or just sitting and drawing, when one is weary 

of reading, is not time wasted. 

According to Krishnamurti,"*"^ teachers can never bring 

about cooperative relationships with students if they use com

pulsion, even though students have been taught to conform to the 

authority of teachers. He commented that, "The moment we dis

card authority we are in partnership, and only then is there 

149 cooperation and affection." Teachers should let students 

-^Kohl, op. cit., pp. 31-44. 

148 
Krishnamurti, op. cit., p. 36. 

149Ibid., p. 37. 
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work together and help each other and thus learn from each other, 

declared Holt,150 He indicated that investigations in suburban 

schools as well as in poor city schools, show that students are 

often the best teachers of other students. 

The White and Lippitt studies revealed that, "While demo

cratic discussion takes time, the pooled and sifted thinking of a 

number of diverse individuals is apt to be more inclusive, more 

critically examined, and therefore wiser than what emerges from 

151 the limited vision of one individual." 

Concerning the delegation of power, Simpson said that, 

When teachers delegate responsibility and power to 
their pupils and provide them with a high degree of emo
tional acceptance, the effect has been to (a) stimulate 
more pupil-to-pupil interaction; (b) reduce interpersonal 
conflicts and anxieties; (c) increase mutual esteem, rap
port, and self-esteem; (d) induce a wider dispersion and 
flexibility of peer social power as manifested by a 
greater tolerance for divergent opinions in the initial 
phases of decision-making and a greater convergence of 
opinion in the latter phases of decision-making; (e) in
crease moral responsibility, self-initiated work, inde
pendence of opinion, and responsibility, in implementing 
accepted assignments ,152 

In most schools today, as Holt-*--^ pointed out, students 

are treated as convicts. He said that students cannot move with

out written permission and that there are monitors to make sure 

that students have permission—and he advocated giving real 

150Holt, op. cit., p. 31. 

'L51White and Lippitt, op. cit., p. 272. 

•^Simpson, op. cit., p. 145. 

•^^Holt, op. cit., p. 135. 
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freedom to students in school, "... freedom to move, to talk, 

to plan and use their time, to direct and assess their own learn

ing, to act, and be treated, like sensible human beings 

The ban on movement, according to Silberman,*®"^ exists in 

most schools. He noted that students usually cannot leave a 

classroom without permission. Many schools throughout the coun

try are now doing away with the demeaning requirement that stu

dents must have a pass to get a drink of water or go to the 

toilet, he observed. His concern for student freedom of movement 

prompted him to note that the "insane regulation" of requiring a 

library pass in order to use the library was being dropped in 

many schools. He pointed out that some schools are allowing stu

dents to use their unscheduled time as they wish and where they 

wish. 

Summary 

Teachers tend to perceive the learning environments of 

their classrooms from diverse vantage points. The diversity 

arises, among other places,- from the teachers' fundamental as

sumptions about the: (1) functioning of the learning process, 

(2) organizing of the learning process, (3) transmitting of 

social norms, (4) evaluating of learning, and (5) developing of 

personal processes. 

154Ibid., p. 138. 

Silberman, op. cit0 P» 131. 
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The literature reviewed in this chapter indicated that 

the theories of open and closed classrooms are constituted of 

polar concepts. Teachers tend to relate to students in ways 

which usually fall somewhere along the continuum representing 

this polarity. Only rarely would one expect to find teachers who 

behave in a completely closed or completely open manner. 

Teachers whose classes are meaningful to students tend to 

see teaching as a self-involving, helping, and facilitating pro

cess, while those who see themselves as authoritarians tend to 

stress subject matter over personal involvement. Teachers who 

conduct open classrooms organize their teaching in such ways that 

students share in planning the activities and deciding how the 

group will live together, while teachers who conduct closed 

classrooms have very orderly ways of making sure that their rules 

are carefully adhered to. Teachers who are open accept students 

as they are and make them feel that school is a desirable place 

to be, while teachers with closed attitudes tend to conform to 

the community beliefs that students should respect authority. 

These teachers impose their standards of achievement by threaten

ing students through excessive homework assignments and the use 

of tests and grades, while teachers with open attitudes tend to 

involve students in the evaluation of their own learning and 

growth. Teachers who are open in their attitudes see themselves 

as socially equal to their students, while teachers who are 

closed in their attitudes think of themselves as having superior 



knowledge and of deserving respect from their students. These 

teachers control their students by deciding what will be done and 

how it will be done, and then using pressure if students do not 

conform, while teachers in open classrooms show their trust of 

students by providing a comfortable social-psychological atmo

sphere where students experience freedom. 



CHAPTER 3 

RESEARCH PROCEDURE 

The Community and School District 

This investigation was conducted in a rapidly growing 

southwestern community of 260,000 people."1" Mexican and Spanish 

cultural influences are prevalent in the community, and numerous 

residents are bilingual. The main economic activities of the 

city and its environs include tourism, light industries, educa

tion, mining, and agriculture. A large military base is located 

in the area, and a major land-grant university provides many 

cultural and social activities for its residents and tourists. 

The school district in which this study was carried out 

is the largest in the state. It serves a student population 

which comes from many socio-economic, cultural, and ethnic 

groups. The approximate proportion of maj or ethnic groups to the 

total enrollment is: American Indian 1%, Black 5%, Oriental 1%, 

2 Mexican-American 26%, and all others 67%. 

*kl. S. Department of Commerce, 1970 Census of Population 
Report (Washington, D.C.: Bureau of Census, December 1970), . 
p. 3. 

2 
Tucson Public Schools Pupil Data Sheets, Tucson District 

No. 1, 1970. 

50 



51 

The total pupil enrollment for the 1970-71 school year 

was 57,346,^ and the number of teachers employed in grades one 

through twelve was 2,357 for the same year 

Fifty-three percent of all teachers employed during the 

1970-71 school year had earned a master's degree or its equiva

lent, and the rate of teacher turnover was only nine percent,^ 

one indication of a relatively stable teacher population in the 

district. 

The School 

Ironwood High School is one of eight high schools in the 

school district in which this investigation took place. Because 

of population increases, an additional high school was being con

structed during the time this study was being conducted. 

Ironwood High School serves a relatively new section of 

the community. Most of the homes in the neighborhood were con

structed within the last fifteen years. It is situated near a 

large military base. The buildings and facilities of the school 

are relatively new, and the equipment and resources used in the 

educational program made it possible for the school to be 

^Ibid. 

^Tucson Public Schools Personnel Data Sheets, Tucson Dis
trict No. 1, 1970. 

5Ibid. 

°This is a pseudonym for the school where this study was 
conducted. 
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accredited by the state department of education and by the re

gional accrediting agency during its second year of operation. 

It was preparing to go through another regional evaluation of its 

instructional program and facilities during the academic year 

following the completion of this study. 

The enrollment of Ironwood High School did not reflect 

the diverse minority groups of the community because of the tend

ency of minority groups to concentrate in other sections of the 

city. There were so few Blacks and Mexican-American students 

enrolled that they made up less than one percent of the enroll

ment of 2,628 students during the school year 1970-71.7 The 

enrollment figures indicated a relatively high transfer rate, 

which was probably due to the proximity of the military installa

tion. 

The school was in its ninth year of operation at the time 

the teachers in this investigation were interviewed. The princi

pal, who was held in high regard among other administrators at 

the district level, was also highly respected by the teachers. 

The teachers interviewed indicated that they were proud of their 

school and of their association with their colleagues and admin

istrators . In general, they expressed their appreciation of an 

administration that encouraged them to be innovative and that did 

not interfere with their various ways of conducting their class

room activities. 

7Tucson Public Schools Pupil Data Sheets. 
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Sampling Procedures and Participants 
O 

Using a table of random numbers, a sample of fifty 

teachers, representing each instructional department within the 

school was selected from the 103 teachers on the instructional 

g 
staff. The names of teachers selected to answer an interview 

schedule were obtained from the school's teaching schedule. The 

investigator then made a person-to-person contact with each ran

domly selected teacher and asked for a personal interview at a 

time convenient for the teacher. Every teacher contacted agreed 

to be interviewed and chose to do it during his or her planning 

periods or after school. Most of the interviews lasted a full 

period of fifty-five minutes. A few of them lasted longer, in 

which cases the teachers continued their interviews and went to 

class late, or they planned to meet with the investigator on 

another day during a planning period in order to finish the in

terview. 

For each interview, the teacher was given a copy of an 

interview schedule and was asked to read the accompanying in

structions before the investigator started the interview. The 

investigator read each interview statement aloud and asked the 

interviewee to indicate his attitude regarding the statement on 

O 
Paul Blommers and E. F. Lindquist, "Ten Thousand Random

ly Assorted Digits," Elementary Statistical Methods in Psychology 
and Education Boston! {Houghton Mifflin Co., 1963, pp. 512-515] 
in G. W. Snedecor, Statistical Methods, 5th ed. (Iowa: Iowa 
State College Press, Inc., 1956). 

q 
Tucson Public Schools Personnel Data Sheets. 
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a scaled response form that read "strongly agree, agree, uncer

tain, disagree, and strongly disagree." The investigator re

corded this response as well as all comments that the interviewee 

had to make concerning the interview statements. Data and indi

vidual comments were tabulated and organized from the results of 

the interviews. 

In the population of fifty teachers who participated in 

the study, the total number of years of teaching experience 

amounted to 821. The average number of years of teaching expe

rience was 16.4. Fourteen teachers had taught from one to ten 

years, twenty-eight had taught from eleven to twenty-one years, 

and eight had taught twenty-one or more years. 

The tenure of the teachers at Ironwood High School to

taled 359 years. Nineteen of the teachers were in their ninth 

year of teaching there and had been at Ironwood since it opened. 

Twenty-three had taught there from five to eight years, and only 

eight had taught there four years or less. 

All the teachers who participated in the study held de

grees from various colleges and universities throughout the 

United States . One teacher held the degree of Doctor of Philoso

phy as well as a bachelor's and master's degree. Forty-six of 

the teachers held both master's and bachelor's degrees and three 

teachers held bachelor's degrees only. 
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The Design of the Study 

The design of this investigation was based upon the the

ory that what takes- place in classrooms reflects the attitudes of 

the teachers about themselves, their students, and the total 

teaching situation (see page 7). Accepting this theory as one 

that determines how teachers will control their classrooms, the 

investigator developed an interview schedule v/hich was designed 

to encourage teachers to examine their attitudes about the total 

teaching situation and to report them as they perceived them. 

Self-report instruments, according to Cook and Selltiz,"^ 

are susceptible to distortion. They indicated that a person who 

wishes to do so can give a picture of himself that is quite dif

ferent from what his attitudes are in actual practice. The idea 

that self-report scales should only be used in situations where 

the interviewees can be expected to tell the truth as they see it 

was expressed by Thurstone 

After applying self-report techniques with a group of 

12 fifty teachers, Jackson concluded that the opinions they pro

fessed could be relied upon because they were inclined to tell 

^Stuart W. Cook and Claire Selltiz, "A Multiple-
Indicator Approach to Attitude Measurement," Psychological Bul
letin, Vol. 62, No. 1 (July 1964), pp. 36-55. 

•'••''•Louis L. Thurstone, "Attitudes Can Be Measured," in 
Readings in Attitude Theory and Measurement, ed. Martin Fishbein 
(New York: John Wiley and Sons, Inc., 1967), pp. 77-89. 

12 Philip W. Jackson, Life in Classrooms (New York: Holt, 
Rinehart and Winston, Inc., 1968), pp. 115-119. 



the truth about how they viewed life in the classroom. He also 

asserted that it was safe to predict teacher behavior based upon 

the teacher self-report interviews in his study. 

Subjective report, according to Mas low,"1"3 is one of the 

best ways to learn what people are like. He advocated getting 

people to tell what they feel by asking direct questions or by 

free association. 

A primary concern of interviewers, according to Richard

son, Dohrenwend, and Klein,is that the responses obtained be 

valid. They pointed out that the interviewer must rely upon evi

dence within the interview and that if there are few inconsist

encies in answers received from the interviewee, the interviewer 

has some basis for believing that the information is valid. 

In this study, the working relationships between the in

vestigator and the teachers interviewed were cordial and the 

teachers appeared anxious to respond to the statements in the in

terview schedule. The statements they made appeared to be honest 

and forthright and the investigator concluded that the beliefs 

expressed by the interviewees were those that they actually hold 

and practice in their classrooms. Because of the consistency of 

i:5Abraham H. Maslow, The Psychology of Science (Chicago: 
Henry Regnery Co., 1969), p. 12 . 

^Stephen A. Richardson, Barbara Snell Dohrenwend, and 
David Klein, Interviewing, Its Forms and Functions (New York: 
Basic Books, Inc., Publishers, 1965), pp. 130-131. 
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answers by individual teachers, the investigator assumed that 

there were few distortions in the self-reports. 

Formulation of the Instrument 

In this research project the investigator reviewed the 

professional literature pertaining to open and closed classrooms. 

From this study of the literature he constructed a theory con

cerning teacher attitudes regarding the control function in 

classrooms. 

After formulating a theory, he constructed an interview 

schedule based upon the theory. The instrument for interviewing 

teachers was divided into six major categories pertaining to how 

teachers tend to view themselves. The categories were: (1) di

rector of learning/facilitator of learning, (2) structurer of 

classroom activities/sharer of classroom decisions, (3) transmit

ter of community norms/acceptor of student norms, (4) establisher 

of standards/acceptor of needs and interests, (5) relator as su-

perior/relator as equal, and (6) authority who controls student 

activities/promoter of "personal" processes in education 

Criteria suggested by Wang"^ were considered in develop

ing the interview schedule. After deciding upon the major cate

gories to be used in the study, open-ended statements relating to 

the six categories selected were constructed. A Likert-type 

is Charles Wang, "Suggested Criteria for Writing Attitude 
Statements," Journal of Social Psychology, Vol. 3 (1932), 
pp. 363-373. 
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scale was used to help interviewees decide how they wanted to 

respond to the interview statements. Space was provided beneath 

each item for the purpose of recording oral reactions. The in

strument was designed to be in the hands of the participants 

while the investigator read the statements in the schedule and 

recorded the interviewees' responses. 

