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ABSTRACT 

In recent years educators and psychologists have been 

interested in examining the relationship of self-concept to be

havior. Specific facets of the self-concept—self-acceptance 

(how the individual feels about himself) and self-satisfaction 

(the degree of difference he perceives between his view of self 

and his self-ideal) have been recommended by researchers as less 

global, and thus more potentially operational, constructs for 

studying the relationship of self-concept to behavior. 

If perceptions and beliefs are significant determiners 

of behavior, what a teacher believes about himself and his uni

verse may have considerable effect on the procedural behaviors 

he uses in the classroom. The need to identify exact attitudes 

and beliefs having a direct relationship to specific classroom 

behavior has been emphasized in the literature. 

Pertinent literature was reviewed in terms of (1) the 

role of the self-concept in the determination of individual be

havior; (2) the relationship of beliefs, belief systems and 

behavior; and (3) the theory of the instrumentation used in 

gathering data for the study. Particular attention was given to 

self-acceptance, self-adequacy and the non-threatened personality 

as specific facets of self-concept influential in determining in

dividual behavior. 
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This investigation studied existing relationships among 

selected categories of teacher behavior, self-acceptance, self-

satisfaction (the discrepancy between self and ideal self), and 

fundamental philosophic beliefs. Teacher behavior within the 

classroom was examined in terms of democratic and authoritarian 

behaviors. Fundamental philosophic belief structures were ex

amined along a continuum varying from open to closed. 

The following hypotheses were tested: (1) teachers who 

are accepting of self will report fundamental philosophic beliefs 

which are low in dogmatism and can be characterized by openness; 

(2) teachers who are accepting of self will exhibit classroom be

haviors which tend to be democratic rather than authoritarian; 

(3) teachers indicating fundamental philosophic beliefs low in 

dogmatism will exhibit classroom behaviors which tend to be demo

cratic rather than authoritarian; and (4) teachers who indicate 

positive self-acceptance on self-report will reflect less evi

dence of perceived threat to self on personal and social adjust

ment s cales . 

Data from fifty-three social studies teachers in the 

metropolitan area were analyzed. Participants completed the 

Bills' Index of Adjustment and Values, the Rokeach Dogmatism 

Scale, and audio-taped a representative sample of classroom be

havior; three twenty-minute segments were analyzed using 

Cropper's Procedural Observation System. 



xiii 

Intercorrelations of the variables measured were analyzed 

through the Pearson Product-moment coefficient of correlation, 

and significance tested at the ,05 level. With one exception, 

no significant relationships were found among the selected cate

gories of teacher classroom behavior, self-acceptance, self-

satisfaction and fundamental philosophic belief structures 

varying from open to closed. Self-acceptance and self-

satisfaction correlated significantly at the .05 level. 

Although most findings were not statistically signifi

cant, correlations in the expected direction of the hypotheses 

may be meaningful to other researchers. 



CHAPTER 1 

THE PROBLEM AND HYPOTHESES TO BE TESTED 

Introduction 

Since 1950, much interest has been demonstrated by educa

tors and psychologists in examining the relationship of self-

concept as a determiner of behavior. Many such studies have 

centered around student self-concept and behavior; others, fewer 

in number, have supported assumptions affirming that self-concept 

is a significant determiner of teacher behavior. If these as

sumptions are to have significance, they must be examined in 

light of the relationships which exist between the teacher's be

lief about self and his classroom behavior (Cropper 1971). 

Gage stressed the need for building a theory of teaching 

paralleling a theory of learning. He commented, in part, that 

most of educational psychology: 

. . . makes the teacher infer what he needs to do 
from what he is told about learners and learning. Theo
ries of teaching would make explicit how teachers be
have, why they behave as they do, and with what effects. 
Hence, theories of teaching need to develop alongside, 
on a more equal basis with, rather than by inference 
from, theories of learning (1963, p. 133). 

Several researchers interested in phenomenological theo

ries of teaching have indicated that the relationship of specific 

facets of self-concept to observed teacher behavior in the 

1 
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classroom needs further study since the "global" aspect of the 

self-concept construct may have obscured significant findings. 

Cropper recommended study of the "relationship of self-

acceptance, hostility, threat, and anxiety to observed teacher 

behavior (1971, p. 84)." 

Wylie pointed out that constructs concerning the self 

have been stretched to cover "so many inferred cognitive and mo

tivational processes that their utility for analytic and predic

tive purposes has been greatly diminished (1961, p. 318)." She 

suggested that narrowed constructs can improve subsequent hypoth

eses . 

For example, it appears that more molecular inferred 
variables may have greater research utility. That is, 
such characteristics as self-actualization, self-
differentiation, and self-consistency have not led to 
enlightening research. By contrast, constructs such as 
self-acceptance or self-esteem, especially when refer
ring to specified attributes, have yielded more manage
able and fruitful research procedures (1961, p. 319). 

Brown and Webb stated "that the study of the relationship 

between beliefs and behavior is a most important key to unravel

ing the complexities in explaining and predicting teacher be

havior (1968, p. 215)." They strongly affirmed that "belief 

instruments which have no theoretically related observation sys

tems which have no methods of measuring beliefs along a similar 

theoretical dimension can do only half the job (1968, p. 215)." 

In their continuing studies, Brown and Webb have shown that spe

cific fundamental philosophic beliefs of teachers are related to 

the observed classroom behavior of teachers . 
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Combs and Snygg suggested that the terms belief and per

ception can be used interchangeably in reference to the organiza

tion of the perceptual field, the centrality of which is the 

self-concept "which serves as a kind of shorthand approach by 

which the individual may symbolize and reduce his own vast com

plexity to workable and usable terms (1959, pp. 127-182)." In 

phenomenological theory, inferences of perceptions of the phenom

enal self or the self-concept can be made from the nature of be

havior and predictions made. 

Statement of the Problem 

What relationships exist among selected categories of 

teacher behavior, self-acceptance, self-satisfaction (the dis

crepancy between self and ideal self), and fundamental philo

sophic beliefs? 

Teacher behavior within the classroom will be examined in 

terms of democratic and authoritarian behaviors. Fundamental 

philosophic belief structures will be examined along a continuum 

varying from open to closed. 

Significance of the Problem 

If beliefs about self and the structure of one's beliefs 

are related to certain categories of teacher behavior in the 

classroom, further research of a truly empirical nature can re

sult in implications for teacher education programs. In one of 

the few studies relating aspects of teaching methods .[behaviors] 



to categories, levels and dimensions of self, Staines, reporting 

on his work with children in the British infant and junior 

schools, found support for his hypothesis that "accepting behav

ior by the teacher is the best way of teaching self-acceptance 

(1965, p. 417)." He believed that "since the psychology of self 

has been little emphasized in courses on educational psychology 

and not at all by traditional practice in schools, it is certain 

that few teachers are aware of its importance. The implications 

for pre-service and in-service are clear (1965, p. 422)." If be

liefs about self are found to be related to certain categories of 

teacher behavior, Kvaraceus (1965) also believed that new ques

tions need to be asked of pre-service and in-service programs. 

The implication of such research may be directed not only to 

teacher education programs, but also to the selection of person

nel.. 

Hypotheses to Be Tested 

The following hypotheses ordered and provided direction 

for this study: 

1. Teachers who are accepting of self will report funda

mental philosophic beliefs which are low in dogmatism and can be 

characterized by openness. 

2. Teachers who are accepting of self will exhibit 

classroom behaviors which tend to be democratic rather than au

thoritarian . 
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3. Teachers indicating fundamental philosophic beliefs 

low in dogmatism will exhibit classroom behavior which tends to 

be democratic rather than authoritarian. 

4. Teachers who indicate positive self-acceptance on 

self-report will reflect less evidence of perceived threat to 

self on personal and social adjustment scales. 

5. There will be identifiable relationships among the 

variables of reported self-acceptance, self-satisfaction, degree 

of dogmatism of fundamental philosophic beliefs, perceived threat 

and anxiety, and observed behavior in the classroom as measured 

by the Bills' Index of Adjustment and Values, the Rokeach Dogma

tism Scale (Form E), and Cropper's Analysis of Procedural Teacher 

Behavior. 

Assumptions 

This study was based on the following assumptions: 

1. The organization of all the ways an individual has of 

seeing himself is the phenomenal self; it is the Gestalt, the 

patterned interrelationship of his concepts of self (Combs and 

Snygg 1959). 

2. Behavior is a function of perception. Those percep

tions which are most important and vital to the individual and 

which operationally define his behavior may be known as his self-

concept (Combs and Snygg 1959); specific facets of the self-

concept are self-acceptance: how the individual feels about 
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himself; and self-satisfaction: the degree of difference he per

ceives between his view of self and his self-ideal (Wylie 1961, 

Bills n .d .). 

3. Beliefs and attitudes toward the self can be identi

fied and measured (Combs, Soper, and Courson 1963). 

4. "All behavior, without exception, is completely de

termined by, and pertinent to the field of the behaving organism 

. . . by the perceptual field, we mean the entire universe, in

cluding himselfj as it is experienced by the individual at the 

instant of action (Combs and Snygg 1959)." 

5. While self-report cannot be assumed to be identical 

with the self-concept, those beliefs an individual does make 

known will approximate the subject's real self (Cropper 1971). 

"In order to index constructs involving subjects' phenomenal 

fields, the experimenter must use some form of self-report re

sponse made by the subject as a basis for his inferences. . . . 

These methods seem to be the only kind appropriate to this type 

of construct (Wylie 1961)." 

6. One's perceptual organization can be viewed as a be

lief system (Combs and Snygg 1959, Brown 1968). 

7. "The total structure of a belief-disbelief system can 

be described as varying along a continuum from open to closed 

(Rokeach 1967a, p. 159)." 

8. Teacher behavior can be systematically described and 

codified (Medley and Mitzel 1963b). 
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9. The tapes used to analyze teacher behavior will be 

reasonably typical segments of the teacher's verbal behavior 

(Cropper 1971). 