The preliminary instrument consisted of thirty-four items 

which were arranged out of categorical sequence so that inter

viewees would be encouraged to give thoughtful consideration to 

each item instead of giving similar answers to questions grouped 

in categories. A pilot study was conducted in a high school of 

comparable size to the high school in which the study was com

pleted. The purpose of the pilot study was to determine the use

fulness of the instrument. Ten teachers of various subjects 

participated in the pilot study. 

After field testing the instrument, the investigator and 

a panel of experts composed of public school teachers and college 

professors evaluated the results of the questionnaire. As a re

sult of the pilot study, several items in the instrument were 

found to be ambiguous or redundant and were revised or discarded. 

The final instrument consisted of twenty-two items. 

Analysis and Description of the Data 

The responses to the interview items were recorded, tabu

lated, and presented by percentages in histograms. Beneath each 
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histogram, pertinent statements, selected from the comments of 

the interviewees, were presented. These statements were repre

sentative of teacher comments relating to openness and closed-

ness. A histogram, showing the total responses to each item in 

the interview schedule, is presented as Appendix B. 

Selected profiles of teachers who tended to be relatively 

closed, relatively open, and those who tended to oscillate be

tween relatively closed and relatively open were presented in 

line graphs. Selected statements from the interviews represent

ing the categories mentioned above were presented beneath each 

line graph. 

Line graphs, including the entire population and showing 

composite scores of relatively open teachers, relatively closed 

teachers, relatively oscillating teachers, were presented. They 

were accompanied with explanations of the scores. 

A line graph depicting the comparative relationships be

tween the relatively open teachers, the relatively closed teach

ers, and the relatively oscillating teachers was presented and 

explained. 

Finally, a line graph showing the composite scores of all 

teachers in the study was presented. 

Summary 

This chapter dealt with the research problems used in 

conducting this investigation. The topics duscussed included a 

description of the community and school district, the school, 
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and the participants. The sampling procedures and the design of 

the study were explained. The instrument used for gathering data 

was discussed, and an explanation of how the data was presented 

and described was offered. 



CHAPTER 4 

PRESENTATION AND EXAMINATION OF DATA 

In this chapter, data describing how teachers reported 

their own attitudes regarding classroom control are presented and 

examined. The data derived from the statements in the interview 

schedule were tabulated and presented by percentages on histo

grams for convenience in examining the self-reported perceptions 

of the participants. 

The tabulated results of the interview were presented 

employing the six categories of the theoretical framework: 

(1) director of learning/facilitator of learning, (2) structures 

of classroom activities/sharer of classroom decisions, (3) trans

mitter of community norms/acceptor of student norms, (4) estab-

lisher of standards/acceptor of needs and interests, (5) relator 

as superior/relator as equal, and (6) authority who controls stu

dent activities/promoter of "personal" processes in education. 

I. Director of Learning/ 
Facilitator of Learning 

In this category, teachers who reported that they saw 

their classrooms as places where they directed learning activi

ties were considered to have relatively closed attitudes. Teach-, 

ers who reported that they saw their classrooms as places where 
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they facilitated learning were considered to have relatively open 

attitudes. 

Interview statement: I see the classroom as a place 

where students should be kept busy. 
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Figure 1. Students Keeping Busy 
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The data in this histogram indicate that forty-six per

cent of the teachers who were interviewed agreed that students 

should be kept busy, while fifty-four percent indicated that stu

dents should not be kept busy. 

Planned activities in many classrooms appear to be de

signed to keep students busy so that they won't think about other 

things than the work the group is doing. Even when students com

plete class assigned work, they are expected to find something to 

do so that they will not be a disturbing influence to others (see 

pages 8-9). 

The theory that students must be kept constantly busy 

with structured activities (see page 8) was expressed by teacher 
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forty-five who said, "The minute they are not busy, you lose 

them. It's human nature. A person needs to be busy." Teacher 

twenty-two, who was of the same opinion, declared, "There has to 

be constant activity. There is no question about it. Who could 

say yes to inactivity?" The same theory was supported by teacher 

twelve who observed, "They are in class to learn, so let's teach 

them something and keep them busy." Teacher six expressed the 

theory differently, stating, "If they are not kept busy they are 

going to be bored and disinterested. There should be something 

of value going on." 

A theory that is being advocated by prominent educators 

is that students should be free to pursue their own interests 

within the classroom, and that this could mean noise, confusion, 

or even daydreaming on the part of students (see page 11). 

Teacher thirty-five expressed this theory when she said, "There 

are days when it's good to slack off and be friends. Time to re

lax is important." The idea was also affirmed by teacher twenty-

eight who explained, "A student goes through six hours of class a 

day and does not have a study hall or planning period as teachers 

do. There should be time out for students to communicate or 

visit among themselves or even to sleep." Teacher forty-six was 

of the opinion that "The student should be free to concentrate on 

what is important to him." The same notion was supported by 

teacher two who said, "Lots of times people ought to be able to 

sit and think and rest and let things sink in if they feel like 

it." 
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Interview statement: I see learning as a process which 

requires the learner to overcome some difficulty. 
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Figure 2. Learning a Process Requiring Learner to Overcome 
Difficulty 

Forty-eight percent of the teachers indicated that they 

saw learning as a process that required the learner to overcome 

some difficulty, forty-four percent indicated that learning did 

not involve overcoming some difficulty, and eight percent were 

uncertain. 

Some current theories point out that many teachers still 

believe that an individual becomes educated by being forced to do 

things that he does not like to do, while other theories indicate 

that learning can be delightful and that an individual can learn 

without being coerced (see page 7). 

The widely-held notion that the individual is educated by 

doing distasteful things (see page 7) was emphasized by teacher 

fourteen when he said, "Would you really be learning anything if 

everything came easy? They need to run up against things that 



are hard to master." Teacher eleven stressed the same idea when 

he declared, "You don't teach anything unless there is some dif

ficulty in the learning." 

"Learning is that way. If there is no difficulty and 

challenge they are not going to learn a great deal," observed 

teacher thirty who supported the theory that subject matter has 

to be "hard" in order for students to learn (see page 7). 

Teacher six who stated, "I don't think learning really occurs un

less there is difficulty; that is what learning is," was of the 

same opinion. Teacher twenty-six also supported the same idea 

when she said, "I think that in most cases if there isn't some 

difficulty, learning has already taken place." 

The theory that learning can be a delight (see page 7) 

was supported by teacher forty-two when she noted that "Learning 

is something that continues from what they already know. It 

should be exciting and enjoyable." Teacher nineteen stressed the 

same idea when he said, "Anybody learns best when it is a lot of 

fun. My most successful units are the ones where the kids don't 

consider it work." 

When teacher twenty-three said, "I see it as a process of 

getting involved and asking questions and exposing them to things 

they want," she was advocating the current theory of relying on 

process rather than static knowledge and prizing the learner and 

his opinions, attitudes, and feelings (see page 7). 
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Interview statement; I see classroom assignments as im

portant in developing mental discipline. 
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Figure 3. Classroom Assignments Develop Mental Discipline 

The data in this histogram indicate that fifty-eight per

cent of the teachers interviewed thought that classroom assign

ments were important in developing mental discipline, thirty-four 

percent thought that they did not, and six percent were uncer

tain. 

The theory that mental discipline is important in train

ing the mind is still strongly believed in by many educators . An 

opposite theory states that school subjects do not improve stu

dents' minds through exercise and that students need to be in an 

environment that facilitates learning, with the teacher having 

the position of helper (see pages 6-8). 

"I agree with that. Learning a foreign language is defi

nitely mental discipline. If you learn to speak another language 

you have imposed upon yourself a whole new image,11 said teacher 
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twenty-two who supported the theory that a school subject is use

ful in developing mental discipline (see page 6). Teacher 

thirty-four agreed with the theory when he stated, "That's what 

it's all about. You've got to train those minds." Teacher one 

supported the theory by suggesting, "To a certain extent, per

haps; if it is creating a process of analyzation." The idea was 

expressed differently by teacher forty-four who observed, "It 

gives the students preparation for further study in college. It 

causes them to work up to capacity." 

The teachers who were uncertain indicated that they did 

not know the meaning of "mental discipline." 

"Classroom assignments may be important, but I question 

that they develop mental discipline," exclaimed teacher nineteen. 

This statement supported the attitude that the theory of mental 

discipline is difficult to justify because school subjects do not 

train minds through exercise (see page 8). "I don't really buy 

the mental discipline idea," said teacher twenty-seven who was 

supported by teacher twenty-eight who stated, "Not especially, I 

give assignments only to help people learn, but not to develop 

them mentally." 
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Interview statement; I see objective tests as encour

aging thoughtful reading and curiosity. 
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Figure 4. Tests Encourage Reading and Curiosity 

The data on the positive side of this histogram indicate 

that only twelve percent of the teachers interviewed thought that 

objective tests encourage thoughtful reading and curiosity, eight 

percent were uncertain, and a significant eighty percent thought 

that objective tests do not encourage thoughtful reading and 

curiosity. 

Tests of all kinds are used by teachers to evaluate stu

dents and to control them. They are used extensively even though 

there is evidence that tests, especially objective ones, elim

inate thinking and stress right answers. Recent studies indicate 

that the practice of testing should be eliminated because they 

are inadequate as motivators (see pages 31-33). 
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"Yes, the National Math Test does . That is one of the 

purposes of the thing. Kids study past tests, so it does develop 

curiosity," explained teacher sixteen, in support of the theory 

that objective tests encourage thoughtful reading and curiosity 

(see page 31). Teacher fourteen emphasized, "If you make up a 

good test it will require thoughtful reading. If they don't read 

carefully, they'll not do well. Objective tests are good for 
\ 

evaluating what students know." Teacher eleven, who was uncer

tain about the theory, answered, "This depends upon the character 

of the test. If it's made up for a learning device, then I'll 

have to agree. If it's made up for strictly evaluating, then I'd 

have to disagree." The theory was explained differently by 

teacher nine who said, "That's tricky. I can see where they en

courage careful reading because tests tend to be tricky. Curi

osity, I'll pass on." 

Among the teachers who disagreed with the statement that 

objective tests encourage thoughtful reading and curiosity, many 

stressed the theory that objective tests favor guessing (see page 

32). "I see them as a kind of fun and games and outguessing 

something. It's a manipulative kind of thing rather than a 

thinking kind of thing," observed teacher two. "They encourage 

a kid to think that he can outguess you. I use them very rare

ly," noted teacher five. Stating the theory differently, teacher 

forty-five declared, "They have a tendency to encourage gambling 

more than anything else." Teacher eighteen said, "Kids want them 
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so they can guess," and teacher thirty noted, "I think they are 

multiple guess. I think boys and girls think they are a farce." 

The attitude that objective tests encourage memorization 

and stress right answers (see page 31) was commonly held among 

the teachers interviewed. "They just lead to memorization and 

not learning," observed teacher thirty-seven. "I have seen a 

few brilliant objective tests where that could be said; but 

generally, they don't. Usually it involves memorizing facts," 

stated teacher twenty. "Objective tests don't encourage any

thing except memorization and regurgitation," opined teacher 

fifteen. "I think objective tests encourage the students to look 

for right answers and outguess the teacher," said teacher nine

teen. "A kid is working for a grade by studying for right an

swers," observed teacher four. 

One theory points out that students worry about tests 

(see page 32). This theory was acknowledged by teacher forty-

three who stated, "They encourage reading and the students worry 

about their grades. They totally discourage curiosity. They 

make it easy for the teacher to grade. They are hard to make 

up." 

"I have just about' done away with them. This has been an 

evolutionary thing with me," observed teacher three as he advo

cated the theory that tests should be eliminated. Teacher one 

said it differently when he commented, "I give one a year just so 

they can complain. It doesn't stimulate them and it doesn't 

stimulate their thinking. I'm not in favor of tests." 



71 

II. Structurer of Classroom Activities/ 
Sharer of Classroom Decisions 

In this category, teachers who reported that they struc

tured classroom activities were considered to have relatively 

closed attitudes. Teachers who reported that they shared class

room activities with students were considered to have relatively 

open attitudes. 

Interview statement; I see a classroom as a place where 

students should be assigned to a definite seat. 
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Figure 5. Students Assigned Definite Seats 
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The data in this histogram indicate that fifty-eight per

cent of the teachers interviewed were against assigning definite 

seats to students. Only six percent were uncertain, and thirty-

six percent thought that definite assigned seating was necessary. 

Numerous educational writers have indicated that students 

are usually assigned to definite seats in their classrooms and 

that they are expected to stay there. Others have noted that in 
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open classrooms, both teachers and students are free to choose 

and change their seats (see page 10). 

Teachers in authoritarian classrooms, according to some 

writers, usually assign seats to their students (see page 10). 

The reason for this, they asserted, is to facilitate role taking. 

This theory was expressed by teacher fourteen when he stated, "I 

feel that everything has a place and everything should be in its 

place, and that includes students. It's easier to check role. 

It prevents cliques." Teacher thirty-four exclaimed, "I want to 

know where they are." 

The attitude -that definite seating helps to control stu

dents (see page 10) was expressed by teacher forty who said, "I 

like the organization of it." Teacher seventeen reported, "It 

helps the organization of the classroom and avoids cliques." 

Agreeing with this theory, teacher forty-seven said, "Yes, for 

better disciplinary control." The same attitude was expressed by 

teacher thirty-nine who said, "Yes, because of the way that we 

are structured—we cannot just let them wander around." 

There are authorities who say that students should be en

couraged to select their own seats and be free to move about (see 

page 11). Teacher forty-six indicated, "Assigned seating simply 

ties a student down. He will not feel free to be imaginative." 

The same principle was expressed by teacher twenty-eight when she 

stated, "It gives a certain informality in the class when the 

students are free to choose their own seats; friendships 
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sometimes break up during the year and children like to move." 

Teacher two expressed the attitude by saying, "It helps kids to 

work together. They sit by their friends and work well to

gether." The attitude was supported by teacher twenty-three when 

she said, "Students should not be treated like so many books on a 

shelf; I think of student rights and classroom atmosphere." 

"I think they need a place sort of like home, but they 

don't have to stay in that definite seat. It helps me to get to 

know them," said teacher nine, who was uncertain about the idea. 

She appeared to support the theory that students should be free 

to decide where they will sit. Teacher eleven, who was also un

certain, tended to support the same theory when she said, "Yes, 

at the beginning of the year for record keeping and to get to 

know them." 

Interview statement: I see classrooms as places where 

students must follow rules established by teachers. 
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Figure 6. Students Following Rules 
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The data in this histogram are almost equally balanced, 

with fifty percent of the teachers interviewed agreeing that stu

dents must follow rules established by teachers and forty-six 

disagreeing, with only four percent uncertain. 

The theory that the teacher has the power to make rules 

is common in present day schools, and the theory that students 

should be involved in making rules which they are expected to 

follow is increasingly advocated by students and educational 

authorities (see pages 12-13). 

"Students must follow rules, but they should be kept down 

to a minimum and should be fair. They should be reasonable 

enough to be followed," suggested teacher thirty-two who ex

pressed the attitude that a minimum number of rules ought to 

guide the actions of both students and teachers (see page 13). 

This attitude was also expressed by teacher seven who was uncer

tain about students having to follow rules when he said, "I don't 

think there should be so many rules that it binds the learning 

process. We need guidelines to help in the learning process." 

The theory that adults are determined to inflict their 

rules upon students (see page 14) was brought out by many teach

ers . A strong impression of the need to adhere to rules was made 

by teacher fourteen who stated, "I've got a complete set of thir

ty rules . We read them over the second day and we stick to them. 

If they disobey they are punished. If they obey, we get along 

fine. The rules are there and if they don't want to obey they 



can get out." Teacher forty-nine who supported the same theory 

affirmed, "I have my rules and they follow. If they are six 

inches away from their chair when the bell rings they are tardy. 

I start on time every day. I give a 'pop test1 at the beginning 

of the period. If they are tardy, they lose that credit." Among 

other teachers who supported the theory, teacher forty-five said, 

"Rules are established to maintain control, so the teacher has to 

do it. They can be modified, if necessary." 

"Rules should be established by students as well as by 

teachers. Student wishes have to be considered," declared 

teacher twenty-eight. This was an expression of the attitude 

that rules should be made by students in cooperation with their 

teachers and administrators (see page 14). Teacher twenty 

stated, "I think you try to encourage them to a kind of mutual 

agreement as to what goes. If you tried to fight them, they'd 

win. I don't think teachers are that important." 
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Interview statement: I see the teacher as the one in 

charge of the classroom. 
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Figure 7. Teacher in Charge of Classroom 

The data on the positive side of this histogram show that 

a significant number, eighty-two percent, of the teachers inter

viewed thought that teachers are the ones in charge of the class

room, while the negative side indicates that only eighteen 

percent thought that teachers are not in charge of the classroom. 

Teachers usually think of themselves as being in charge 

of their classrooms. Most of them tend to conduct their classes 

in authoritarian ways, with rigid controls upon the lives of 

others; however, there is a growing tendency to foster open 

classrooms where a climate of cooperative interaction exists 

(see pages 14-16). 
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The theory that teachers are usually authoritarian and 

control students (see page 14) was pointed out by teacher thirty-

eight who explained, "I think the students will respect the 

teacher that has absolute authority and absolute control." 

Teacher forty advocated the same theory, saying, "Yes, they have 

to be in charge and have the final say." Teacher nine explained 

the theory by stating, "We are not operating as a democracy." 

Teacher thirty-two declared, "Somebody's got to be in charge and 

have the responsibility and that's what we are paid for. You 

cannot teach if you cannot command their attention when you want 

it." Emphatically supporting the theory, teacher fourteen ex

claimed, "He's the boss. I've got student aides who help me with 

some things. I do the grading. I make the decisions. I'm boss. 

I'm in charge of the whole deal." 

Among the teachers who agreed to the statement that they 

saw the teacher as the one in charge of the classroom, several of 

them advocated the theory that an atmosphere of open cooperation 

should exist among students and teachers (see page 15). Teacher 

forty-one expressed the theory, stating, "It's my responsibility 

to set the tone and maintain it. I have to provide a learning 

environment, then step out of the way and let students manipulate 

the environment to make it meaningful." The same attitude was 

advocated by teacher thirty who said, "The teacher is in charge 

but is also just one of the participants in the classroom, but 

the teacher is the leader and provides the guidance." Teacher 



two, who supported the theory, explained, "Legally, yes, but not 

in making the decisions. I always ask kids what they want to 

study next. When they say 'nothing,' then I put them in choicing 

situations. I try to find something I think they'll like." 

"I see the teacher as a sort of facilitator," observed 

teacher nineteen who expressed the attitude that teachers should 

facilitate learning by acting as a resource person (see page 16). 

Teacher twenty-six expressed the idea by saying, "There should be 

joint effort on the part of the students and the teacher." 

Teacher one explained, "I see the teacher as a mediator, not a 

whip cracker. I don't know if that's being in charge or not. 

I take attendance in some of my classes." The teacher who was 

uncertain, number fifteen, stated, "It should probably be a situ

ation where no one should be in charge." 

Interview statement: I see the textbook as a valuable 

aid in organizing the student's daily study habits. 
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Figure 8. Textbook as Aid in Organizing Study Habits 
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The data in this histogram indicate that twenty-eight 

percent of the teachers interviewed considered the textbook as a 

valuable aid in organizing the student's daily study habits, 

twelve percent were uncertain, and fifty-two percent thought that 

the textbook was not a valuable aid in organizing the student's 

daily study habits. 

Textbooks outweigh all other sources in determining 

teaching and learning activities in our schools. The format and 

content of textbooks are important to teachers who use them as a 

form of control. The theory that textbooks should be eliminated 

is being advocated by educators who recommend that other relevant 

materials should be used (see pages 17-19). 

The theory that the textbook presents a basic plan and is 

still the prime medium of organizing instruction (see page 18) 

was affirmed by teacher four who said, "You need to go step by 

step and the Latin text does that for you and the students." 

Teacher forty-eight noted, "I see it as a good guide so that the 

student can go ahead as he wants to." Fully agreeing with the 

theory, teacher forty observed, "Yes, we have to. How can you go 

jumping around? It's better to follow a pattern." Teacher four

teen, who also agreed, stated, "There should be a text and the 

teacher ought to use it and test on it." 

Inexpensive paperbacks and a large variety of other rele

vant materials should replace textbooks, according to educators 

(see page 19). "That is the one thing that I dislike—the 
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regimentation imposed by books and materials. I can think of 

nothing more stifling for the teacher. I prefer to make up my 

own program," exclaimed teacher twenty-two. Teacher thirty-nine 

said, "We use textbooks very little. We use paperbacks and other 

materials." The theory was also supported by teacher forty-seven 

who declared, "We often don't use a text at all. Involvement in 

discussion is invaluable." Teacher fifty noted, "I've gone far 

beyond the textbook." 

Interview statement: I see the teacher as a professional 

who establishes classroom behavior. 
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Figure 9. Teacher Establishes Classroom Behavior 
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The data on the positive side of this histogram show that 

a significant number of the teachers interviewed, eighty-six per

cent, agreed that the teacher establishes classroom behavior. 

Only twelve percent disagreed and only two percent were uncertain, 
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What teachers believe about people and people's behavior 

determines how they conduct their class activities. These atti

tudes control students, thus the teacher is the key figure in 

enhancing or limiting student growth (see pages 15-16). In any 

classroom the climate is likely to be authoritarian, even though 

the theory of open, friendly classrooms is strongly advocated by 

many of today's educational leaders (see pages 14-16). 

The theory that teacher attitude controls classroom be

havior (see page 15) was strongly expressed by numerous teachers. 

Teacher thirty-two stated, "I think kids are going to behave the 

way the teacher behaves and the way the teacher expects them to 

behave." The notion was emphatically expressed by teacher 

thirty-eight who said, "He has to establish it in order to have 

any control over his class." The same notion was emphasized by 

teacher six who observed, "Who else is going to do it if the 

teacher doesn't? If the students do it, you are in for trouble. 

They are going to be climbing the walls." 

"Definitely, you've got to tell them exactly what to do," 

observed teacher thirty-four. This was an expression of the 

theory that an autocratic teacher spends a large part of class 

time giving orders (see page 16). Teacher forty-seven affirmed 

that "He does it with his minimal rules of what he will tolerate 

and what he will not tolerate." Expressing the same attitude, 

teacher forty-one said, "Yes, your whole attitude is reflected 

for you have the power to enact rules and regulations at will." 
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The idea that there is an openness of communication in a 

democratic classroom and a lack of it in an autocratic classroom 

(see page 16) was expressed by teacher two who noted, "You can 

establish it one way or another—either loose or strict." The 

same attitude was expressed by teacher forty-three who stated, 

"Sure, it goes back to the idea that somebody has to do the 

guiding, but there is tremendous leeway." 

The teacher who was uncertain observed, "I don't know. 

A lion tamer could do that with a chair and a whip. I think the 

teacher does help set the pattern for behavior, but not by impos

ing will." This statement was an expression of the theory that 

teachers who are devoted to democratic principles spend a negli

gible amount of time imposing their will upon others (see page 

16). 

The theory that a spirit of cooperation between adults 

and youth is needed in our schools (see page 15) was expressed by 

teacher forty-six who said, "The class establishes classroom be

havior. It's a combination of everyone there." Teacher thirty-

five agreed with the theory and exclaimed, "I don't establish it. 

We all do." 
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Interview statement: I see the classroom as a place 

where the teacher needs to maintain order. 
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Figure 10. Classroom a Place Where Teacher Maintains Order 

It appears significant that the data on the positive side 

of the histogram indicate that eighty percent of the teachers 

agreed that the teacher needs to maintain order, while only 

eighteen percent on the negative side indicated that they did not 

feel the need to maintain order, and only two percent were uncer

tain. 

Numerous authorities on educational practices point out 

that schools are preoccupied with order and control in the class

room and that the insistence on order makes for student conform

ity but does not produce creative citizens (see page 11). 

The theory that controls are necessary in order to sub

ordinate individuals to institutional and individual objectives 



(see page 11) was illustrated by teacher thirty-eight who stated, 

"The teacher must maintain order and be in command of all activ

ities within the classroom." His colleague, teacher thirty-four, 

was of the same opinion and declared, "I want them where they 

should be and doing what they should be doing." Teacher fourteen 

supported the theory when he said, "Correct, a teacher has to 

have order and discipline all the time. You can't learn any

thing in chaos. Kids like discipline." 

Order and control are important to teachers and they 

spend much time trying to maintain them, according to recent sur

veys (see page 12). -This notion was illustrated by teacher four 

who indicated that "Teaching won't take place if there isn't 

order." Teacher twelve expressed the same attitude differently 

when he said, "I feel strongly about this. Without discipline, 

you can't teach." 

There is also a prevailing theory indicating that teach

ers suppress confusion because order is important to them (see 

page 12). Teacher thirteen expressed this aptly when he de

clared, "I personally work in order. I think confusion is fine 

for some kids, but I do not want to share a room with them. I 

know I'm not right for some kids." 

One theory points out that order in a classroom may mean 

that students are unemotional and are rarely learning (see page 

12). Teacher thirty-one, who was uncertain, supported this atti

tude when he observed, "The teacher should learn how to maintain 
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order, but order is not a necessary part of a good classroom 

situation." 

According to current theories, teacher attitudes have 

much to do with the creation of a social environment that en

hances the learning process (see page 16). Teacher thirty agreed 

with this theory when he declared, "If it's interesting, there 

will be order. Order for one teacher is not the same for an

other." The same attitude was expressed by teacher twenty-six 

when she said, "It depends upon the atmosphere that the teacher 

has set up in the class. Kids can do a better job of maintaining 

discipline and order than a teacher." 

The prevalent attitude that a spirit of cooperation be

tween adults and youth is needed in our schools (see page 15) was 

clearly emphasized by teacher nineteen who affirmed, "The class

room should be a place where the students and teacher learn to 

set their own patterns of discipline." 

III. Transmitter of Community Norms/ 
Acceptor of Student Norms 

In this category, teachers who reported that they trans

mitted community norms in their classrooms were considered to 

have relatively closed attitudes. Teachers who reported that 

they accepted student norms were considered to have relatively 
/ 

open attitudes. 



Interview statement; I see 

those who will tend to succeed. 
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Figure 11. Well Groomed Students and Success 

The data in this histogram indicate that only twenty-six 

percent of the teachers interviewed thought that well groomed 

students would tend to succeed, twenty-two percent were uncertain, 

and fifty-two percent failed to see the relationship between good 

grooming and success. 