Limitations 

The following were recognized as limitations of this 

study: 

1. The reported beliefs about self are unlikely to be 

completely accurate measures of self-concept; however, those par

ticipating in the study will be assured of anonymity, and their 

frankness of response encouraged. 

2. When codifying teacher behavior, the researcher must 

analyze a very dynamic, complex process through arbitrary cate

gories (Cropper 1971). 

3. The researcher will examine only the verbal behavior 

of the teacher. 

4. The Random Numbers table will be utilized in the 

sampling procedure; however, there fnay be bias from subjects who 

agree to participate in respect to interest in research and less 

threat from examination of attitudes about themselves and their 

fundamental philosophic belief structures. There may also be 

bias from the fact that the sampling will be drawn from secondary 

social studies teachers only, within the four Tucson area school 

districts; therefore the generalizability of results may be re

stricted . 
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5. Test-Retest reliability coefficients for the Bills' 

IAV are listed in the manual with significance different from 

zero at less than the .01 level. These stability coefficients 

(IAV) indicate that intervention of the extraneous variable of 

history (Campbell and Stanley 1963) may have little effect al

though the Rokeach Dogmatism Scale will be administered several 

months after the thirty-one subjects in Cropper's study completed 

the Bills' Index of Adjustment and Values . In view of the de

sirability of increasing the number for the recommended partial 

replication of Cropper's study, as well as the time involved in 

taking the additional measurements and running correlations, it 

seemed reasonable to proceed in the manner proposed: (1) further 

analysis of Cropper's data for thirty-one subjects with the later 

addition of the administration of the Rokeach Dogmatism Scale to 

these thirty-one and (2) the collecting of all data indicated for 

twenty-five new subjects. 

Definitions of Terms 

The following definitions applied throughout the study: 

1. Self-concept is defined as "those parts of the phe

nomenal field which the individual has differentiated as rela

tively stable and definite parts or characteristics of himself 

(Good 1959, p. 493)." 

2. Acceptance of self is described as "the attitude 

which the individual holds toward himself in his present 
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condition (Bills, Vance, and McLean 1951, p. 258)." Staines in

dicated that: 

. . . self-acceptance is the name given to the con
tinuum whose limiting points are an unreal over-valuation 
of the self and self-rejection. Between them lies the 
optimal region of self-acceptance which occurs when the 
cognized and ideal self are close together. "I am like 
this and happy to be this way." When this occurs, the 
self loses the tyrannical quality that Horney finds in 
neurotics (1965, p. 407). 

3. Self-satisfaction is used to indicate discrepancy 

between the cognized and ideal self. The Index of Adjustment and 

Values (Bills undated manual) yields one measure called Self-

acceptance and one called a Discrepancy score. Wylie uses self-

regard as a broader term which includes self-acceptance and the 

discrepancy between the cognized self and self-ideal (1961, 

p. 69). 

4. The phenomenal field is defined as ". . . the entire 

universe, including himself, as it is experienced by the individ

ual at the instant of action (Combs and Snygg 1959, p. 20)." 

5. Perceived threat and anxiety is defined as: 

. . . the aggregate of characteristics of self which 
a person feels are necessary to attain adequacy has been 
termed the self-ideal; it has been assumed that discrep
ancy between a person's self-concept and his self-ideal 
would provide a relatively objective measure of adequacy 
and inadequacy. ... A large number of terms have been 
developed to indicate good adjustment: self-acceptance, 
self-adequacy and the non-threatened personality. ^ ^ T 
There is a reciprocal relationship between self-adequacy 
and perceived threat on the part of the individual. 
Threat occurs when a person sees himself as basically 
inadequate to satisfy need (Combs and Soper 1959, 
pp. 39-44). 
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Combs and Snygg (1959) indicated that threatened people have 

(1) a fundamental negative phenomenal self, (2) a lack of accept

ance, and (3) an inability to identify broadly with others. They 

point to perceived inadequacy, tunnel vision, role conflict as 

three fundamental frameworks within which to define threat. 

Jersild (1955), writing within the framework of Horney's theory 

of anxiety, indicated that "anxiety enters into the picture by 

virtue of discrepancies between the idealized image and the real 

self (p. 35)." 

6. Dogmatism is defined as: 

(a) a relatively closed cognitive organization of 
beliefs and disbeliefs about reality, (b) organized 
around a central set of beliefs about absolute author
ity which, in turn, (c) provides a framework for pat
terns of intolerance and qualified tolerance of 
others .... The total structure of a belief-
disbelief system can be described as varying along a 
continuum from open to closed (Rokeach 1967a, 
p. 159). 

Rokeach formulated a defining chracteristic of openness and 

closedness by stating that, "the fundamental basis is the extent 

to which there is reliance on absolute authority (1960, p. 60);" 

he defined the extent to which a person's belief-disbelief system 

is open or closed as the extent to which the individual in any 

given situation can "receive, evaluate and act on relevant in

formation received from the outside on its own intrinsic merits, 

unencumbered by irrelevant factors in the situation arising from 

within the person or from the outside (1960, p. 57)." 

7. Democratic behavior is defined as "dominant patterns 

of teacher behavior which may be characterized by shared 
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planning, cooperative execution of classroom tasks, choicing, and 

explanations of any necessary limits on student freedom (Cropper 

1971, p. 10)." 

8. Authoritarian behavior is defined as "dominant pat

terns of teacher behavior which may be characterized by exclusive 

teacher control, order and direction within the classroom, and an 

absence of choicing, and unexplained limits on student freedom 

(Cropper 1971,vp. 10)." 

Summary 

This investigation examined the relationships of teach

ers' self-perceptions, the structures of their fundamental philo

sophic beliefs and their procedural behaviors in social studies 

classrooms. If perceptions and beliefs are significant deter

miners of behavior, as self-theorists assert, what a teacher be

lieves about himself and his universe may have considerable 

effect on the procedural behaviors he selects for use in the 

classroom. 

In the ensuing chapters, literature pertinent to the 

theoretical framework of the investigation is reviewed, the de

sign of the study established, the analysis of data summarized, 

and recommendations and conclusions presented. 



CHAPTER 2 

REVIEW OF SELECTED LITERATURE 

In this chapter, literature pertinent to the current in

vestigation of the relationship of teacher beliefs and classroom 

behavior is reviewed in terms of (1) the role of the self-concept 

in the determination of individual behavior; (2) the relation of 

of beliefs and belief systems to behavior; and (3) the theory 

underlying the instrumentation used in gathering data for the 

study. Within the first section, particular attention is given 

to self-acceptance, self-adequacy, and the non-threatened per

sonality, as specific facets of the self-concept, influential in 

determining individual behavior. 

The Role of the Self-Concept in the Determination 
Individual Behavior 

In order to begin a review of literature dealing with the 

role of the self-concept in the determination of individual be

havior, a presentation of the characteristics of phenomenological 

theory is required. Writers who originally proposed a phenomeno

logical system of psychology are cited in order to establish a ra

tionale for studying the problem delineated in this investigation. 

12 
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Characteristics of a Phenome
nological System 

The basic assumptions (A, B, C) and principles (D, E, F) 

of a phenomenological frame of reference were set forth by Donald 

Snygg in 1941: 

A. All behavior is lawful. This is a necessary as
sumption of any system, since chance behavior would be 
unpredictable. 

B. Behavior is completely determined by and perti
nent to the phenomenological field of the behaving or
ganism. By phenomenological field, hereafter abbreviated 
to p.f., is meant the universe, including himself, as ex
perienced by the behaver at the moment. 

C. There is some relationship between the phenomeno
logical fields of different individuals. This is a neces
sary assumption, since control is impossible if one 
individual is unable to affect another's field. The locus 
of the relationship, usually presumed to be an underlying 
reality, is not open to observation. 

D. Greater precision of behavior (learning) is con
comitant with greater differentiation of the phenomenolog
ical field. Another characteristic of p.fs. is that they 
are fluid and shifting; their phenomena are continually 
reshaped and given new meanings by the character of the 
total configuration. . . . 

E. The characteristics of the parts of the phenome
nological field are determined by the character of the 
field itself. More specifically, the direction and degree 
of differentiation are determined by the phenomenological 
needs of the behaver. 

The fundamental need in a phenomenological system ap
pears to be the preservation of the organization and in
tegrity of the p.f. and especially of that part of the 
field which is the phenomenal self, whence our tendency 
to remain unaware of, or to reject with emotion, data in
consistent with our own beliefs . 

F. Differentiation takes time (1941, pp. 411-412). 
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Snygg emphasized that a frame of reference based on these 

assumptions and principles postulates that purposive behavior is 

to be studied from the point of view of the behaver; his point of 

view is always insightful and relevant to the situation as he 

perceives and interprets it at the moment of action. Within phe

nomenological theory, the locus of action is with the behaver's 

perceptual field, which is not open to direct observation by an 

outside observer; thus the process of prediction involves two 

steps: (1) the securing of an understanding of the subject's 

field by inference or reconstruction and (2) the projection of 

the future field (Snygg 1941). 

In 1959, Combs and Snygg continuing Donald Snygg's orig

inal framework for a phenomenological system of psychology again 

defined the individual's perceptual field as "The entire uni

verse, including himself, as it is experienced at the instant of 

action (1959, p. 20)." The perceptual field is each individual's 

personal and unique field of awareness, the field of perception 

responsible for his behavior. Other terms cited by these authors 

in reference to the perceptual field are personal field, private 

world, behavioral field, the individual's life space, the phenom

enal field. They pointed out that the last term enters perceptu

al or phenomenological psychology through a school of philosophy 

known as phenomenology which holds that reality lies not in the 

event but in the phenomenom, i.e., in the individual's experience 

of the event. 
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Combs and Snygg (1959) extended Snygg's theoretical con

structs regarding the nature of the perceptual field in relation 

to learning and change in behavior. They identified the factors 

determining the nature and extent to which an event is differen

tiated as the need of the behaver and the opportunities for dif

ferentiation which are available; thus learning, problem-solving, 

remembering-forgetting are all aspects of the process of differ

entiation occurring within the individual phenomenal field. The 

differentiations an individual is able to make determine the 

nature of his perception, both direct sensory perceptions of con

crete events and the perception of complex events understood 

through abstract thought. What seems like integration, synthesis 

or generalization observed from an objective point of view be

comes from the observer's point of view simply another form of 

differentiation. Thus what appears on surface to be integration 

or synthesis is from the behaver's point of reference—a differ

entiation of the relationship of events to each other. Common 

perceptions make communication possible because all human beings 

share common characters of humanity. 