Current educational theory indicates that schools have 

been preoccupied with students* appearance up to the present time 

but that schools all over the country are now abandoning codes 

governing dress and appearance (see page 21). 

The theory that teachers prefer well groomed students to 

others (see page 22) was stressed by teacher thirty-four who 

said, "Yes, definitely, the others are failures." This attitude 

was also asserted by teacher nine who stated, "I feel that a well 

groomed appearance tends to indicate discipline which would help 



with success." Teacher sixteen observed, "Success in school de

mands that you play the game. The well groomed are playing the 

game." 

"What a student wears or how he appears is not indicative 

of his mental processes or degrees of success," observed teacher 

twenty-six who accepted the theory that many teachers accept the 

poorly dressed and ill kept students (see page 22). This theory 

was also voiced by teacher twenty-eight who explained, "Very 

often the less well groomed ones are less conformists and the 

non-conformists may succeed in areas where the well groomed do 

not." Teacher thirteen noted, "Some of the grubbiest kids, as I 

look back, are the most successful now. They experimented for 

themselves and made all sorts of mistakes. Adolescence is the 

time to be messy anyway." 

The teachers who claimed to be uncertain tended to sup

port the theory that we do not need rules governing the students' 

appearance (see page 21). "I see some of the best minds in 

school as those who are physically unkept," remarked teacher 

thirty. "Being well groomed doesn't make you succeed. When a 

student goes to get a job he better be well groomed because of 

what society expects," observed teacher twenty-five. 



Interview statement; I see well behaved students as 

those who are the most interesting to work with. 

Figure 12. Well Behaved Students Interesting to Work With 

The data in this histogram show that only twenty-four 

percent of the teachers interviewed saw well behaved students as 

those who are the most interesting to work with, while a signif

icantly large number, sixty-four percent, disagreed with the 

statement, and only twelve percent were uncertain. 

The theory that many teachers prefer to work with some 

students over others is commonplace in our schools. The attitude 

that all kinds of young people need to be accepted is also be

coming prevalent (see pages 20-21). 

"I like well behaved students. They are sometimes dull, 

but they are my pets, let's face it," exclaimed teacher twenty-

five. This statement exemplified the theory that some teachers 

prefer some students over others (see page 21). The same atti

tude was expressed differently by teacher forty-five who 
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remarked, "Yes, after all, behavior problems just detract from 

your plan of attack so that you don't get anything done." Teach

er forty-three who also supported the same theory said, "Yes, 

well behaved students are usually more generous and considerate 

and as a result they consider the teacher's opinion." 

Among the teachers who said they were uncertain, the 

theory that teachers should accept all kinds of students (see 

page 20) was expressed by teacher thirty-six, who said, "I have 

all kinds who are interesting to work with." Teacher thirty-

eight expressed the same attitude when he stated, "Normally, I 

like to work with all." 

"Quite often the others have very interesting insights 

into society that the well behaved ones never experience or find 

out," observed teacher two who expressed the attitude that there 

is need to care about each student (see page 20). Along the same 

line of thinking teacher thirty-nine said, "I like a challenging 

set-up in teaching. The outgoing student who may be a little ob

noxious and needs help is fun. They need more attention than the 

well behaved ones." Teacher thirty-five declared, "They are all 

interesting when you get them talking about themselves and things 

that they like." The attitude was expressed by teacher one who 

observed, "I like working with all students but I almost distrust 

the well behaved ones because I feel they are trying to please me 

more than themselves. They are dull. How many times are the 

well behaved ones innovative?" 
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Interview statement: I see daily homework assignments as 

something that parents expect. 

SA A U D SD 

Figure 13. Parents Expect Homework Assignments 

The data on the positive side of the histogram indicate 

that twenty-four percent of the teachers interviewed thought that 

parents expect daily homework assignments, thirty percent were 

uncertain, and forty-four percent on the negative side indicated 

that they thought parents did not expect it. 

In theory, teachers assign large amounts of homework, 

claiming that parents expect it, but the theory that excessive 

homework deprives students of the opportunity to pursue other in

terests during after school hours is also strongly advocated (see 

pages 22-23). 

"When kids have a lot of homework assignments you have to 

relieve them of home responsibilities or else make their homework 

assignments not important to you as a parent," said teacher two 

who was voicing the attitude that students who do the homework 
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that teachers assign have virtually no leisure at all, nor time 

to pursue other activities (see pages 22-23). Teacher eighteen 

who was uncertain supported the theory when she observed, "I 

don't think we know. Some parents resent it because they say 

their children don't have time to do anything else." 

"I think that parents feel that unless the kids are 

doing something at home they can't be doing anything at school," 

said teachers five and fourteen who supported the theory that 

parents demand homework (see page 23). "Parents who are con

cerned expect it," stated teacher six, while teacher thirty-six 

noted, "Lots of parents ask me to give their kids homework." 

Teacher eleven noted, "That is one of the first things they ask 

in a parent conference. I don't think we should assign it just 

because parents expect it." 

The theory that parents do not expect homework assign

ments (see page 22) was supported by many teachers. "I don't see 

this as something that parents expect. In fact, they are re

lieved if there isn't any," explained teacher thirty-three. "Not 

even as a parent do I expect this," said teacher twenty-four. 

Teacher ten who also supported the theory noted, "It's a matter 

of the modern educational concept. The parents of students now 

do not expect much homework." Teacher thirty-seven observed, "I 

don't give homework and no one complains to me. Parents are 

generally apathetic." Teacher forty-four declared, "I don't 

think our parents are that alert. They don't care enough." 
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IV. Establisher of Standards/Acceptor 
of Needs and Interests 

In this category, teachers who reported that they estab

lished standards for the students in their classrooms were con

sidered to have relatively closed attitudes. Teachers who 

reported that they accepted the needs and interests of students 

in their classrooms were considered to have relatively open atti

tudes . 

Interview statement: I see homework assignments as an 

important part of learning. 
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Figure 14. Homework Important Part of Learning 

The data in this histogram show that a large number of 

the teachers interviewed, forty-six percent of them, felt that 

hornework assignments are an important part of learning. Thirty-

two percent of them did not think homework assignments were im

portant and twenty-two percent were uncertain. 

Homework assignments take up a major part of conscien

tious high school students' time outside of school. Students are 



93 

expected to do these assignments in a home environment where 

adults are relaxing, or in environments that are not at all con

ducive to studying. Sometimes long homework assignments even 

keep students from getting adequate sleep (see page 23). Some 

authorities advocate that teachers do not need to make typical 

homework assignments (see page 24). 

The theory that teachers demand a large amount of effort 

from students by assigning homework under the threat of examina

tions in order to force students to learn (see page 23) was well 

expressed by teacher five when he said, "Especially in the area 

of testing the student should spend some time at home preparing 

for the test." 

There is a prevailing attitude which indicates that home

work is necessary because there isn't enough time to do the work 

in school (see page 24). Teacher forty-four expressed it by 

saying, "Memory work is absolutely necessary to learn a foreign 

language and it cannot all be done in the classroom." Along the 

same vein, teacher sixteen noted, "Math is a skill subject and 

you can't learn a skill without practice." Teacher thirty-nine 

stated, "Students need homework because we don't have enough 

time in class. We can't get along without it. I think students 

like it and benefit by it." 

The idea that parents expect homework is prevalent (see 

page 23) and was expressed by teacher ten who stated, "I think 
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if no more than anything else, it's good discipline. If parents 

are interested, they can keep track of what the child is doing." 

One of the teachers who was uncertain declared, "I think 

a lot more learning could be done if we worked better in class." 

That was an expression of the attitude that if school tasks are 

meaningful to students they will learn inside and outside of 

classrooms without being pressured (see page 24). Teacher fifty, 

who also claimed to be uncertain, stated, "I give very little be

cause if time is used well, they don't need to take it home." 

Another uncertain teacher, number nineteen, observed, "If it is 

really a meaningful kind of thing, they don't see it as home

work. They see it as fun." 

"A teacher can't keep up with many worthwhile homework 

assignments. It discriminates against poor kids who do not have 

a chance to work," declared teacher two. These statements ex

pressed the attitude that teachers are not conscientious about 

checking homework assignments because they do not have time. 

They also pointed out that many students do not have home con

ditions that are conducive to studying (see page 24). 

The theory that teachers who value and trust students do 

not need to make typical homework assignments (see page 24) was 

expressed by teacher twenty when she said, "I don't use homework 

assignments at all because I want to be there to help them." 

Teacher forty-eight was emphatic about it when he exclaimed, 

"Absolutely not! It has nothing to do with it." The attitude 
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was also stated by teacher forty-three who said, "I think five 

hours a day in school is enough. Homework confuses kids and 

makes them rebel against learning." 

Interview statement: I see the need for students to be 

held accountable for what has been taught. 
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Figure 15. Students Held Accountable 

The data on the positive side of this histogram indicate 

that a significantly large number of the teachers interviewed, 

seventy-two percent, thought that students should be held account

able for what has been taught. The negative side indicates that 

only eighteen percent thought that students should not be held 

accountable, and ten percent were uncertain. 

The theory that teachers think that students should be 

held accountable for what has been taught (see page 33) was 

voiced by teacher fourteen who said, "Yes, why teach if they 
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don't have to know it? You are wasting your time on them." The 

same attitude was expressed by teacher forty-four who exclaimed, 

"Otherwise, why teach? Why waste tax money if they can't be held 

accountable?" Teacher forty-five said, "I think we are unfair to 

students in that we give away grades too easily. They should be 

held accountable." 

The idea that rewards and punishments in the form of 

tests and grades (see page 34) is commonly held by teachers. 

Teacher thirty explained, "Yes, I do it through subjective tests 

and through conferences. We discuss grades." The same attitude 

was expressed by teacher twenty-seven when he said, "The teacher 

has the responsibility of testing what he's taught." Teacher 

thirty-seven stated, "They are test oriented and they don't try 

to remember it unless they are held accountable." 

Supporting the theory that pressures and accountability 

are not necessary (see page 34), teacher forty-seven explained, 

"I don't always evaluate their work. We do many things just for 

the fun of doing them." Teacher twenty-one observed, "I think 

that if the student learns, it's immaterial whether you hold him 

accountable or not." The theory was also expressed by teacher 

one who said, "If what we've done in class is meaningful, then I 

don't have to hold students accountable because they have become 

involved." Teacher forty-one stated, "I think students have the 

right to decide that it isn't a value. They don't have to make 

the grade if they don't want to." 
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Interview statement: I see failing grades as a necessary 

part of teaching and learning. 

50 

Figure 16. Failing Grades Necessary in Teaching and Learning 

A significant number of teachers, seventy-two percent of 

them, indicated that they did not see failing grades as a neces

sary part of teaching and learning, while only twenty-six percent 

of them indicated that they were necessary. Only two percent 

were uncertain. 

The grading system is considered to be the most commonly 

used control device in our schools. The prevailing theories 

about grades vary from a very rigid adherence to them to complete 

abandonment of them; yet grading, according to authorities on the 

subject, produces more failures in our schools than any other 

practice (see pages 24-25). 

A prevailing theory concerning grades states that if it 

were not for grades students would not listen at all (see page 

25). This argument was presented by teacher fourteen when he 

asserted, "If you didn't flunk them, they wouldn't do anything. 
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Any kid can pass if he applies himself. Everybody's got to fail 

something. That's how you learn self-discipline." Teacher 

forty-four expressed it more strongly when she said, "You need 

the threat of failure, but even failing grades don't hold them 

back any more. A lot of them could care less." 

The notion that grades motivate students to work hard was 

emphasized by teacher forty-one when he affirmed, "Failing can 

motivate learning. It makes you pick yourself up and try again." 

The same attitude was expressed by teacher five who said, "I 

think failing grades are important because they show that the 

student hasn't been motivated to do the things that I think are 

important for him to do in order to learn the things I think are 

important." 

Teacher one, who was uncertain, said, "A student has the 

right to fail, but by the same token it would be desirable if no 

one failed. Everyone needs to succeed." This was an expression 

of the attitude that success is important to everyone and that 

all students must be provided with a chance for success in school 

situations (see page 40). 

The theory that grades must be abolished because they are 

destructive and give students a feeling of worthlessness (see 

pages 25-26) was stressed by teacher twenty-eight when she said, 

"I feel we have far too many students failing in our classes and 

some teachers seem to have a certain pride in telling how many of 

their students fail. Too many failures reflect on the teacher. 
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Failure does something to a student. It sometimes becomes a re

venge." Teacher forty-seven supported the same attitude when he 

observed, "I think nothing deflates a person's self-concept more 

than failing grades. I really try to pass everybody." Teacher 

two affirmed the same attitude when she commented, "Failing 

grades only teach students that they are failures." 

Grading, especially of a competitive nature, should be 

discontinued (see page 29), according to some authorities in the 

field of education. This idea was brought out by teacher forty-

six who stated, "No grades are necessary." His colleague, 

teacher eighteen, also supported the attitude when she said, "Why 

would failing grades be necessary? If they are learning, and you 

are teaching, they are not failing. It's the teacher's respon

sibility for students to succeed. We really don't need grades at 

all." The same attitude was expressed by teacher twenty-three 

when she observed, "I don't think grades are that important at 

all." Teacher four also supported the idea by saying, "I dislike 

giving a failing grade, I do everything I can to pass students. 

I wish we didn't have grades." 

V. Relator as Superior/Relator as Equal 

In this section, teachers who reported that they were 

superior to students in their classroom relationships were con

sidered to have relatively closed attitudes. Teachers who re

ported that they related to students in their classrooms as 

equals were considered to have relatively open attitudes. 
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Interview statement; I see students as people who can be 

trusted to work without supervision. 
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Figure 17. Students Working Without Supervision 

The data in this histogram indicate that fifty-four per

cent of the teachers interviewed believed that students could be 

trusted to work without supervision, eighteen percent were uncer

tain, and twenty-eight percent did not believe that students 

could be trusted to work without supervision. 

Teachers do not accept students as responsible and trust

worthy in many of our classrooms, yet prominent educators advo

cate the theory that teachers should trust students so that they 

will be free to learn what they want to learn (see pages 38-39). 

The theory that students are trustworthy and responsible 

and should be given the opportunity to make choices (see page 39) 

was expressed by teacher forty-seven when he exclaimed, "I do a 

lot of individualized study with juniors and seniors . The stu

dents have complete freedom to study what they want and I get 

fantastic results 
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The attitude that students can be trusted without super

vision (see page 39) was stated by teacher two who observed, "I 

always assume that they are going to get their work done. They 

get it done if you acknowledge it. More of my students work 

without supervision than not." Teacher thirty-six said, "Most 

of my classes are on independent study and I think kids can work 

on their own a lot." The attitude was emphasized by teacher 

thirty-nine who stressed, "Many students tend to do a better job 

without supervision. We don't do enough trusting of students." 

Teacher forty-eight exclaimed, "You bet, until you do, they can't 

succeed." 

"I don't agree with that. You can't trust them when you 

are watching them," observed teacher thirty-four who supported 

the theory that the majority of teachers do not trust students 

(see page 39). Teacher forty-four who was of the same opinion 

remarked, "They are not qualified to work without supervision at 

their age. Even adults can't unless they have to account to a 

teacher. It's just plain human nature." Stressing the attitude, 

teacher fourteen said, "They are still kids in my opinion and 

they need to be supervised." 
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Interview statement: I see students as equal to teach

ers . 
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Figure 18. Students as Equal to Teachers 

The data in this histogram show a fairly well balanced 

distribution, with fifty-six percent of the teachers interviewed 

agreeing that students are equal to teachers, forty percent dis

agreeing, and four percent uncertain. 

There is a common practice in our schools for teachers to 

impose their personal authority on students, but the theory that 

teachers can relate to students as equals and not have to impose 

their authority is becoming accepted in many schools (see page 

35). 

The theory that the teacher needs to see himself as a 

learner along with students (see page 35) was affirmed by teacher 

forty-eight who said, "Yes, I do. I learn from them." Teacher 

thirty-six stated, "I see them as equal to us. They are as smart 

as we are. All they lack is experience. We learn from each 

other." 
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The theory that teachers can relate to students as equals 

(see page 35) was expressed by teacher forty-one who said, "Yes, 

everybody is equal as far as rights go. I have privileges be

cause of my age and experience. I believe in mutual respect." 

Teacher forty explained, "Person to person, we are all equal. We 

have to respect them for what they are." The same attitude was 

noted by teacher thirty who stated, "Yes, as people—not in 

social and mental development. That is where mutual respect is 

developed. They have equal rights." 

"The teacher should never lower himself to the level of 

students. How are you going to have anyone respect you when you 

are right down on their level?" This statement was made by 

teacher seventeen who advocated the theory that teachers impose 

their personal authority on students (see page 35). Teacher 

forty-four observed, "Outside the classroom, yes; but not inside. 

They need to learn the employer-employee relationship. You don't 

tell your boss what to do." Teacher thirty-four affirmed, "I'll 

consider them ahead of me mentally, but they've got to remain 

number two or there is going to be trouble." Emphasizing the 

same attitude, teacher thirty-one said, "Any time a parent or a 

teacher considers himself an equal with his child or student he's 

in for a lot of trouble." 
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Interview statement: I see teachers as deserving respect 

from students. 
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Figure 19. Teachers 

The data in this histogram indicate that thirty-eight 

percent of the teachers interviewed thought that teachers deserve 

respect from students, eight percent were uncertain, and fifty-

four percent disagreed with the idea. 

There are two predominant theories concerning respect in 

the classroom. One states that teachers believe students should 

be required to show respect to them because of their position. 

The other indicates that if teachers respect students, teachers 

and students will work well together (see page 37). 

"Even if the teacher is old and stupid, he still deserves 

respect because of his age and position," declared teacher four

teen who expressed the attitude that students should be required 

to show respect to elders (see page 37). The same attitude was 

expressed by teacher forty-seven who said, "We have been trained 

extensively for this profession. I try to command respect." 
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The notion that teachers should demand respect (see page 

37) was stated by teacher forty-four when she said, "I think they 

should not only deserve it, but they should demand it. I don't 

just deserve it; I demand it." Teacher thirty-two was of the 

same opinion and stated, "The teacher should get the respect of 

the student." 

The theory that respect is a mutual thing and that teach

ers should respect their students (see page 38) was expressed by 

numerous teachers. "Teachers don't deserve respect but they can 

earn it," observed teacher thirty-eight. Teacher forty said, 

"It's a two way street. If you give it, you get it in return." 

The same attitude was expressed by teacher forty-three who 

stated, "Yes, but students deserve respect from the teacher, 

too." 

VI. Authority Who Controls Student Activities/ 
Promoter of "Personal" Processes in Education 

In this category, teachers who reported that they were 

authorities in their classrooms and controlled student activities 

were considered to have relatively closed attitudes. Teachers 

who reported that they promoted "personal" processes in education 

within their classrooms were considered to have relatively open 

attitudes. 



106 

Interview statement; I see students as mature enough to 

choose what they wish to learn. 

Figure 20. Students Choose What They Learn 

The data in this histogram indicate that thirty-two per

cent of the teachers interviewed thought that students are mature 

enough to choose what they wish to learn, twenty-six percent were 

uncertain, and forty-two percent thought that students are not 

mature enough to choose what they wish to know. 

Even though most high schools in the country have numer

ous, fixed required courses which are conducted in authoritarian 

ways, the theory that students need to be involved in deciding 

what they will learn, thus making learning more relevant to them, 

is being advocated by outstanding leaders in the field of educa

tion and psychology (see pag^s 42-43). 

"Most high school students are mature enough. They know 

what they want to do and they should be allowed to work toward 

that," observed teacher twenty-three who advocated the theory 
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that students will take the major responsibility for what they 

will learn if they are allowed to become involved (see page 43). 

Teacher thirty-nine said, "Definitely. I think they have a 

greater knowledge of what they want to learn than we give them 

credit for." Teacher forty-seven agreed, "Yes, especially with 

older students. The younger ones need direction, but all need 

opportunities to select areas of special interest." The same 

conclusion was reached by teacher thirty-six who said, "It's 

their life and they should be free to choose." 

Among the teachers who claimed to be uncertain, teacher 

twenty declared, "I like to let students decide for themselves. 

Self-determining kids do well. Some are uncomfortable when they 

are given choices." This expressed the attitude that some teach

ers fear that students might not be able to handle responsibility 

if it is given to them (see page 43). Teacher seven expressed 

the same attitude by stating, "It all pertains to the students 

themselves. Some come from backgrounds of making decisions and 

can handle it. Others not." The attitude was repeated by teach

er forty-three who explained, "They have never been entrusted 

with any responsibility. As a consequence, for the most part, 

students are not responsible; therefore they'd tend to choose 

only what they enjoy and like and not what they need in the 

future." 

The prevalent theory that students are not mature enough 

to select what they wish to learn (see page 42) was emphasized 
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by teacher forty-five who exclaimed, "We'd have a completely un

educated generation if we allowed this. They don't know what 

they need." Teacher forty-nine observed, "They don't know any

thing about subject matter. That's why they are there in the 

first place." The same attitude was voiced by teacher forty who 

declared, "The majority of the time they need more counseling 

than we can give them." Teacher thirty indicated, "There are 

certain things that they are not going to feel are important, so 

they need guidance." Teacher fourteen emphasized, "They are not 

mature enough to come in out of the rain. This maturity business 

shows that teachers do not want to accept responsibility. If 

students chose what they want they would all take auto mechanics, 

welding, sex education, and other easy subjects and know nothing. 

Is a baby mature enough to know what he should eat?" 

Interview statement: I see a classroom as a place where 

students should be free to enter and leave at any time. 
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Figure 21. Students 
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Free to Enter and Leave 
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Only twenty-six percent of the teachers interviewed saw 

the classroom as a place where students should be free to enter 

and leave at any time, eighteen percent were uncertain, and over 

half of them, fifty-six percent, thought that students should not 

have the freedom to come and go at will. 

It is a common practice throughout the United States to 

keep students in classrooms and not allow them to move without 

permission. This form of control is changing, however, and there 

are numerous schools in various parts of the country that are now 

allowing students freedom of movement and the option of using 

school time as they wish (see page 46). 

"They enter and leave with my permission only, and if 

they leave without it, I'll do anything I can to get rid of 

them," exclaimed teacher thirty-eight who supported the theory 

that in most schools students' movement is rigidly controlled and 

that they cannot go anywhere without permission (see page 45). 

The same attitude was expressed by teacher forty-four who as

serted, "They should be kept under the teacher's control at all 

times." Teacher forty-nine, who also agreed with the theory, 

stated, "Of course not. When they come in they are expected to 

be on time and to stay. Punctuality is a big thing with me." 

Teacher forty, who supported the idea, asked, "How can you get 

anything done if they are coming and going all the time?" 

The theory that teachers need to maintain order and use 

controls to keep students in class (see page 44) was expressed 



110 

by teacher seventeen who stated, "There has to be order. You 

have to have rules and order. You can't allow disruption of your 

class and the whole school." Teacher thirty-one exclaimed, "A 

certain amount of order must be maintained in order to maintain 

a learning situation." The same attitude was advocated by 

teacher thirty-nine who said, "No, because it gives leeway that 

they can't handle. I don't believe in losing the group." 

The theory that students should have freedom of movement 

(see page 46) was rather strongly advocated by teacher two who 

observed, "It gets me in all kinds of trouble. If we are pre

paring students for the real world, we have to give them some 

choice as to whether they want a coffee break now or later. I 

think it's insane to expect anyone to be on time five times a 

day." Teacher twenty-eight supported the theory when she said, 

"When they are not forced to sit for fifty-five minutes they 

learn better and I teach better. We need to put more responsi

bility for this on students." Teacher three observed, "I have a 

room pass (required by the administration) which they use at 

will. Once they find they can go at any time, they soon don't 

go very often." 
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Interview statement: I see students as people who should 

be involved in the planning of learning activities. 

50 

Figure 22. Students Involved in Planning Learning Activities 

The data in this histogram show that a significant number 

of teachers, eight-four percent of them, indicated that students 

should be involved in the planning of learning activities. Only 

twelve percent disagreed with the idea and four percent were un

certain . 

Even though schools are generally organized to operate in 

authoritarian ways, and this had been the accepted procedure for 

generations, there are many advocates of open classrooms in which 

students are being given opportunities to become involved in the 

planning of their own learning activities (see pages 42-43). 

"If you can feel that you are involved in the planning, 

you take more of a personal interest. Learning is a sharing of 

knowledge," said teacher twenty-six, who expressed the prevalent 

theory that no one ever becomes a part of anything unless he 
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feels needed and consulted (see page 43). "Yes, because many 

times they know what would best help them to learn. Everything 

is lost if students are not involved in this," asserted teacher 

forty-one who also agreed with the theory. Teacher fifteen was 

also of the same opinion and stated, "I don't think that any 

person at any time should have nothing to do with decisions that 

affect him. It's the democratic way." 

The theory that schools must become more relevant to the 

needs and experiences of students is strongly advocated by many 

of today's educators (see page 42). Students should have a voice 

in the program. "It helps the teacher to know what the students 

really feel is important," voiced teacher twenty-eight. The same 

idea was presented by teacher thirty-three who said, "Especially 

now. They probably have a better idea of what is meaningful to 

them." This notion was also expressed by teacher seventeen who 

stated, "The students can help guide a teacher to where the stu

dents' interests are. This helps the teacher to provide the best 

learning process." 

Only two teachers were uncertain about involving students 

in the planning of learning activities. One of them, teacher 

thirty-four, said, "I'd have to know more about it to agree with 

it," and the other teacher, forty-four, stated, "Students on a 

lower level, no; upper level, yes, with the teacher's guidance." 

The traditional theory that the teachers should do the 

planning is still considered to be in common practice in most 
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schools (see page 42). This idea was expressed by teacher four

teen who said, "You are the teacher. You know what they need to 

learn. You make up the learning activities." Teacher forty-five 

also disagreed with the idea that students should be involved in 

the planning of learning activities and had this to say, "I'd 

like to see students involved in planning, but in most cases they 

are not equipped for it." 

Summary 

This chapter presented the data collected during this in

vestigation. Histograms pertaining to each item in the inter

view schedule were included, and a description of individual 

teacher responses to each item was given. 



CHAPTER 5 

PRESENTATION OF TEACHER PROFILES 

In this chapter, teacher classroom control patterns are 

presented in two differing formats. In the first of these, re

presentative profiles of the statement responses of several rela

tively closed, relatively open, and oscillating teachers are 

depicted in line graphs together with their associated comments. 

In the second type presentation, the composite statement re

sponses of all teachers in the population judged to be in the 

relatively closed category are displayed, followed by similar 

displays for all teachers judged to be in the relatively open 

and oscillating categories. 

The representative profiles of relatively closed, rela

tively open, and oscillating teacher control patterns are pre

sented as line graphs with the vertical axis depicting attitudes 

toward control on the.following scale: (1) controls very open 

(CVO), (2) controls open (CO), (3) uncertain (U), (4) controls 

closed (CC), and (5) controls very closed (CVC). The numbers on 

the horizontal axis represent the statements, twenty-two in num

ber, to which the teachers in the study responded. 