In his original statement, Donald Snygg outlined four ad

vantages of the phenomenological approach in practical use for 

prediction and control of behavior. These advantages support the 

theoretical framework and design of this research effort: 

1. A phenomenological system is anthropomorphic. 
Its data are stated in terms of immediate experience 
and require no translation to make them meaningful. 
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2 . It is concerned with the prediction and control 
of individual behavior, a field closed to objective 
systems because of their necessary assumption of vari
ability in individual behavior. For this reason, psy
chiatrists , applied psychologists, and teachers when 
dealing with individuals commonly adopt a phenomenolog-
ical view. . . . The use of a general field can result 
in the prediction of general, normative behavior only. 

3. As compared with the objective approach, the 
phenomenological approach is more inclusive. Individ
ual behavior cannot be predicted from normative behav
ior. On the other hand, accuracy in predicting 
individual behavior makes possible the prediction of 
normative behavior as well. 

4. The particular system outlined . . . has the 
predictive advantage of postulating only one process, 
which is descriptive rather than causal or explanato
ry (1941, pp. 421-423). 

The Self Structure and Behavior 

Figure 1. The Phenomenal Environment, Phenomenal Self and 
Self Concept 

An explanation of the self-structure in its relationship 

to individual behavior is found in the model of self-perceptions 

(Figure 1) presented by Combs and Snygg (1959, p. 126). The 

model depicts the interrelatedness of one's myriad self percep

tions in interaction with his phenomenal environment; in other 

words, the organized perceptual field. The perceptual field 
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(A, B, and C) includes all of a person's perceptions, including 

those about himself and those about things outside himself—not 

self, the phenomenal or psychological environment. Phenomenal 

self (B) is the most important complex of differentiations within 

the perceptual field. It is everything differentiated as "I" or 

"me," the organization of all the ways an individual has of see

ing himself. What a person thinks and how he behaves are deter

mined by the beliefs he holds about himself. In any given 

situation the individual's behavior will depend on his perception 

of himself and the situation in which he is involved. "The Phe

nomenal Self is the self in a given situation (Combs and Snygg 

1959, p. 127)." This dimension of self is differentiated with 

greater clarity throughout life. 

The Self-Concept 

The perceptual field can be further delineated to include 

those perceptions about self which the individual feels are most 

vital and important to himself. According to Combs and Snygg, he 

extracts those concepts of self which are so fundamental that 

they are the "essence of 'me' (C) in all times and all places 

(1959, p. 127)," Since Raimy's 1943 study, much has been exam

ined and written about the self-concept; Raimy (1948) defined self-

concept as "the more or less organized perceptual object resulting 

from present and past self-observation ... a map which each per

son consults in order to understand himself, especially during 
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moments of crisis or choice (pp. 154-155)." Rogers later wrote 

that: 

. . . the self-concept or self-structure may be 
thought of as an organized configuration of perceptions 
of self which are admissible to awareness . . . composed 
of such elements as the perceptions of one's character
istics and abilities ; the percepts and concepts of the 
self in relation to others and to the environment; the 
value qualities which are perceived as associated with 
experiences and objects; and goals and ideals which are 
perceived as having positive or negative valence 
(1951, p. 136). 

Self-concept, according to Combs and Snygg (1959), is a 

useful construct for studying the most stable, important, and 

characteristic self-perceptions of the individual. 

In her review, "The Present Status of Self Theory," Ruth 

Wylie classified various current usages of the term "self" into 

those meanings which refer to self as agent and those which refer 

to self as the object of the person's own knowledge and evalua

tion. Under the second group, Wylie included Combs and Snygg's 

phenomenal self "which includes all those parts of the phenomenal 

field which the individual experiences as part or characteristic 

of himself (Wylie 1968, p. 730)." 

Murphy's preface to the first edition of Prescott Lecky's 

(1945) Self-Consistency: A Theory of Personality reviewed the 

fundamental idea of the organic unity of the personality and of 

the capacity of the psychological system to maintain itself 

against outside pressure as one which has become increasingly 

familiar through the work of such Gestalt psychologists as Paul 

Schilder and Kurt Goldstein. According to Murphy (1945), the fact 
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remains that Lecky had in his own way developed further than any

one of these, "the conception that the individual must define for 

himself the nature of that totality which he is (p. vii)." 

Lecky, himself, "proposed to apprehend all psychological phenom

ena as illustrations of the single principle of unity or self-

consistency (1945, p. 109)." He conceived of the personality as 

an organization of values perceived as consistent with one an

other. "Behavior expresses the effort to maintain the integrity 

and organization (1945, p. 109)." In interpreting Lecky's theory 

of self-consistency, which he, Lecky, also practiced as tech

nique, Murphy suggested that as the individual defines his own 

totality, he must throughout life assimilate new experiences in 

such fashion as both to be and to appear a living unit. "The 

practical consequence," Murphy said, "is that new habits are 

made, and old ones lost, not in terms of sheer conditioning, or 

habit formation, not in terms of isolated neural bonds, but in 

terms of assimilation, as the individual conceives the forward 

step to be a continuation and fulfillment of himself (1945, 

p. vii)." 

Gordon Allport defined the self, the proprium as "all the 

regions of our life that we regard as peculiarly ours (1955, 

p. 40)." He listed eight propriate or self functions: Bodily 

sense, self-identity, ego-enhancement, ego-extension, rational 

agent, self-image, propriate striving, and the self as knower. 

In commenting on the question, "Is the concept of self necessary 
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in the psychology of personality?", he stated his position that 

all psychological phenomena commonly ascribed to a self or ego 

must be admitted as data in the scientific study of personality. 

Wylie commented on Allport's concern in 1943 with the 

apparent contradiction among "motivated behaviors in which be

havior antithetical to 'segmental tensions' is seen (1968, 

p. 731)." Allport (1955) postulated that drives such as hunger 

and thirst are sometimes superseded by behaviors which can only 

be interpreted as serving a self or proprium. He believed that 

postulating self-referrent constructs aided in the unification 

of at times apparent unrelatedness or even contradiction among 

goal-directed behaviors. 

Hilgard (1949) suggested that despite difficulties in in

trospective approaches to the self, our self-concept needs to 

include information based on private experience. The continuity 

of memories maintains personal identity; the awareness of self 

as an object of values organizes many of our attitudes, but there 

is a need for a more inclusive self-concept, one which will make 

use of all of the data. Such a concept Hilgard called the "In

ferred Self." He suggested three hypotheses needed in arriving 

at this self: (1) that of the continuity of motivational pat

terns, (2) the genotypical patterning of motives, and (3) the 

interpersonality of important human motives both in origin and 

in expression. 
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Combs and Soper (1959) reaffirmed that the self-concept 

is created by the individual's inferences from his unique experi

ences. Whatever self-concept the individual holds has been 

acquired from the data of his own observations of behavior. 

In summary, the self-theorists reviewed supported Raimy's 

theoretical "map" and Combs and Snygg's model of the self-

structure. They confirmed self-concept as the "organized per

ceptual object resulting from present and past self-observation 

(Raimy 1948, pp. 154-155)" and postulated that individual behav

ior is largely determined by one's beliefs and perceptions. 

Change in Self-Concept and 
Change in Behavior 

Although the self-concept is the most stable organization 

in the phenomenom of self, this characteristic does not imply 

rigidity. Raimy (1948) believed that the self-concept not only 

influences behavior but is itself altered and restructured by 

experience, a theoretical position seemingly supported by Lecky, 

Allport, and Hilgard (see above) in discussion of the totality 

of self, the assimilation of experience, and the need for self-

referrent constructs in goal-directed behavior. 

Combs and Snygg (1959) suggested ways in which self-

concept changes: acquisition of new concepts through an experi

ence inconsistent with present self-perceptions (living in a 

dynamic changing society imposes a necessity for change); per

ception of the difference between the self that the situation 
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requires and the phenomenal self (depending on one's ability to 

see himself as others see him). These writers pointed out that 

without awareness of discrepancy between the perceived self and 

cultural demand, chances of change in self are slight. Differ

entiation of new concepts of self where no pre-existing concepts 

exist is a concomitant of the kinds of experiences of the indi

vidual. The stability of the phenomenal self makes change dif

ficult by causing us (1) to ignore aspects of our experience 

which are inconsistent with it or (2) to select perceptions in 

such a way as to confirm the concepts of self we already possess, 

since a fundamental need of each of us is to maintain and enhance 

the phenomenal self. The concepts of self we seek to maintain 

are those currently in existence. Therefore, change is most 

often gradual, but traumatic shock produces more rapid change in 

perception and behavior (Combs and Snygg 1959). 

In summary, Combs and Snygg emphasized that whether or 

not a change is likely to occur in the perceived self is depen

dent on at least three factors: 

1. The place of the new concept in the individual's 
present self organization. 

2. The relation of the new concept to the person's 
basic need. 

3. The clarity of the experience of the new per
ception (1959, p. 163). 

Turner (1968) saw self-concept as a "product of interac

tion" subject to slight but continuous revision according to the 

exigencies of interaction and thus [ self-concept] is also a 
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determiner of the course of interaction. "Soft determinism," 

that is, the participation of the person as cause is one of the 

most valuable working concepts available, declared Gardner 

Murphy (1947). 