Teachers who gave closed responses to two-thirds (67%) or 

more of the statements in the interview schedule were considered 

114 
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to be relatively closed. Those who gave open responses to two-

thirds (67%) or more of the statements were considered to be 

relatively open. Teachers who gave responses that were consist

ently divided between open and closed were considered to be rela

tively oscillating. Responses in the uncertain category were not 

counted. 

In the second type line graph format depicting the com

posite statement responses of teachers judged to be in closed, 

open, and oscillating categories, weighting factors were assigned 

to the twenty-two statements in the interview schedule. On the 

basis of uncertain being the zero point, controls open was as

signed a 1.00 and controls very open was assigned a 2.00; while 

controls closed was assigned a -1.00 and controls very closed was 

assigned a -2.00. Each composite statement score in the closed, 

open, and oscillating categories was determined by summing the 

weighted scores algebraically and dividing this score by the num

ber of teachers in the respective categories. The weighting fac

tors are indicated on the vertical axis of the line graphs and 

the numbers representing the statements in the interview schedule 

are indicated on the horizontal axis. 
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Profiles of Relatively Closed Teachers 

CO 
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Figure 23. Profile of Relatively Closed Teacher Forty-Four 

Teacher forty-four, who agreed with the statement that 

classroom assignments are important in developing mental disci

pline (statement 3) said, "It gives the students preparation for 

further study in college. It causes him to work up to his capa

bility." Commenting on the idea that classrooms are places where 

students must follow rules established by teachers (statement 6) 

she stated, "Somebody has to be the boss everyplace. You can't 

have a teaching situation where you have bedlam." She was also 

of the opinion that students are not equal to teachers (statement 

18) declaring, "Outside the classroom, yesj but not inside. They 

need to learn the employer-employee relationship. You don't tell 

your boss what to do." Expressing her opinion about the state

ment (19) concerning teachers deserving respect from students, 

she observed, "I think they should not only deserve it but they 

should demand it. I don't just deserve it; I demand it." Her 



opinion about the idea that students should be free to enter and 

leave the classroom at any time (statement 21) was expressed, 

"They should be kept under the teacher's control at all times." 

Teacher forty-four's opinion of the concept that well 

groomed students are those who will tend to succeed (statement 

11) was stated, "Not necessarily, but usually. It's those who 

have interest in the work and who are industrious who will suc

ceed." Commenting on the idea that daily homework assignments 

are something that parents expect (statement 13) she observed, 

"I don't think our parents are that alert. They don't care 

enough." 
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CO 

CC 
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Figure 24. Profile of Relatively Closed Teacher Fourteen 

Teacher fourteen, a person with relatively closed class

room controls, strongly agreeing with the idea that learning is 

a process which requires the learner to overcome some difficulty 

(statement 2) stated, "Would you really be learning anything if 



learning came easy? They need to run up against things that are 

hard to master." Responding to the notion that classrooms are 

places where students must follow rules established by teachers 

(statement 6) he exclaimed, "I've got a complete set of thirty 

rules. We read them over the second day and we stick to them. 

If they disobey they are punished. If they obey we get along 

fine. The rules are there and if they don't want to obey they 

can get out." Responding to the statement that well groomed stu

dents are those who will tend to succeed (statement 11) he ex

claimed, "It's self-discipline. If he's allowed to be sloppy he 

feels that same way. The grubby ones are depressed when they 

look in the mirror." 

Commenting on the concept that well behaved students are 

those who are the most interesting to work with (statement 12) 

teacher fourteen exclaimed, "Correct, I enjoy helping the student 

who says 'thank you, sir.' You give a horse sugar when he does a 

good job. You have to do the same with people. I enjoy a thank 

you." He reacted to the idea that students can be trusted to 

work without supervision (statement 17) by noting, "They are 

still kids in my opinion and they need to be supervised." He 

stated his opinion of the notion that students are equal to 

teachers (statement 18) by saying, "No, I feel that the teacher 

should set the example. If the teacher is courteous to the stu

dent, the student should be courteous to the teacher." Respond

ing to the idea that students should be involved in the planning 
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of learning activities (statement 33) he declared, "You are the 

teacher. You know what they need to learn. You make up the 

learning activities." 

CVO 

CC 
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Figure 25. Profile of Relatively Closed Teacher Forty-Nine 

Teacher forty-nine, who advocated relatively closed 

classroom controls, agreed with the theory that learning is a 

process which requires the learner to overcome some difficulty 

(statement 2) saying, "If there is no difficulty, you don't 

learn." Commenting on the idea that students should be assigned 

to a definite seat (statement 5) he declared, "I do it all the 

time and move them around every nine weeks. My reason for this 

is to avoid discipline problems." He reacted to the notion that 

the classroom is a place, where the teacher needs to maintain 

order (statement 10) by observing, "Absolutely, students can't 

learn without it." 
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Agreeing with the idea that students should be held ac

countable for what has been taught (statement 15) teacher forty-

nine stated, "Just a plain old test does it." He reacted to the 

theory that failing grades are a necessary part of teaching and 

learning (statement 16) by commenting, "I do it, so I must mean 

it." He disagreed with the idea that students can be trusted to 

work without supervision (statement 17) claiming, "They can't. 

They need supervision." Expressing his opinion of the idea that 

students should be free to enter and leave the classroom at any 

time (statement 21) he declared, "Of course not. When they come 

in, they are expected to be on time and to stay. Punctuality is 

a big thing with me." 

There were only two statements to which teacher forty-

nine responded which appeared to show that he might have some 

relatively open controls. Commenting on the statement that well 

behaved students are those who are the most interesting to work 

with (statement 12) he said, "Not necessarily. They are the 

easiest to work with." He expressed his opinion of the idea that 

students should be involved in the planning of learning activi

ties (statement 22) by commenting, "They can be involved in the 

planning. I can see by the results that they are taking part." 
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Figure 26. Composite Plot of Relatively Closed Teacher Attitudes (N=10) 
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Figure 26 indicates that the ten teachers whose answers 

were plotted on the graph were relatively closed in their answers 

to the statements in the interview schedule. It also shows that 

these teachers tended to be consistent in their answers. They 

indicated that they were relatively open in only two question re

sponses . They indicated that they were relatively open (state

ment 22) when they expressed the opinion that students are people 

who should be involved in the planning of learning activities . 

They also disclosed relatively open attitudes concerning the 

statement (4) that objective tests encourage thoughtful reading 

and curiosity. They were uncertain about the statement (13) that 

parents expect daily homework assignments. 

They expressed the strongest closed attitudes to the 

statement (21) that students should be free to enter and leave 

the classroom at any time. They were also very closed about the 

statement (7) that the teacher is the one in charge of the class

room. They expressed very closed opinions about the statement 

(6) that classrooms are places where students must follow rules 

established by the teachers. They were almost equally closed in 

their opinions concerning the statement (10) that the classroom 

is a place where the teacher needs to maintain order. They were 

also relatively closed in their responses to the statement (15) 

that students need to be held accountable for what has been .. 

taught. They were relatively closed in their opinions concerning 

the statement (3) that classroom assignments are important in 
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developing mental discipline. They expressed the same closed 

attitudes about the statement (9) that the teacher is a profes

sional who establishes classroom behavior. They also expressed 

the same degree of closedness concerning the statement (14) that 

homework assignments are an important part of learning. 

The other points on the graph indicate that the ten 

teachers represented were consistent in their attitudes of being 

relatively closed. Their answers were within the range of 

closedness. 

Profiles of Relatively Open Teachers 
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Figure 27. Profile of Relatively Open Teacher Forty-Eight 

Teacher forty-eight, who was relatively open in his 

thinking about classroom controls, answered the statement (1) 

about keeping students busy by saying, "No, we've got to have 

rapport. Students are busy when it's meaningful to them; other

wise not." He commented on the idea that objective tests 
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encourage thoughtful reading and curiosity (statement 4) by ob

serving, "I don't see any tests as encouraging. I don't believe 

in tests." Reacting to the notion that students must follow 

rules established by teachers (statement 6) he explained, "No, 

kids and teachers must do this together. Students make more 

stringent rules than any teacher ever makes." He did not think 

that the teacher needs to maintain order in the classroom (state

ment 10), responding, "No, the students establish that. What 

they like is okay with me." He was emphatic about the concept 

that students can be trusted to work without supervision (state

ment 17) exclaiming, "You bet—until you do, they can't succeed." 

He also saw students as equal to teachers (statement 18) saying, 

"Yes, I do. I learn from them." 

Answering as if he had relatively closed controls in the 

case of several of the instrument statements, teacher forty-eight 

still appeared relatively open in most of his attitudes. Even 

though he said he agreed withNthe idea that learning is a process 

which requires the learner to overcome some difficulty (statement 

2) he opined, "I view this as a process of making people comfort

able. Free people to ask questions. This is something difficult 

for ninety percent of the students. Teachers usually jump all 

over them for asking questions. I try to help them to overcome 

shyness." He strongly agreed with the idea that students need to 

be held accountable for what has been taught (statement 15) but 

made the relatively open comment, "Strongly, if what's being 
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taught is what he needs. I think every student will be attentive 

if what's being taught is meaningful to him." 

Claiming to be uncertain about the notion that students 

should be free to enter and leave the classroom at any time 

(statement 21) teacher forty-eight said, "Students should assume 

the responsibility to be in class and teachers should make it 

interesting enough for students to want to be there." 
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Figure 28. Profile of Relatively Open Teacher Two 

Teacher two, who was relatively open, did not see a 

classroom as a place where students should be kept busy (state

ment 1). She said, "Lots of times people ought to be able to sit 

and think and rest and let things sink in if they feel like it." 

She was relatively open in her opinion that students should not 

be assigned to definite seats (statement 5) claiming, "It helps 

kids to work together. They sit by their friends and work well 

together." She was relatively open in her opinion that homework 
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assignments were not an important part of learning (statement 13) 

stating, "A teacher canTt keep up with that many worthwhile home

work assignments. I'd rather have them work in class. If 

homework assignments are easy to grade, they are stupid. They 

also discriminate against the poor kids who don't have a place to 

work at home." Disagreeing with the concept that failing grades 

are a necessary part of teaching and learning (statement 16), she 

was relatively open. She stated, "All you are teaching them is 

that they are failures." Reacting to the statement (18) that 

students are equal to teachers, she was relatively open. She ex

claimed, "AbsolutelyI As humans they deserve the same politeness 

and consideration as you would the man you are buying a car from 

or something like that." 

Statements that teacher two answered as having controls 

closed also indicated that she was relatively open in her think

ing. Answering to the concept that the teacher is a professional 

who establishes classroom behavior (statement 9), teacher two 

said she agreed but qualified her agreement with the statement, 

"You can establish it one way or another, either loose or strict." 

When she agreed with the idea that the teacher needs to maintain 

order (statement 10) she said, "Order of some kind, again loose. 

Order of working toward goals that you and students see as best." 

Agreeing with the concept that well groomed students are those 

who will tend to succeed (statement 11), she noted, "It's not the 

way it should be. If they come from the kind of family where 
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it's worth the trouble, then other things will be worth the trou

ble too. It shows that the family cares about them; then the 

student is likely to succeed." 

CO 

CVC 

Figure 29. Profile of Relatively Open Teacher Forty-One 

Teacher forty-one, who was relatively open in her atti

tude about classroom controls, made some thought provoking com

ments . Her reaction to the idea that students should be kept 

busy (statement 1) was expressed, "Students should be going for

ward in their learning, but sometimes a student needs to stand 

still or even regress." Commenting on the concept that learning 

is a process which requires the learner to overcome some diffi

culty (statement 2) she said, "I think learning is a change of 

behavior. This does not mean undoing in order to learn. It is 

not a difficulty. It's fun." Disagreeing with the notion that 

objective tests encourage thoughtful reading and curiosity • 

(statement 4) she noted, "They are probably the least beneficial 
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to students. They are easy for the teacher. I don't like to 

evaluate kids. I try to have them become critical." Answering 

to the idea that students must follow rules established by 

teachers (statement 6) she declared, "That is probably definitely 

wrong. The rules that make sense to them are the ones they'll 

follow. If they are responsible for themselves they'll follow 

sensible rules which they'll help make'." 

Disagreeing with the concept that well behaved students 

are those who are the most interesting to work with (statement 

12), teacher forty-one said, "I like a student who is inquiring. 

I don't want them to let me tell them how things are. The most 

interesting ones to work with are the searching ones." She 

discredited the idea that students need to be held accountable 

for what has been taught (statement 15) declaring, "I think the 

students have the right to decide that it isn't a value. They 

don't have to make the grade if they don't want to." Responding 

to the notion that students should be involved in the planning of 

learning activities (statement 22) she commented, "Yes, the stu

dents should be involved. They know, many times, what would best 

help them to learn. Everything is lost if students are not in

volved in this ." 

Responses, by teacher forty-one, which might be con

sidered' closed, tended to indicate that her controls were still 

relatively opened. She answered to the statement (7) that the 

teacher is the one in charge of the classroom by saying, "It's 
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my responsibility to set the tone and to maintain it. I have to 

provide a learning environment, then step out of the way and let 

the students manipulate the environment to make it meaningful." 

When she responded to the idea that a teacher is a professional 

who establishes classroom behavior (statement 9) she stated, 

"Yes, your whole attitude is reflected because you have the power 

to enact rules and regulations at will. I want my students to 

become independent of controls." Commenting on the idea that 

students can be trusted to work without supervision (statement 

17) she noted, "On occasion, yes, Young people need the guidance 

of adults. It depends on their training. They need to be al

lowed to develop independence." 

Figure 30 indicates that the twelve teachers whose an

swers were plotted on the graph were relatively open in their 

answers to most of the twenty-two statements in the interview 

schedule. It also shows that these teachers tended to be con

sistent in their answers. They answered only two questions with 

relatively closed attitudes . They indicated that they were rela

tively closed (statement 9) when they expressed the opinion that 

they saw the teacher as a professional who establishes classroom 

behavior. They also showed relatively closed attitudes concern

ing the statement (13) that they saw daily homework assignments 

as something that parents expect. 
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Figure 30. Composite Plot of Relatively Open Teacher attitudes (N=12) 
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They were most open about the statement (22) that they 

saw students as people who should be involved in the planning of 

learning activities. They were also very open about the state

ment (16) that failing grades are a necessary part of teaching 

and learning. They gave equally open responses to the statement 

(4) that objective tests encourage thoughtful reading and curi

osity and to statement (12) that well behaved students are those 

who are the most interesting to work with. 

The other points on the graph indicate that the twelve 

teachers represented were consistent in their attitudes of being 

relatively open. Their answers were within the range of open

ness . 

Profiles of Teachers Who Tended to Oscillate Between 
Relatively Closed and Relatively Open 
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Figure 31. Profile of Oscillating Teacher Sixteen 



132 

Teacher sixteen who oscillated in his opinions between 

having relatively open controls and relatively closed controls 

presented some thoughtful opinions. He gave an open response to 

the statement (1) that the classroom is a place where students 

should be kept busy by saying, "We have certain goals. It would 

be penalizing to give more work to a student who reaches that 

goal." He was also open in his opinion of the idea that learning 

is a process which requires the learner to overcome some diffi

culty (statement 2) declaring, "Not necessarily. A learner 

doesn't have to have difficulty." He indicated that his controls 

were closed when he answered to the idea that objective tests en

courage thoughtful reading and curiosity (statement 4) by indicat

ing, "Yes, the national math test does. That is one of the 

purposes of the thing. Kids study past tests, so it does develop 

curiosity." He was also closed in his opinion concerning the 

statement (8) that textbooks are a valuable aid in organizing the 

student's daily study habits saying, "Yes, textbooks are better 

than they have been." 

In his relatively closed response to the idea that well 

groomed students are those who will tend to succeed (statement 

11) teacher sixteen opined, "In school, I almost strongly agree. 

Success in school demands that you play the game. They are play

ing the game." He was relatively open in his response to the 

statement (12) that well behaved students are those who are the 

most interesting to work with, explaining, "I have to have 



133 

somebody who is alive. It's fun to work with those who have in

terests, even other than math. Then it's a real challenge." His 

controls were also closed in regard to the concept that students 

need to be held accountable for what has been taught (statement 

15) saying, "That's part of the game. Fundamentals are impor

tant." He was relatively open in his opinion of the concept that 

students should be involved in the planning of learning activi

ties (statement 22) declaring, "Yes, involved, but not with a 

veto power." 
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Figure 32. Profile of Oscillating Teacher Thirteen 

Teacher thirteen, who oscillated between having relative

ly open controls and relatively closed controls, was uncertain 

about the idea that classroom assignments are important in devel

oping mental discipline (statement 3) saying, "I don't know what 

mental discipline is. X wish I did. You can learn a certain 

amount of technique." He was somewhat open in his opinion of the 
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notion that objective tests encourage thoughtful reading and 

curiosity (statement 4) and remarked, "Objective tests leave me 

cold. An objective test asks little bitty facts. My tests are 

essay or at least a question." He tended to be closed in his 

opinion of the notion that students must follow rules established 

by teachers (statement 6) exclaiming, "I tell how I am going to 

grade and how I want things done. I do have deadlines. I don't 

accept late work. I have a few rules that I expect all of us to 

follow for our mutual benefit." He was also closed concerning 

the idea that the teacher is the one in charge of the classroom 

(statement 7) observing, "Yes, because we are structured that 

way. The administration expects you to be in charge. I don't 

want to be sued." 

Responding to the concept that the classroom is a place 

where the teacher needs to maintain order (statement 10), teacher 

thirteen was relatively closed. He explained, "I personally work 

in order. I think confusion is fine for some kids but I don't 

want to share a room with them. I know I am not right for some 

kids." He was relatively open in his thinking about the idea 

that well behaved students are those who are the most interesting 

to work with (statement 12). He exclaimed, "Oh, no'. The others 

are the more interesting ones. I want the kids to disagree with 

me to get them thinking. They are going to have to evaluate the 

world through their own eyes." His opinion of the concept that 

failing grades are a necessary part of teaching and learning 



(statement 16) was relatively closed. He remarked, "I do. I'm 

not sure it's right. If a kid doesn't learn he needs to know 

this isn't for him." He was somewhat open in his opinion of the 

idea that students can be trusted to work without supervision 

(statement 17). He noted, "You certainly have to know the stu

dents . When you allow kids to go explore an area you trust them 

to get it done and to know more than you do when they get 

through. Unfortunately, there are some that you have to super

vise more than others." His opinion of the notion that students 

are equal to teachers (statement 18) was a relatively closed one. 

He observed, "I don't. I wish I did. I see them as equal human 

beings but in our society the authority situation is not equal. 

I think they have the right to question me. If they are equal, 

I don't need to be here." He was also relatively closed in his 

thinking about the idea that students should be free to enter and 

leave the classroom at any time (statement 21). He remarked, 

"No, I'm sorry'. Tardies annoy me and the students. If they are 

going to get a job, one thing they'll have to do is to be punc

tual and they have to get used to it now. 
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Figure 33. Profile of Oscillating Teacher Forty-Seven 

Teacher forty-seven oscillated between having relatively 

open controls and relatively closed controls. He was uncertain 

about the idea that learning is a process which requires the 

learner to overcome some difficulty (statement 2), stating, "Many 

students need skill acquisition. For others education is an en

largement process of what they already know." He was relatively 

closed in his opinion of the concept that the classroom is a 

place where students must follow rules established by teachers 

(statement 6) declaring, "I have very few rules, but those I do 

have, I enforce very firmly. I expect them to respect the bells. 

My grade book is off limits. They get a U (unsatisfactory) in 

citizenship if they look in it. It violates the rights of 

others." He was relatively open in his opinion that the text

book is a valuable aid in organizing the student's daily study 

habits (statement 8) saying, "Often times I do not use a text at 

all. Involvement in discussion is invaluable." 
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Commenting on the idea that well behaved students are 

those who are the most interesting to work with (statement 12), 

teacher forty-seven expressed the relatively open opinion that 

"Some of the most interesting are those who are defiant and tend 

to challenge and question." He was relatively closed in his 

opinion of the statement (14) that homework assignments are an 

important part of learning, declaring, "It's the homework assign

ments that the students reflect their responsibility in the 

learning process." He was uncertain about the idea that students 

need to be held accountable for what has been taught (statement 

15) remarking, "I don't always hold them accountable. I don't 

always evaluate their work. We do many things just for the fun 

of doing them." He was relatively open when he responded to the 

idea that failing grades are a necessary part of teaching and 

learning (statement 16) saying, "I think nothing deflates a per

son's self-concept more than failing grades. I really try to 

pass everybody." He was also relatively open about the notion 

that students can be trusted to work without supervision (state

ment 17) claiming, "I do a lot of independent studies with jun

iors and seniors. The students have complete freedom to study 

what they want and I get fantastic results." His opinion of the 

idea that a classroom is a place where students should be free 

to enter and leave at any time (statement 21) indicated that he 

was relatively closed when he stated, "It's just not so." 
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Figure 34. Composite Plot of Teachers Who Oscillated Between Relatively Open 
and Relatively Closed Attitudes (N=28) 



139 

Figure 34 indicates that the twenty-eight teachers whose 

answers were plotted on the graph oscillated between being rela

tively open and relatively closed in their answers to the state

ments in the interview schedule. They indicated a high degree of 

openness in their attitudes toward the statement (22) that stu

dents are people who should be involved in the planning of learn

ing activities. In all other answers to the statements in the 

interview schedule they expressed opinions that were not markedly 

open or markedly closed. 

Figure 35 presents composite profiles of the relatively 

open, relatively closed, and relatively oscillating scores of the 

fifty teachers who participated in the study as a composite plot 

in one graph. 

All teachers who participated in the study were relative

ly open in their attitudes toward the statement (22) that stu

dents are people who should be involved in the planning of 

learning activities . The relatively closed teachers indicated 

that they were somewhat open in their attitudes about it and the 

relatively open teachers were more pronounced in their open atti

tudes about this statement than any other statement. The rela

tively oscillating teachers also indicated a pronounced open 

attitude about it. 
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Relatively open responses were recorded to the statement 

(4) that objective tests encourage thoughtful reading and curi

osity. The relatively closed teachers indicated that they were 

somewhat open in their attitudes about it. The relatively os

cillating teachers indicated a relatively high degree of openness 

about it, and the relatively open teachers were pronouncedly open 

in their attitudes about it. 

The fifty teachers in the study expressed closed atti

tudes toward the statement (9) that the teacher is a professional 

who establishes classroom behavior. The relatively open teachers 

were somewhat closed in their attitudes about it. The relatively 

oscillating teachers were decidedly closed about it and the rela

tively closed teachers were even more pronouncedly closed about 

it. 

The relatively open teachers and relatively closed teach

ers were farthest apart (2.85 units on the scale of weighting 

factors) in their reported opinions concerning the statement (6) 

that classrooms are places where students must follow rules 

established by teachers. They were far apart (2.55) in their 

attitudes about the statement (21) that students should be free 

to enter and leave the classroom at any time. They were also 

far apart (2.50) in their thinking about the statement (16) that 

failing grades are a necessary part of teaching and learning. 

They also differed markedly (2.30) concerning the statement •(3) 

that classroom assignments are important in developing mental 
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discipline. They recorded a wide difference of opinion (2.26) 

concerning the statement (10) that the classroom is a place where 

the teacher needs to maintain order. They also differed widely 

(2.15) in their opinions about the statement (15) that there is a 

need for students to be held accountable for what has been 

taught. 

The relatively open teachers and the relatively closed 

teachers were very close (.05) in their opinions in regard to the 

statement (13) that daily homework assignments are something that 

parents expect. The closed teachers were more open about this 

statement than the open teachers. On all other statements they 

were 1.15 or more units apart. 

The relatively oscillating teachers were very close (.32) 

to the relatively open teachers in their opinions concerning the 

statement (17) that students are people who can be trusted to 

work without supervision. They were very close (.34) to the 

relatively closed teachers in their attitudes about the statement 

(1) that the classroom is a place where students should be kept 

busy. They were almost as close (.36) to the relatively closed 

teachers in their opinions about the statement (13) that they 

saw daily homework assignments as something that parents expect. 

They were also close (.40) to the relatively open teachers in 

their opinions about the same statement. They were also very 

close (.38) to the relatively open teachers in their attitudes 

about the statement (8) that the textbook is a valuable aid in 

organizing the student's daily work habits. 
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In Figure 36, the graph presenting reported teacher atti

tude patterns of classroom control makes it possible to observe 

to what extent teachers represented themselves as open or closed. 

The teachers interviewed for the study were most open in 

the belief that students should be involved in the planning of 

learning activities (22), but there was an element of inconsist

ency when they indicated very closed attitudes in their responses 

to the statement that a teacher is a professional who establishes 

classroom behavior (19). The tendency to be inconsistent ap

peared to persist in closed attitudes about teachers being in 

charge of the classroom (7). Closed attitudes were also ex

pressed in responses to the statement that teachers need to main

tain order (10), and in their answers to the statement that 

students must follow rules established by teachers (6). 

Responding to the idea that objective tests encourage 

thoughtful reading and curiosity, teachers indicated very open 

attitudes (4). In answering the statement that failing grades 

are a necessary part of teaching and learning (16), they tended 

to be consistent in their openness. They appeared to be incon

sistent when they expressed closed attitudes about seeing a need 

for students to be held accountable for what has been taught 

(15). 

Teachers were relatively open in their attitudes concern

ing the idea that students can be trusted to work without super

vision (17), but they expressed closed attitudes about the 
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statement that students should be free to enter and leave the 

classroom at any time (21). They showed similar attitudes when 

they voiced their closed attitudes about students being mature 

enough to choose what they wish to learn (20). 

The attitude patterns were open concerning the idea that 

students are equal to teachers (18), and they were also open 

about the theory that teachers deserve respect from students 

(19). 

Open attitudes were reported concerning the notion that 

well groomed students are those who will tend to succeed (11). 

The same openness was also reported about the idea that well be

haved students are those who are the most interesting to work 

with (12). 

Teachers reported open attitudes about the statement that 

parents expect daily homework assignments (13), but they reported 

closed attitudes about the theory that homework assignments are 

an important part of learning (14). 

Open attitudes were reported concerning the idea that the 

textbook is a valuable aid in organizing daily study habits (8). 

Teachers also reported open attitudes about the statement that 

students should be assigned to a definite seat (5). 

Teachers claimed to have open attitudes about the theory 

that students should be kept busy (1). In their responses to the 

statement that learning is a process which requires the learner 

to overcome some difficulty (2) they expressed closed attitudes. 
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They also reported closed attitudes concerning assignments as 

important in developing mental discipline (3). 

The composite report of the fifty teachers interviewed 

indicated openness in twelve of the interview items and closed-

ness in ten of the interview items. 

Summary 

This chapter included a presentation of line graphs de

picting relatively open teachers, relatively closed teachers, and 

relatively oscillating teachers. The graphs were followed by 

descriptions of the responses of individual teachers to the items 

in the interview schedule. Graphs representing composite scores 

were also included. These were followed by explanations of the 

graphs. 