The Need for More Potentially 
Operational Constructs in 
Self-Theory 

Stressing the importance of the adaptive role of the 

self-concept in accounting for a variety of behavior, Wylie 

(1968) summarized two views expressed by self-theorists: 

1. Combs and Snygg who defended the extreme view that 

"All behavior is completely determined by and pertinent to the 

phenomenal field including self [the self-concept.] of the organ

ism (Wylie 1968, p. 750);" and 

2. Rogers who, according to Wylie, represented a more 

common view in suggesting the need for two "systems" in determin

ing behavior: the personTs perceived world and self, and organ-

ismic processes and automatic adjustive behaviors, learned and 

unlearned. 

Wylie concluded that there is a lack in the literature of 

potentially operational statements about the relationship of the 

self-concept to behavior. She summarized major points in the 

present status of self-theory: 

1. At any given stage in the development of the 
self-concept, the person tends to perceive or learn more 
readily things which are consistent with the self-
concept, while tending to not perceive or learn things 
which are inconsistent with the self-concept. 
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2 .  . . .  a  p e r s o n  w i t h  a n  i n a c c u r a t e  s e l f - c o n c e p t  
is said to be vulnerable because he is continually ex
posed to the possibility of receiving unexpected reac
tions from others . These reactions may be ones to 
which he cannot respond in a way leading to positive 
reinforcement; and furthermore they may force upon him 
a negatively reinforcing revision of the self-concept. 

3. Evaluation of others is a positive function of 
one's own level of self-evaluating (1968, pp. 751-752). 

Since self-theorists have developed self-referent con

structs and laws in an attempt to explain and predict human be

havior more accurately than do behavioristic theories, Wylie 

suggested that constructs and hypotheses should be improved 

rather than abandoned. It was her belief that more molecular in

ferred variables may have greater research utility. Such con

structs as self-acceptance or self-esteem, "especially when 

referring to specified attributes have yielded more manageable 

research procedures (Wylie 1968, p. 784)." 

Interestingly enough in 1957, Combs and Soper (1959) at

tempted to arrive at definitions consistent with a "self" frame 

of reference, thus providing a more adequate base for the plan

ning of research. In discussing the self and adjustment, these 

authors specified three facets of self-concept important for the 

current investigation: self-acceptance, self-adequacy, and the 

non-threatened personality. Other writers examining the same 

constructs added dimensions. 

Within the present study the facets of self-acceptance, 

self-adequacy, and the non-threatened personality are examined 
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in relation to the organization of the belief systems of teachers 

and their procedural classroom behavior. 

Specific Facets of Self-Concept 

Self-Acceptance; Combs and Soper defined self-acceptance 

(used by Rogers, Maslow, Combs and Snygg, and Murphy) as the 

"ability of the individual to accept into awareness facts about 

himself with a minimum of defense or distortion. This construct 

is related to the accuracy of observation and self-awareness and 

does not imply approval or disapproval of self (1959, p. 42)." 

An accurate and realistic acceptance of self is essential 

to effective living, according to Combs and Snygg (1959). People 

unable to accept themselves are seriously handicapped because 

they deal with life from inaccurate premises. It is only the 

self which the individual can accept and assimilate into the per

ceptual field, which provides the basis for his behavior. 

In "Self-Acceptance and Self-Evaluative Behavior: A Cri

tique of Methodology," Crowne and Stephens reviewed the popular 

usage of the concept of self-acceptance in psychological litera

ture . Although self-acceptance has been preempted for a more 

eclectic usage by many practicing clinicians and researchers, the 

phenomenological view of Rogers seems to represent a common point 

of departure. "From the definition of a self-concept construct, 

the concept of self-acceptance is derived, referring at least 

operationally, to the extent to which this self-concept is con

gruent with the individual's description of his 'ideal self' 
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(Crowne and Stephens 1961, p. 104)." The aggregate of the char

acteristics of self which a person feels is necessary to attain 

adequacy, including his confidence in his own ability to satisfy 

his basic needs and his differentiation of certain "adequate" and 

"satisfactory" goals, has been termed the "self-ideal." It has 

been assumed (Combs and Soper 1959) that the discrepancy between 

a person's "self-concept" and his "self-ideal" would provide a 

relatively objective measure of "adequacy" or "inadequacy." 

Bills, Vance, and McLean (1951) saw the total of the discrepan

cies between the self-concept and the concept of the ideal self 

as a measure of adjustment. The self-ideal minus the self has 

been the variable defined and studied by Bills, Chodorkoff, Han-

Ion, Havighurst, and Murphy (Combs and Soper 1959). 

Combs and Soper (1959) and Wylie (1961, 1968) reported 

that some experimenters have equated self-acceptance with self-

approval and liking. For some authors, self-acceptance means 

respecting one's self, including one's admitted faults, while to 

others congruence between the actual self-concept and ideal self-

concept means taking pride in one's self and his attributes. 

Wylie pointed out in 1961 and 1968 that terms such as self-

acceptance and self-esteem overlap and intertwine in the litera

ture with considerable frequency. For convenience in her 

discussions, she used self-regard as a generic term to include 

self-satisfaction, self-esteem, self-favorability, congruence 

between actual-self-concept and ideal-self-concept. 
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In his undated manual for the "Index of Adjustment and 

Values" Bills used the term self-acceptance to refer to a direct 

reporting of one's self-acceptance and the term self-satisfaction 

to refer to a discrepancy between self-concept and self-ideal. 

Bills considered both terms measures of self-acceptance. Bills1 

direct reporting of self-acceptance included self-approval (or 

its reverse); his measure of congruence between self and self-

ideal did not. 

Winkler and Myers (1963), studying concomitants of self-

ideal discrepancy measures of self-acceptance, concluded that 

self-acceptance is not an independent trait; anxiety and response 

measures accounted for over one-half of the variance of the self-

acceptance measures studied in their research. Ohnmacht and Muro 

(1967) concluded that studies by Lipset and by Winkler and Myers 

supported the assertion that anxiety is inversely related to 

self-acceptance. 

Among researchers who have used the term self-esteem to 

study feelings of personal worth as a facet of self-experience 

were Albert Pepitone (1968), "An Experimental Analysis of Self-

Dynamics," and Peter Ossorio and Keith Davis (1968), "The Self, 

Intentionality and Reactions to Evaluations of the Self." 

Rogers (1947) pointed out that the relationship between 

self-acceptance and adjustment is a commonly shared phenomenon 

in client-centered therapy and seems to increase in the client 

as therapy progresses and adjustment improves. Combs and Snygg, 
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adapting Rogers f definition to their phenomenological interpre

tation, have described the well-adjusted individual in terms of 

the adequacy of the self-organization, according to Combs and 

Taylor (1952). Combs and Soper (1959) saw self-adequacy as an 

overall evaluation of self at all levels of awareness. To the 

degree that an individual sees himself as adequate, he can se

lect among the goals he perceives, or reject them, or try and 

fail, without disorganization and self-defeating reactions. Ade

quacy is an attribute of his own perception of himself. 

Combs, Kelley, Rogers, and Maslow (1962), in Perceiving, 

Behaving, Becoming, saw self-adequacy as a function of interac

tion with others . They indicated that adequate people are char

acterized by an openness to events through which they learn 

realistic conceptions of self, including concepts of strengths 

and weaknesses. They described an atmosphere in which self-

acceptance furthering self-adequacy can be achieved through 

(1) encouraging self-revelation rather than self-defense; 

(2) giving people a feeling of belonging; (3) creating the im

pression that difference is good and desirable; (4) encouraging 

children to trust their own organisms; (5) emphasizing the exis

tential, on-going character of learning; and (6) fostering hope

fulness . The implications for teachers are apparent. The four 

writers agreed that the development of such an atmosphere in an 

educational setting requires that teachers provide for choice and 

communication and demonstrate the valuing of these experiences . 
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Self-Adequacy and the Non-Threatened Personality; Gen

erally speaking, the "adequate" person is also "non-threatened." 

A reciprocal relationship exists between self-adequacy and per

ceived threat. Threat occurs when a person sees himself as basi

cally inadequate to satisfy need. In self-theory, threat exists 

only as it is perceived by the individual (Combs and Snygg 1959). 

Combs and Taylor stated that "the maladjusted person. . . 

is characterized by many threatening perceptions, and his malad

justed behavior occurs largely as a result of his attempts to 

deal with the threats to which he feels himself subjected. In 

this sense a maladjusted person is synonymous with a threatened 

one (1952, p. 89)." Rogers (1947) felt that his observations of 

psychotherapeutic experiences indicated that absence of threat to 

the self-concept is an important condition for change of self-

perceptions . Normally, he said, self resists incorporating into 

itself those experiences which are inconsistent with the func

tioning of self--a re-statement of Lecky's theory of Self-

Consistency. However, Rogers stated that Lecky overlooked the 

point that when one is free from threat of attack, it is possi

ble for self to consider those hitherto rejected perceptions and 

to make new differentiations and reintegrate self to include 

them. In everyday life, the individual's first mode of adjust

ment is reorganization of that part of the field which is not 

self; such reorganization is less threatening. Rogers pointed 

out that in client-centered therapy, (1) absence of any factor 
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which would attack the concept of self £apparently a factor of a 

greater intensity than inconsistency] and (2) assistance in fo

cusing upon the perception of self seem to permit a more differ

entiated view of self and finally the reorganization of self. 

Combs and Snygg (1959) indicated that threatened people 

have (1) a fundamental negative phenomenal self, (2) a lack of 

acceptance, and (3) an inability to identify broadly with others. 