I 



CHAPTER 6 

SUMMARY AND CONCLUSIONS 

Summary of the Study 

The purpose of this study was to identify and analyze the 

attitude patterns that existed regarding teacher classroom con

trol among various members of a high school faculty. 

From studying the professional literature pertaining to 

open and closed classrooms, major concepts about classroom behav

ior were formulated. These concepts were then organized into a 

theoretical framework of six major categories for purposes of: 

(1) organizing the study, (2) collecting the data, and (3) facil

itating the process of describing and analyzing the data. 
i  

The major categories of the study included: (1) director 

of learning/facilitator of learning, (2) structurer of classroom 

decisions, (3) transmitter of community norms/acceptor of student 

norms, (4) establisher of standards/acceptor of needs and inter

ests, (5) relator as superior/relator as equal, and (6) authority 

who controls student activities/promoter of "personal" processes 

in education. 

A random sample of fifty teachers, representing each in

structional department within the school, was chosen for the 

study. 
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The data collected from administering the interview 

schedule were organized according to the six major categories of 

the study and were analyzed with the aid of the theoretical 

framework developed for the study. The summary and the conclu

sions were derived from the data. 

Summary of the Findings 

Director of Learning/ 
Facilitator of Learning 

Fifty-four percent of the teachers interviewed were open 

in their attitudes that students did not need to be kept busy, 

while forty-six percent expressed closed attitudes and thought 

that keeping students busy was essential to classroom control. 

Forty-eight percent of the participants in the study were 

of the closed attitude that learning is a process which requires 

the learner to overcome some difficulty. Forty-four percent of 

the interviewees were open in their opinions of this idea and 

eight percent were uncertain about it. 

The theory that classroom assignments are important in 

developing mental discipline was supported by fifty-eight percent 

of the teachers who reported closed attitudes about it. Thirty-

four percent of the interviewees were open in their opinions con

cerning the theory and six percent of them were uncertain. 

Eighty percent of the participants were open in their 

responses to the theory that objective tests encourage thoughtful 

reading and curiosity, and only twelve percent were closed in 
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their attitudes about it. Eight percent reported that they were 

uncertain about the idea. 

Structurer of Classroom Activities/ 
Sharer of Classroom Decisions 

Fifty-six percent of the participants reported open at

titudes about the idea of assigning students to seats, while 

thirty-six percent were closed in their attitudes about the the

ory and six percent were uncertain about it. 

Responding to the theory that students must follow rules 

established by teachers, teachers were rather evenly divided in 

their opinions as to how they saw themselves. Fifty percent of 

them were closed in their opinions, forty-six percent were open, 

and four percent were uncertain. 

Eighty-two percent of the participants perceived them

selves as closed in their opinions about the teacher being in 

charge of the classroom. Only eighteen percent reported open 

feelings about the theory. 

Fifty-two percent of the teachers interviewed expressed 

open attitudes concerning the idea that the textbook is a valua

ble aid in organizing the student's study habits. Twenty-eight 

percent asserted closed attitudes toward the idea and twelve per

cent were uncertain. 

The theory that a teacher is a professional who estab

lishes classroom behavior was supported by eighty-six percent of 

the teachers in the study who claimed to have closed attitudes 



150 

about the theory. Twelve percent of the interviewees were open 

about it and two percent were uncertain. 

Eighty percent of the participants reported closed atti

tudes concerning the statement that the classroom is a place 

where the teacher needs to maintain order. Eighteen percent were 

open about the idea and two percent were uncertain. 

Transmitter of Community Norms/ 
Acceptor of Student Norms 

Responding to the idea that well groomed students will 

tend to succeed, fifty-two percent of the teachers in the study 

reported open attitudes. Twenty-six percent were closed in their 

opinions about the theory and twenty-two percent were uncertain. 

Forty-four percent of the participants expressed open 

attitudes about parents expecting daily homework assignments. 

Twenty-four percent claimed to be closed about the idea and 

thirty-percent were uncertain. 

Establisher of -Standards/ 
Acceptor of Needs and Interests 

Forty-six percent of the participants claimed to be 

closed in their attitudes concerning homework assignments as an 

important part of learning. Thirty-two percent of them were open 

in their thinking about the idea and twenty-two percent were un

certain . 

The statement that students need to be held accountable 

for what has been taught was accepted by seventy-two percent of 
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the teachers who reported closed attitudes about the idea. 

Eighteen percent were open to the idea and ten percent were un

certain . 

Seventy-two percent of the participants reported open 

attitudes concerning the theory that failing grades are a neces

sary part of teaching and learning. Twenty-six percent were 

closed in their opinions and two percent were uncertain. 

Relator as Superior/ 
Relator as Equal 

The theory that students can be trusted to work without 

supervision was accepted by fifty-four percent of the partici

pants who claimed to be open about the theory. Twenty-eight per

cent were closed about the theory and eighteen percent were 

uncertain. 

Fifty-six percent of the teachers reported that they had 

open attitudes about the statement that students are equal to 

teachers. Forty percent of them stated that they were closed to 

the idea and four percent were uncertain. 

Answering the statement that teachers deserve respect 

from students, fifty-four percent of the participants claimed to 

be open in their attitudes about the idea. Thirty-eight percent 

reported that they were closed in their attitudes about this and 

uncertainty was reported by only eight percent of the interview

ees . 
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Authority Who Controls Student 
Activities/Promoter of "Personal" 
Processes in Education 

Forty-two percent of the respondents expressed closed 

attitudes about the theory that students are mature enough to 

choose what they wish to learn. Thirty-two percent of the par

ticipants expressed open attitudes about the theory, and twenty-

six percent were uncertain in their opinions. 

Responding to the idea that students should be free to 

enter and leave the classroom at any time, fifty-six percent of 

the teachers indicated closed attitudes. Twenty-six percent 

stated that they were open in their attitudes about the theory, 

and eighteen percent disclosed uncertainty about the idea. 

Eighty-four percent of the teachers interviewed reported 

open attitudes about the concept that students should be in

volved in the planning of learning activities. Twelve percent 

claimed to be closed about the theory and four percent expressed 

uncertainty. 

Conclusions 

The data collected for this study tended to indicate that 

rather definite teacher attitude patterns exist among the members 

of a high school faculty. 

From studying the profiles of the fifty teachers who par

ticipated in the study, it was concluded that the twelve teachers 

who held very open attitudes about one aspect of teaching tended 

to have open attitudes about other teaching activities. The ten 
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teachers who reported very closed attitudes about one aspect of 

teaching tended to be consistently closed about other aspects of 

teaching. The majority of the teachers in the study tended to 

oscillate between being relatively open and relatively closed. 

A study of the composite profiles of all teachers showed 

that they tended to have relatively open attitudes in their re

sponses to twelve of the statements in the interview schedule and 

relatively closed attitudes in their responses to ten of the 

statements in the interview schedule. So few teachers were un

certain in their responses that their answers were not signifi

cant in the analysis of the data. 

Twenty-four percent of the teachers in the study gave re

sponses to the statements in the interview schedule in ways which 

tended to indicate that they had relatively open attitudes about 

teacher classroom control. There was a reported tendency on the 

part of these teachers to: allow students to pursue their in

terests at their own speed, make learning exciting and enjoyable, 

assume the function of helper, minimize or eliminate tests, and 

thus facilitate learning. 

These teachers claimed that they shared classroom deci

sions with their students by: fostering a climate of cooperative 

interaction, encouraging openness of communication, encouraging 

students to help make rules for the welfare of the group, pro

viding a free atmosphere where students can sit where they wish, 

and making a large variety of relevant learning materials avail

able. 
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The teachers in this group declared that they tended to 

accept the needs and interests of students by: showing an appre

ciation for all students, not assigning excessive homework, min

imizing tests and the importance of grades, providing each 

student with a chance to succeed, and not holding students ac

countable for what has been taught. 

Reporting that they tended to relate to students as 

equals, these teachers claimed that they allowed students to work 

without supervision and they treated students with mutual respect. 

Twenty percent of the teachers interviewed gave responses 

to the statements in the interview schedule which tended to in-
i 

dicate that they had relatively closed attitudes about teacher 

classroom control. Among the teachers who appeared to have rela

tively closed attitudes about classroom control, there was a re

ported tendency to: see themselves in the role of director of 

learning, keep students busy with teacher planned activities, 

force students to study and do assignments, support the idea that 

school subjects develop mental discipline, and use tests to eval

uate and control students. 

These teachers claimed that they structured classroom 

activities by: assigning students to definite: seats, imposing 

their rules upon students, conducting class activities in author

itarian ways, relying upon textbooks for determining learning 

activities, and spending large amounts of class time giving 

orders. 
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There was a reported tendency among the teachers with 

closed attitudes to see themselves as transmitters of community 

norms by: showing a preference for well behaved students, being 

preoccupied with students' appearance, and assigning large 

amounts of homework because parents expect them to. 

These teachers reported that they tended to establish 

standards by: holding students accountable for what has been 

taught by assigning homework under the threat of punishment, and 

using grades to force students to study. They also reported that 

they saw themselves as superior to students and tended to: im

pose their authority on students, not trust students to work 

without supervision, and require students to show respect to 

teachers. 

Viewing themselves as authorities who control students, 

these teachers reported that they tended to decide what students 

should learn and what freedom of movement they should have. 

Fifty-six percent of the teachers involved in the study 

gave responses to the statements in the interview schedule which 

tended to indicate that they oscillated between open and closed 

attitudes of classroom control. 



APPENDIX A 

INTERVIEW SCHEDULE-CLASSROOM PROCEDURES 

We are interested in learning something about how teach
ers view themselves in their role as a teacher. 

The information gained will be treated in strict confi
dence. Individuals who participate in the study will not be 
identified with responses. 

The insights gained from this study will be useful in 
developing further ideas for research. 

Directions; 

1. On the following pages you will find several sets of 
statements about teaching in public high school situations. 

2. Would you respond to the statements by indicating 
where the interviewer should mark "X" on the scale provided. 

3. Would you comment on the statements as you perceive 
their application to your teaching. 

4. Your comments will be recorded by the interviewer. 

Example: 

I see a classroom as a place where students should be 
quiet as they enter. 

X 
strongly agree uncertain disagree strongly 
agree disagree 

Comments: I like it quiet, but I think students should be al
lowed to talk quietly and move about until the bell rings . This 
gives them a chance to relax a little before starting their work. 
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1. I see the classroom as a place where students should 
be kept busy. 

strongly agree uncertain disagree strongly 
agree disagree 

Comments: 

2. I see learning as a process which requires the learn
er to overcome some difficulty. 

strongly agree uncertain disagree strongly 
agree disagree 

Comments: 

3. I see classroom assignments as important in develop
ing mental discipline. 

strongly agree uncertain disagree strongly 
agree disagree 

Comments: 
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4. I see objective tests as encouraging thoughtful read
ing and curiosity. 

s t r o n g l y a g r e e u n c e r t a i n d i s a g r e e s t r o n g l y  
agree disagree 

Comments: 

5. I see a classroom as a place where students should be 
assigned to a definite seat. 

strongly agree uncertain disagree strongly 
agree disagree 

Comments: 

6. I see classrooms as places where students must follow 
rules established by teachers. 

strongly agree uncertain disagree strongly 
agree disagree 

Comments: 
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7. I see the teacher as the one in charge of the class
room. 

strongly agree uncertain disagree strongly 
agree disagree 

Comments: 

8. I see the textbook as a valuable aid in organizing 
the student's daily study habits. 

s t r o n g l y a g r e e u n c e r t a i n d i s a g r e e s t r o n g l y  
agree disagree 

Comments: 

9. I see the teacher as a professional who establishes 
classroom behavior. 

strongly agree uncertain disagree strongly 
agree disagree 

Comments: 
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10. I see the classroom as a place where the teacher 
needs to maintain order. 

strongly agree uncertain disagree strongly 
agree disagree 

Comments: 

11. I see well groomed students as those who will tend 
to succeed. 

s t r o n g l y a g r e e u n c e r t a i n d i s a g r e e s t r o n g l y  
agree disagree 

Comments: 

12. I see well behaved students as those who are the 
most interesting to work with. 

strongly agree uncertain disagree strongly 
agree disagree 

Comments: 



161 

13. I see daily homework assignments as something that 
parents expect. 

strongly agree uncertain disagree strongly 
agree disagree 

Comments: 

14. I see homework assignments as an important part of 
learning. 

strongly agree uncertain disagree strongly 
agree disagree 

Comments: 

15. I see the need for students to be held accountable 
for what has been taught. 

strongly agree uncertain disagree strongly 
agree disagree 

Comments: 
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16. I see failing grades as a necessary part of teaching 
and learning. 

strongly agree uncertain disagree strongly 
agree disagree 

Comments: 

17. I see students as people who can be trusted to work 
without supervision. 

strongly agree uncertain disagree strongly 
agree disagree 

Comments: 

18. I see students as equal to teachers. 

strongly agree uncertain disagree strongly 
agree disagree 

Comments: 
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19. I see teachers as deserving respect from students. 

strongly agree uncertain disagree strongly 
agree disagree 

Comments: 

20. I see students as mature enough to choose what they 
wish to learn. 

strongly agree uncertaindisagreestrongly 
agree disagree 

Comments: 

21. I see a classroom as a place where students should 
be free to enter and leave at any time. 

strongly agree uncertain disagree strongly 
agree disagree 

Comments: 
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22. I see students as people who should be involved in 
the planning of learning activities. 

strongly agree uncertain disagree strongly 
agree disagree 

Comments: 



APPENDIX B 

PERCENTAGE OF TEACHER POPULATION RESPONDING AS CLOSED, OPEN, 
AND UNCERTAIN TO STATEMENTS IN INTERVIEW SCHEDULE 
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PERCENT OF TEACHER RESPONSES 
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