They pointed to perceived inadequacy, tunnel vision, and role 

conflict as three fundamental frameworks within which to define 

threat. Jersild, writing within the framework of Horney's theory 

of anxiety, indicated that "anxiety enters into the picture by 

virtue of discrepancies between the 'idealized image' and the 

real self (1955, p. 35)." Horney (1945) and Jersild (1955) de

fined strategies of defense adopted by those who perceive threat 

to self and are anxious. One strategy a person may use to cope 

with an environment that thwarts his striving to become his own 

person is to move against; his behavior becomes aggressive, ex

pansive and competive. Another strategy which may be used is to 

move away, withdrawing, remaining aloof and detached. The third 

that may be developed in an essentially hostile and thwarting 

environment is the strategy of complying; such behavior "moves 

with the tide" but is a kind of self-protection, not fulfillment 

of self. Horney (1945) pointed out that there is a tendency for 

strategies such as these to become integrated into what she calls 

the "idealized self," which has a pseudo-identity. When a false 
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rationale which a person has built as a defense in compromise 

with life is threatened or tampered with, anxiety is aroused. 

The "Effect of Mild Degrees of Threat on Performance" was 

studied by Combs and Taylor (1952), who concluded that it is pos

sible to demonstrate that even a fairly mild perception of threat 

can seriously affect the adequacy of an individual's behavior. 

Participants in the study were timed on their responses to neu

tral and threatening sentences and were at intervals mildly 

threatened by the examiner with such remarks as "You aren't con

centrating, I'm afraid." The authors concluded that if a mild 

perception of threat can affect the adequacy of behavior, the 

implications of such a principle for psycho-therapy, education, 

and social action are far reaching. Jersild's many years of work 

with children and teachers convinced him that education should 

help children and adults to know themselves and to develop 

healthful attitudes of self-acceptance. He strongly stated that 

the teacher's understanding and acceptance of himself is the most 

important requirement in any effort he makes to help students 

know and accept themselves . Jersild took "the position that the 

concept of anxiety should be regarded as an essential topic of 

all teacher-training programs (1955, p. 7)." Kingsley (1966) 

studying the commitment and open-mindedness of teachers in train

ing suggested that changes in attitude take place in a non-

threatening climate and in a personal relationship. 
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According to Combs and Snygg (1959), the degree of threat 

experienced by the individual appears to be affected by (1) the 

importance of the threatened concept of self, (2) the immediacy 

of threat, (3) the clarity of the perception of danger in the 

threatening experience in which fear or anxiety is the result of 

sharp or vague differentiations, and (4) the degree of threat as 

a function of personal adequacy through which challenge or threat 

is distinguished. 

After a comprehensive review of the literature, Philip 

Barck concluded that the most significant way in which to dis

cover whether or not a person is threatened is to seek from him 

his own perception of threat. "The three ways in which one can 

observe the presence of threat in another individual are through 

the feeling of inadequacy, his tunnel vision, and the degree of 

role conflict between two individuals or groups (1969, p. 28)." 

At the other end of the continuum between self-adequacy 

and perceived threat, Combs and Snygg identified three kinds of 

perceptions characteristic of the adequate personality: "(1) an 

essentially positive regard for self, (2) the capacity for ac

ceptance of self and of others, and (3) the ability to identify 

broadly with other people (1959, p. 352)." Each of these ways of 

seeing, the authors concluded, can be approximated by an individ

ual over a period of time if there is a willingness to look. 

Maslow, in developing his concept of self-actualization, 

described acceptance of the "inner nature" of self as an 
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important proposition. To Maslow, the inner nature has a dynamic 

force of its own, "one aspect of which is the will to health, the 

urge to grow, the pressure for self-actualization, the quest for 

one's identity (1962, p. 35)." No psychological health is pos

sible, he said, unless there is acceptance of inner core by the 

individual and others. 

Among perceptual psychologists, the terms self-acceptance 

self-adequacy, and the non-threatened personality have been de

veloped to indicate good adjustment. It is unfortunate that at 

times their use implies that an individual is totally self-

acceptant, totally adequate or completely non-threatened. Combs 

and Soper (1959) specified that these terms delineate conditions 

which represent ultimate desirable goals along various dimensions 

of self-perception. Individuals continue to strive for growth 

and self-enhancement. Allport expressed this function as follows 

Here seems to be the central characteristic of pro-
priate striving; its goals are, strictly speaking, un
attainable . Propriate striving confers unity upon 
personality, but it is never the unity of fulfillment, 
of repose, or of reduced tension. The devoted parent 
never loses concern for his child; the devotee of 
democracy adopts a lifelong assignment in his human 
relationships. The scientist, by the very nature of 
his commitment, creates more and more questions, never 
fewer. Indeed the measure of our intellectual matur
ity, one philosopher suggests, is our capacity to feel 
less and less satisfied with our answers to better and 
better problems (1955, p. 67). 

The Relation of Beliefs, Perceptions, and Behavior 

Behavior is a product and a function of perception, ac

cording to Combs and Snygg (1959), Rogers (1947), and other 
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writers reviewed in the preceding section of this chapter. With

in the phenomenological frame of reference, the word perception 

refers to any differentiation the individual is capable of making 

in his field from both direct sensory perceptions of concrete 

events and from perception of complex events understood through 

abstract thought. "Although the subject matter varies, the pro

cess is the same (Brown 1968, p. 17)." Therefore, since the 

facts of human behavior are the facts that exist for the behaver, 

people behave according to how things seem to them. What they 

believe becomes the fact of human relationship. "Seeing [per

ceiving j is not only believing, it is behaving. The data with 

which we must deal in understanding and changing human relation

ships are feeling, attitudes, beliefs, and values (Combs and 

Snygg 1959, p. 307)." 

Perceptions and Beliefs 

In The Experimental Mind in Education, Bob Burton Brown 

(1968) suggested defining beliefs and perceptions synonymously, 

with the approval of Combs and Snygg, as predispositions for 

action; he interpreted beliefs as the bases on which an individ

ual is ready and willing to act in a certain manner under appro

priate conditions. In using the terms belief and perception 

interchangeably, one's perceptual organization may be viewed as 

a belief system which influences behavior. 
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The Organization and Structure 
of Belief Systems 

A theory of the organization and structure of belief sys

tems was offered by Milton Rokeach who has done much research 

into the nature of beliefs and personality. Rokeach acknowledged 

indebtedness to Kurt Lewin in "the extension and application of 

Lewinian-like concepts to the theory of measurement of individual 

differences in belief systems and their relation to differences 

in personality and cognition (1960, p. 29)." In his comprehen

sive research of the organization of belief systems, Rokeach con

cerned himself with the structure rather than the content of 

beliefs.- A basic requirement was that the concepts employed in 

description be freed from any one particular belief system and 

be equally applicable to all such systems. Rokeach viewed all 

belief systems as having three major dimensions: a belief-

disbelief dimension, a central-peripheral dimension, and a time-

perspective dimension. The focus of this study considered how 

"these various dimensions and additional attributes were tied 

together theoretically to produce a mind, in its totality, which 

could be described as varying in the degree to which it is an 

open or closed mind (1960, p. 63)." 

According to Rokeach, the disbelief system is far more 

than a mere opposite of the belief system. What may be of inter

est, he said, is that the parts within the systems may be iso

lated or segregated, containing contradiction and varying in 

degree of differentiation. The concept of a belief-disbelief 
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system is more inclusive than what is normally meant by ideology; 

belief-disbelief systems contain highly personalized pre-

ideological beliefs. Rokeach (1967b) began with the assumption 

that a person's total belief system includes pre-ideological 

primitive beliefs about the nature of the physical world, society 

and the self, pre-ideological beliefs about specific authority, 

and peripheral beliefs about politics, religion, sex, and among 

other things, education. Not all beliefs are equally important 

to the individual since they vary along the central-peripheral 

dimension indicated above; the more central or more primitive a 

belief, the more it will resist change; the more central the 

belief-change, the more widespread the repercussions in the rest 

of the belief system. 

Rokeach (1960) also investigated belief-disbelief systems 

from a dimension of time-perspective, referring to a person's be

liefs about the past, present, and future and the manner in which 

they are related. A narrow time perspective was defined as one 

in which the person fixates on the past, present, or future; a 

broad time perspective as one in which the individual's beliefs 

and anticipations about the future are realistically based upon 

an awareness of the past and present (Appendix B). 

Rokeach defined the extent to which a person's belief 

system is open or closed as being the extent to which the indi

vidual in any given situation can "receive, evaluate and act on 

relevant information received from the outside on its own 
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intrinsic merits, unencumbered by irrelevant factors in the situ

ation arising from within the person or from the outside (1960, 

p. 57)." He offered logically unrelated beliefs, habits, cues, 

motives, needs, anxieties, as examples of irrelevant internal 

pressures that interfere with the free and open reception of in

formation; he interpreted irrelevant external pressure as those 

pressures of reward and punishment arising from external author

ity exerted by individuals or groups (Brown 1968). 

In The Open and Closed Mind, Rokeach formulated a defin

ing characteristic of openness-closedness when he stated that 

"the fundamental basis is the extent to which there is reliance 

on absolute authority (1960, p. 60)." He also described a system 

as closed when there is a high magnitude of rejection of all dis

belief systems, an isolation of beliefs, a high discrepancy in 

degree of differentiation between belief and disbelief systems 

and little differentiation within the disbelief system. He also 

assumed that the more closed the system, the more the world is 

seen as threatening, the greater the belief in absolute author

ity, the more other persons are evaluated according to the au

thorities they line up with, the more the peripheral beliefs are 

related to each other through their common origin in authority, 

rather than through intrinsic connections. A person who is 

threatened or anxious in a given situation is motivated to act so 

that the threat is reduced. It is because the threatened indi

vidual is so motivated that he becomes attuned to irrelevant 
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internal and external pressures and thus is unable to evaluate 

information independent of source. Therefore, primitive beliefs 

that the world is threatening are the basis of the inability to 

distinguish information from source. An open minded person more 

strongly resists externally imposed reinforcements or rewards and 

punishments. He is characteristically more accepting than re

jecting. He views the world as a friendly place, trusts others 

and is generally confident about the future. He sees himself as 

adequate and is well adjusted to the realities of living in an 

uncertain but predictable world (Brown 1968). 

Rokeach assumed that all belief-disbelief systems serve 

two "powerful and conflicting motives at the same time"—the need 

for a cognitive framework to know and understand and the need to 

ward off threatening aspects of reality . . . "to the extent that 

the cognitive need to know is predominant and the need to ward 

off threat is absent, open systems should result (1960, p. 67)." 

Threat leads to dogmatism in individuals and in institutions; 

dogma serves the purpose of ensuring the continued existence of 

the belief-disbelief system. Rokeach stated: 

In line with the above considerations we will now 
define dogmatism as (a) a relatively closed cognitive 
organization of beliefs and disbeliefs about reality, 
(b) organized around a central set of beliefs about 
absolute authority which, in turn, (c) provides a 
framework for patterns of intolerance and qualified 
tolerance toward others. A cognitive organization is 
considered to be closed to the extent that there is 
(a) isolation of parts within the belief system and 
between belief and disbelief systems, (b) a discrep
ancy in the degree of differentiation between belief 
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and disbelief systems, (c) dedifferentiation within the 
disbelief system, (d) a high degree of interdependence 
between central and peripheral beliefs, (e) a low de
gree of interdependence among peripheral beliefs, and 
(f) a narrowing of the time perspective (1967a, 
p. 159). 

Rokeach's research on the concept of dogmatism and the 

development of the Dogmatism Scale is utilized in the present in

vestigation as it was in Hill's (1971) recent study which inves

tigated the relationship between adaptability and the variables— 

open-mindedness, commitment to teaching, and progressive and 

traditional educational attitudes among prospective elementary 

teachers. Vacchiano, Strauss, and Shiffman (1968) have explored 

the relationship between dogmatism and several diverse personal

ity measures; they reaffirmed Rokeach's theoretical framework. 

Since the relationship of perceptions and beliefs to ob

servable behavior is being examined in this study, Rokeach's in

vestigation of the organization and modification of beliefs is 

important in view of his conclusion that "man's beliefs become 

organized into architectural systems having describable and mea

surable properties which, in turn, have observable behavioral 

consequences (1967b, p. 374)." 

Implications for Teacher Education 

One of the researchers greatly concerned about philosoph

ic beliefs and behavior in teaching has been Bob Burton Brown. 

Brown's (1963-1968) continuing studies on the relationship be

tween beliefs and behavior in teaching have shown how teachers 
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behave in the classroom is strongly influenced by what they be

lieve . In 1968, Brown and Webb found indications that professed 

educational beliefs have a generalized effect upon teaching be

havior; specific fundamental beliefs are most powerful in influ

encing specific classroom behaviors. Harvey (1966) found that an 

individual's belief system may be conceptualized as a point on a 

continuum between concreteness and abstractness. Teachers were 

classified according to the structures of their beliefs and sub

sequently observed and rated on behavioral dimensions by trained 

observers. Results of the study showed that teachers' beliefs 

have a pronounced effect on their observed behavior in predict

able directions. 

Robert Blume (1971) reported on extensive research con

ducted by Arthur Combs at The University of Florida in regard to 

the "helping relationship," formerly identified by Fiedler (1958) 

from the observations of expert therapists, no matter what school 

of psychological thought they represented. Combs (1969) found 

that effective helping behaviors were exhibited by those who saw 

people "from the inside rather than the outside." The perceptual 

organization [beliefs] of these professionals, including counsel

ors, teachers, Episcopal priests, and nurses, were examined in 

great detail within the following four categories: the general 

perceptual organization, perceptions of others, perceptions of 

self, perceptions of the professional task. Results of these 

studies consistently indicated that "effective helpers" were more 
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sensitive to the feelings of students, more concerned with people 

than things. "They saw behavior as caused by here-and-now per

ceptions, rather than by historical events. They saw others and 

themselves as worthy and dependable; they saw their task as free

ing rather than controlling and as an involved, revealing and 

encouraging process (Blume 1971, p. 413)." 

According to Blume, implications from these research 

studies are being utilized in the development of the New Florida 

Elementary Program. Two principles on which the program is based 

are*. 

People only do what they would rather do (from 
Freud). That is people behave according to choices they 
make from among alternatives they see available to them 
at the moment. 

Learning has two aspects: (1) acquiring new infor
mation and (2) discovering the personal meaning of that 
information. Only when individuals find the link be
tween specific information and their own lives are they 
able to put it to use (1971, p. 412). 

In summary, the writers reviewed supported the position 

that perceptions and beliefs, and the organization of these be

liefs, influence behavior. Implications for teacher education 

programs based on the theoretical constructs of self-concept 

theory and open and closed belief structures need further inves

tigation in relation to the classroom procedures teachers select 

to foster a learning environment. 
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The Theory of the Instrumentation 

A review of theoretical constructs and studies indicated 

that the theory of instrumentation used in gathering data for 

this investigation is based on three assumptions: (1) that self-

report is verbal behavior from which inferences of the self-

concept can be made; specific facets of the self-concept, i.e., 

self-acceptance, self-adequacy, and the non-threatened personal

ity can also be inferred from self-report data; (2) that the 

structures of belief-disbelief systems can be measured along a 

continuum varying from open to closed; and (3) that observed be

havior in the classroom can be categorized and measured. 

Self-Report 

Combs and Soper (1959), Combs and Snygg (1959), and 

Rogers (1951) pointed out that self-report is a valuable means of 

explaining the self-concept. Like all behavior, self-report is a 

product of the individual's total perceptual field including both 

his perceptions of self and not-self. However, self-report is 

not synonymous with the self-concept. "Confusion of the two 

terms represents a return to introspection, a term no more ac

ceptable to phenomenological psychology than to more traditional 

approaches (Combs and Soper 1959, p. 36).,f These writers ex

plained that the degree to which self-report can be relied upon 

as an indicator of the self-concept depends on the following fac

tors : 
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1. Clarity of the subjects' awareness: Some concepts 

are in clear figure; others are in ground; whether or not they 

can be reported depends on whether they can be called into clear 

figure at the moment they are asked for. 

2. Lack of adequate symbols for expression: Self-

descriptions can only be reported in words which are inadequate 

at times and vary in meaning among individuals; they are open to 

the error of human communication. 

3. Social expectancy (also called "social desirability" 

by Wylie (1961) and Gordon (1968): Individuals are aware of the 

expectancies of others; what we say about ourselves is affected 

by this awareness. Assurance of anonymity to subjects from whom 

self reports are asked acts as a control on this limitation 

(Wylie 1961). 

4. Cooperation of the subject: The accuracy of the self-

report depends on the motivation of the subject. Jourard (1971) 

reported numerous studies testing hundreds of people in class

rooms, clinics, and YMCA's. His analysis of data caused him to 

regard questionnaires and experiments as valid approaches to the 

study of self-disclosure. He saw a strongly motivating force of 

the participants to be the hope that reporting truthfully about 

themselves would aid in living their lives more effectively. 

5. Freedom from threat and a concept of personal adequa

cy: The more adequate an individual feels, the more likely his 

report will approach an accurate description; the more 
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threatened, the more vulnerable will be his self-conception and 

the greater the necessity to defend. Crowne and Stephens (1961) 

further explored the social desirability, social expectancy fac

tor as a contributor to defensive behavior in self-evaluative 

responses, postulating several hypotheses for future testing of 

self-report as a measure of self-acceptance and personal adequa

cy. 

Wylie (1961) reviewed specific measures used in self-

report of self-concept including instruments measuring self-

regard directly and by means of Self-minus Ideal discrepancy 

scores. Her comprehensive study included a descriptive survey 

of these measures and an analysis of their construct validity and 

reliability. She found much more information available on "norms, 

reliability and validity of the Bills' Index of Adjustment and 

Values than any other measure of the self-concept included in the 

study (1961, p. 70)." Bills' Index of Adjustment and Values is 

widely used by researchers working within self-concept theory. 

Measurement of Belief-
Disbelief Systems 

The measurement of belief-disbelief systems according to 

the theoretical constructs reviewed in the preceding section of 

this chapter was the research concern of Rokeach (1960) for 
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several years . The Dogmatism Scale* was constructed to measure 

individual differences in openness or closedness of belief-

disbelief systems. According to Zagona and Zurcher, the theory 

of dogmatism was formulated by Rokeach as: 

. . .  a n  a l t e r n a t i v e  t o  t h e  c o n c e p t  o f  a u t h o r i t a r 
ianism because he felt that authoritarianism, particu
larly as measured by the F Scale, is a measure of right 
authoritarianism and right intolerance; whereas, dog
matism, as measured by the Dogmatism Scale, is a measure 
not only of general authoritarianism and general intol
erance, but of the 'open-closedness of cognitive sys
tems ' (1964, p. 255)." 

Combs and Snygg (1959) had previously defined one's perceptual 

organization as a belief system. 

After scrutinizing the various characteristics of open 

and closed belief systems, the researchers attempted to construct 

statements designed to tap these characteristics. Rokeach's as

sumption was that strong agreement with such statements indicated 

possession of one extreme of the particular characteristic being 

tapped; strong disagreement, possession of the opposite extreme. 

Statements in the instrument were to express ideas familiar to 

the average person and transcend specific ideological positions 

in order to penetrate the formal and structural characteristics 

of beliefs of all possible persons. Items were developed around 

the following constructs within the three dimensions of belief-

disbelief systems identified by Rokeach (1960): 

*Rokeach indicated a preference for the "Open and Closed 
Belief System Scale" as a title for this instrument were it not 
for the clumsiness of expression. He stipulated that the term 
dogmatic is used throughout his study as a synonym for closed. 



Items involving the Belief-Disbelief dimension: Isola

tion within and between belief and disbelief systems; relative 

degrees of differentiation of the belief-disbelief system. 

Items involving the Central-Peripheral dimension: Spe

cific content of primitive beliefs; formal content of the inter

mediate belief region; interrelatedness among primitive, interme

diate and peripheral beliefs. 

Items involving the Time-Perspective dimension: Attitude 

toward the past, present, and future; knowing the future; belief 

in force as a way to revise the present. 

A presentation of specific items on the Dogmatism Scale 

(Form E) constructed to tap the dimensions of belief-disbelief 

system structures is presented as Appendix B. 

Xerlinger reported that Rokeach's work on the Dogmatism 

Scale is a psychologically significant example of construct vali

dation. "Central to Rokeach's formulation is the notion that 

ideological orientations of individuals are related to their per

sonalities, thought processes and behaviors (1964, p. 452)." Two 

examples of Kerlinger's statement are Rokeach's prediction that 

dogmatism is related to intolerance and to opinionation. Rokeach 

carried out an intensive investigation aimed at testing his theo

ry. In one study the "known groups" method was used. Groups of 

people with "known characteristics" were administered the instru

ment. College professors and graduate students selected friends 

with known conservative and non-conservative viewpoints, who were 
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from either group, considered to be open and closed minded. The 

D scale clearly differentiated two groups in terms of open and 

closed mindedness. Among those tested were religious groups, 

communists, and liberals. It is interesting to note that commu

nists scored higher on D scale results and lower on Adorno's F 

Scale indicating authoritarianism of the right (Xerlinger 1964). 

Vacchiano, Strauss, and Hickman (1969) reviewed research 

on Rokeach's concept of dogmatism structured into ten areas: 

authoritarianism, the Dogmatism Scale, personality, adjustment, 

group behavior, parent-child relationships, time-perception, cog

nitive inconsistency, problem-solving, and learning. They re

ported findings generally supporting the validity of Rokeach's 

concept, particularly as a generalized theory of authoritarian

ism, independent of ideological content. Their evidence also 

suggested that a "dogmatic personality" style exists and may be 

readily identified. These writers stated that studies relating 

dogmatism to diversified theories of personality functioning, 

parent-child relationships, and interpersonal behavior, form a 

logical pattern which serves to substantiate and extend Rokeach's 

original formulations. They asserted, "The relationship between 

dogmatism and emotional maladjustment is a cogent argument sup

porting the generalization of the dogmatism construct to person

ality functioning (1969, p. 269)." 

Cowen, Heilizer, Axelrod, and Alexander (1957) analyzed 

data from the Taylor Manifest Anxiety Scale, four scales of the 
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Bills' Index of Adjustment and Values, and the Rokeach Dogmatism 

Scale. With respect to A-Scale data on three of the four self-

concept indices, there were highly significant differences among 

anxiety groups with the High-anxiety group always having less 

well-adjusted self-concept scores than either Medium- or Low-

anxiety groups, and the Medium-anxiety group having poorer self-

concept scores than the Low-anxiety group. On the fourth Bills' 

measure (Self Ideal), there were no significant or near signifi

cant differences among anxiety groups . 

Observation and Measurement of 
Teacher Behavior in the Classroom 

Serious studies of teachers' role expectancies date back 

over forty years; however, serious investigations of teacher role 

behavior are more recent. Xerlinger (1964) stressed that many 

educational problems require the systematic observation of behav

ior and urged researchers to pay more attention to the possibil

ity of measuring some of their variables by direct observation. 

If a theory of teaching concomitant with a theory of learning is 

to be developed, direct observation and measurement of behavioral 

research variables is strongly indicated so that theory may pro

vide direction for practice. 

Biddle (1969) pointed out the impossibility of signifi

cant study of behavioral phenomena of teachers in the classroom 

before the invention of modern techniques for behavioral record

ing. In a comprehensive review of literature on the study of 
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teacher behavior, Brooks traced the concern of researchers from 

the early measurement of teachers1 characteristics to the more 

recent measurement of teacher behavior in the classroom. "Para

mount to both approaches," Brooks concluded, "has been the desire 

to develop a systematic body of knowledge for a better understand

ing of teaching and its effect on learning (1967, p. 20)." 

Brooks reported an early study in 1945 by Jayne, who transcribed 

sound recordings of thirty-eight teachers and analyzed their 

verbal behavior for such specific activities as commenting, ex

plaining, questioning, etc. He summarized an extensive research 

effort by Ryans, reported in 1960, wherein six thousand teachers 

took part in one hundred studies involving extensive classroom 

observation by trained observers using a Classroom Observation 

Record and a glossary of significant descriptive behaviors devel

oped for the research effort. 

Following World War II, educational researchers began to 

examine behavior phenomena in the classroom in terms of what 

actually occurs. Actual performance of class participants is 

"frozen" by technological means for later examination, coding and 

quantifying according to pre-determined units of analysis and 

categories of behavior (Biddle 1969). A unit of time as a unit 

for analysis was developed by Flanders (1960) in his research 

directed toward analyzing teacher behavior and its effect on pu

pil behavior during a fifteen-year period. His ten category 

"International Analysis" instrument has been widely used to 
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record and quantify observations of teachers' verbal behavior and 

students' response. 

Medley and Mitzel (1963a) defined two approaches to the 

construction of items for an observational schedule and suggested 

differences between (1) a category system which differs from 

(2) a sign system in that the category system is designed to be 

exhaustive of the behaviors of the type recorded. Category sys

tems have been often used in studies based on specifically devel

oped theories purporting to indicate specific behaviors; sign 

systems have been used where theory has not provided much direc

tion . 

Biddle (1969) suggested that video-tape recording of be

havior offers the most complete record, the most flexibility, and 

the least chance of investigator bias; however, he pointed out 

the cost to the researcher as a reason for few studies utilizing 

the video-tape recorder in data collection. 

In his review, Brooks (1967) found that most research 

concerning teacher behavior can be grouped into three main cate

gories: (1) those studies concerned primarily with the social-

emotional climate of classroom interaction, (2) those studies 

concerned primarily with cognitive aspects of teaching-learning, 

and (3) those studies concerned primarily with non-verbal behav

ior. 

Among the studies of teacher behavior in the social-

emotional or socio-psychological category, with implications for 

the current study, are the work of Anderson (1939), who 
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identified "dominative" and "socially integrative" patterns of 

teacher behavior with primary school children; and of Lewin, 

Lippitt, and White (1939), who studied the effects of "authori

tarian," "democratic," and "laissez faire" leadership on boys 

working in organized club activities. Ten years later, Withall 

(1949) developed an instrument to measure patterns of teacher 

behavior along a continuum of "learner supportive" to "teacher 

supportive;" and Hughes (1959) classified teaching functions in 

terms of seven categories. Flanders' (1960) contribution to the 

description and quantification of teacher classroom behavior has 

already been noted. The Flanders' "System of Interaction Analy

sis" was used to investigate patterns of pupil-teacher interac

tion by Kirk (1967), Amidon and Hough (1967), Amidon and 

Giammatteo (1965), and Furst (1967). 

Medley and Mitzel (1963a) developed a model which in

cludes the use of OScAR (Observation Schedule and Record) by com

bining and modifying instruments developed by Withall (1949) and 

by Cornell, Lindvall, and Saupe (1952). Brown (1968) commented 

on the stress placed by the Medley-Mitzel model on between-

observer variability and sought another mathematical definition 

of reliability concerned with within-observer reliability for the 

use of the Teacher Practice Observation Record (TPOR) used in 

film studies of the relationship of teachers' beliefs to teach

ers ' classroom practices. 
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Using an instrument called the "Transaction Sample: 

Classroom (TSC),,T a modification of the "Interaction Sample: 

Teacher (IS-T)," devised by Alpert and Pitner, to record time 

sampling of teacher-pupil transactions, Spaulding in 1965 found 

a wide range of teacher-pupil transactions and identified the 

salient teacher behaviors with specific dimensions of pupil 

growth and development. Pupils' height of self-concept was sig

nificantly related to "socially integrative" and "learner sup

portive" behavior. He found no support, however, for 

relationships predicted for democratic behavior (Brooks 1967). 

In reviewing the literature dealing with teacher-pupil 

interaction, Soar reported in the current ASCD Yearbook, A New 

Look at Progressive Education, that "teachers who are able to use 

an observer system to gain feedback on their own teaching are 

able to make substantial changes and to increase the variability 

(flexibility) of their teaching styles (1972, p. 198)." Previ

ously, the work of Allen, Barnes, Reece, and Roberson (1970) 

supported the development and use of systems of observational 

codes by classroom teachers in appraising their own behavior. 

Cropper developed "The Procedural Observation System" to 

analyze the types of techniques teachers use. The codes are de

signed to measure how the teacher interacts with students and 

makes no attempt to analyze the content or topics being consid

ered in the classroom. Teacher statements are the units of anal

ysis . 
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Cropper postulated that these procedural dimensions of 

teachers' classroom behavior can be categorized into two general 

classifications: democratic and authoritarian. Her interest in 

developing an observation system to measure these dimensions of 

classroom teacher procedural behavior is related to the often ex

pressed goal of American education, especially in the social 

studies area, to prepare students for effective functioning in a 

democratic society. Cropper hypothesized that "teachers who see 

themselves in a generally positive way will tend to behave in a 

democratic fashion (1971, p. 61)." Supportive of her hypothesis 

was Allport's (1955) conviction that an acceptable theory of 

human behavior pictures man as capable of creating and living in 

a democratic society and Combs' (1965) and Rogers' (1969) view of 

the healthy personality as capable of functioning democratically. 

Summary 

Within the phenomenological frame of reference, self-

report is verbal behavior from which self-perceptions may be in

ferred and studied in relation to the structure of one's general 

perceptual organization along a continuum of open to closed; the 

relationship of reported self-concept and the degree of openness 

and closedness of the perceptual organization to procedural be

haviors in the classroom can be further investigated. Brown and 

Webb summarized the need for empirical investigation without 

which "there is no way to identify those exact attitudes and be

liefs which have a direct relationship to specific classroom 
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behaviors (1968, p. 213)." Investigation of the interrelatedness 

of the variables identified in this study could contribute to a 

theory of teaching paralleling a theory of learning. 



CHAPTER 3 

RESEARCH PROCEDURES 

The research procedures used in this investigation are 

described in the following sections of this chapter: (1) the 

metropolitan area and school districts from which the sample was 

drawn; (2) the sample of teacher participants; (3) the design of 

the study; and (4) the instrumentation and sources of data. 

The Metropolitan Area 

The metropolitan area in which this study was carried out 

has grown rapidly, particularly since World War II. The Arizona 

Statistical Review (Valley Bank 1971) listed the total population 

in 1950 as 121,000 and in 1970 as 351,667. Four school districts 

offering secondary school programs are included in the urban area 

extending beyond the city itself which encompasses only eighty 

square miles. The county in which the four school districts lie 

includes an area of 9,240 square miles. 

Pima County Planning Department (1969-71) reports indicate 

that the last decade witnessed significant changes in the economic 

aspects of the community. Large population in-migrations and out-

migrations due to substantial government contracts had a tendency 

to distort estimates of growth, birth and change rates. Recent 

55 
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trends reported by the Pima County Planning Department show that 

the county birth rate has reversed its downward trend "which bot

tomed out at 17.0 births per thousand population in 1968, climbed 

to 17.9 in 1969 and 20.0 in 1970. . . . Net in-migration into 

the largest school district in the area is at approximately the 

same level as the past six year average which amounts to 4,400 

people (1969-71, p. 2).» 

Within the city itself, older neighborhoods tend to be 

quite stable; changes occurring are gradual. In determining pro

jections of future school enrollments for all four districts, the 

Pima County Planning Department pointed out the increasing use of 

mobile homes by a significant number of young families as a solu

tion to housing needs. These reports stated that the overall 

effect of such a trend could lead to higher density of land use 

aggregating more people into the traditional square mile neigh

borhoods, thus forcing changes in school planning to accommodate 

higher enrollments generated in specific areas. 

The metropolitan area serves an ethnically diverse popu

lation: American Indian 1%; Anglo 67%; Mexican-American 26%; 

Negro 5%, Oriental 1% (U.S. Commission on Civil Rights 1971). 

Because of the city's proximity to Mexico and its history of 

Spanish and Mexican governance, there is considerable influence 

of the Spanish language and Mexican customs and culture. Many 

residents are bilingual. It seems significant as a comment on 

community housing patterns to note that three-fourths of the 
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students of Mexican-American background attend four out of twelve 

metropolitan public high schools (U.S. Commission on Civil Rights 

1971). 

Economic functioning of the area centers around busi

nesses and agencies rendering services to the residents. Mining, 

agriculture, light industries offer employment. A large air base 

and a state university are significant employers in the metropol

itan community. 

The land-grant university is a center of many cultural 

and social events. A new community college offers additional 

educational opportunity to adults. Within the last year (1971), 

recent state legislation has funded public kindergartens provided 

now in all four districts for pre-school children. 

Secondary school enrollments in the four districts total 

approximately 37,246. Of this number, 23,583 are in the high 

schools (Directory of Approved Secondary Schools 1971-72) and 

13,663 in the junior high schools (Pima County Planning Depart

ment 1969-71). One of the four districts involved in this study 

has reorganized the junior high schools to include grades seven 

through nine; the other districts retain the seventh and eighth 

grade organization for their junior high schools . Secondary 

teachers in the four districts number 1,700. 
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The Sample 

The sample on which this investigation was based was com

prised of secondary social studies teachers from the four school 

districts in the metropolitan area. The number of social studies 

teachers in these districts totaled 169. A stratified random 

sampling procedure as described by Van Dalen (1962) and Sax 

(1968) was utilized so that 40% of the teacher participants would 

be drawn from junior high schools and 60% from high schools (a 

proportion established by Cropper 1971, whose design is partially 

replicated in this investigation). In order to obtain a sample 

of twenty-five (15% of the total population of secondary social 

studies teachers in the four districts), ten school units were 

required from the thirty-one junior and senior high schools in 

the area described. (The high school in which the writer has 

been an administrator for fourteen years was excluded from the 

sampling possibilities.) 

Through use of the Random Numbers Table (Popham 1967), 

ten schools were selected: four junior high schools including 

two with ethnically diverse student bodies and six high schools, 

two of which have multi-ethnic student populations. Again em

ploying the Random Numbers Table, the investigator selected an 

original sample of thirty social studies teachers, three from 

each unit, so that twelve junior high school teachers and eigh

teen high school teachers comprised the original sample. The 
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ratio of 40% junior high school teacher participants and 60% high 

school participants was achieved. 

In order to develop the sampling procedures outlined 

above, the writer called on principals in the ten schools which 

had been randomly selected and the research director of one dis

trict to secure approval to invite teachers to participate in the 

investigation.* 

After securing approval from the principals, a letter of 

invitation was mailed to the thirty teachers indicating that a 

telephone call would follow to explain further the design of the 

study and determine their interest in participating. In the tel

ephone conversation, it was explained that participants would be 

asked to complete two attitude scales, one measuring beliefs and 

attitudes about themselves, and another, fundamental philosophic 

viewpoints; they would also be asked to tape two class periods 

which they considered representative of their teaching proce

dures . Teachers were assured that no individuals or schools 

would be identified by name and that comparison of individuals or 

schools would not be made in the study. During the investiga

tion, instruments and cassette tapes were assigned code numbers 

and no names were used in the management of the data. 

Of the thirty teachers invited to participate, two pre

ferred not to be included and were replaced according to the ran

dom procedure previously described; one teacher failed to respond 

*A copy of all correspondence is reproduced in Appendix A. 
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to a second follow-up telephone call and was not replaced because 

of the time schedule established for completion of collection of 

data. 

Principals were then informed by letter of the teachers 

in the buildings who had agreed to take part in the study and 

would comprise the sample. 

Later during the data-gathering process, one other teach

er decided not to continue since a new professional assignment 

had added additional responsibilities to his work-load; this sub

ject was not replaced. Two others failed to complete the data 

required for the investigation; they were not replaced. Data was 

then collected from twenty-five social studies teachers: fifteen 

from high schools and ten from junior high schools--80% of the 

original sample. 

The twenty-five teachers in the sample were currently 

teaching the following subjects: American Civilization, American 

Government, American History, American Problems, American Stud

ies, Economics, Introduction to the Behavioral Sciences, Law, 

Psychology, Sociology, World Cultures, World Geography, Seventh 

and Eighth Grade Social Studies . 

Of the twenty-five, twenty were men and five were women. 

The range of years of teaching experience was from 1 to 39 with 

a median of 13 years and a mean of 13.64. 
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The Design 

This research replicated the descriptive, ex post facto 

design used by Ardeth Cropper (1971) in the following manner: 

the Bills1 Index of Adjustment and Values was used to collect 

data on self-concept; a code, the Procedural Observation System, 

developed by Cropper, was used to analyze the audio-taped verbal 

behavior of randomly selected social studies teachers in the 

classroom. 

The current investigation followed the procedures out

lined below in carrying out the design of the study: 

1. Through utilization of the Random Numbers Table, a 

sample of social studies teachers was drawn from the secondary 

teaching staffs of the four school districts in the metropolitan 

area described earlier in this chapter. 

2. Twenty-five teachers involved in the present study 

completed the Bills' Index of Adjustment and Values, which yields 

Self, Self-Acceptance, Self-Ideal, Self-Ideal minus Self (Dis

crepancy), Acceptance of Others and Social Adjustment scores. 

3. Thirty-one teachers in Cropper's 1971 study completed 

the Index of Adjustment and Values; only the Self score was ob

tained or used in her analysis of data. Self-Acceptance, Self-

Ideal minus Self (Discrepancy), Acceptance of Others and Social 

Adjustment scores were derived from these previous self-reports. 

Since two teachers from Cropper's original sample failed 

to complete new instrumentation, the Rokeach D. Scale, IAV data 
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from twenty-eight of Cropper's subjects became available for 

analysis. 

4. Twenty-eight teachers involved in Cropper's study and 

twenty-five in the present study completed the Rokeach Dogmatism 

Scale (Form E). Test-retest reliability coefficients for both 

the IAV and the Rokeach instruments indicate that the time lapse 

of several months between the administration of the Bills' IAV 

and the Rokeach to Cropper subjects should have little effect on 

results . The possibility of effect from the extraneous variable 

of history was mentioned in the first chapter as a limitation of 

the study. Stability coefficients were reported in this section. 

5. Audio-tapes of three twenty-minute segments of each 

teacher's verbal classroom behavior, in the current study, were 

analyzed through Cropper's Procedural Observation System to de

termine the dominant pattern of teacher behavior. A similar 

analysis of teachers' classroom behavior was completed by Cropper 

in 1971. 

6. The hypotheses contained continuous variables which 

could be measured on an interval scale. The Pearson Product-

moment correlation was used. A correlation matrix (Popham 1967, 

p. 261) showing all possible intercorrelations among variables 

was developed, and correlations tested at the .05 level of sig

nificance . 

7. Data from fifty-three subjects were analyzed. New 

measures obtained by this researcher from Cropper's previous 
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adndnistration of the Index of Adjustment and Values to her sub

jects, and measures obtained from the current administration of 

the Rokeach Dogmatism Scale to these same subjects, were analyzed 

in relation to their previously coded authoritarian-democratic 

classroom behavior. Comparable data from the twenty-five sub

jects in the sample drawn by this investigator were analyzed 

separately according to the procedures outlined in the design. 

A combination of the data from Cropper's subjects and the new 

sample produced a combined number of fifty-three subjects from 

whom data were collected and analyzed. 

In commenting on the value of ex post facto research de

signs, Kerlinger stated that: 

. . . despite weaknesses, much ex post facto re
search must be done in psychology, sociology and educa
tion simply because the most important social scientific 
and educational research problems do not lend themselves 
to experimental inquiry. A little reflection on some of 
the important variables in educational research—intel
ligence, aptitude, home background, parental upbringing, 
teacher personality, school atmosphere—will show that 
they are not manipulable. Controlled inquiry is pos
sible, of course, but true experimentation is not. . . 
(1964, pp. 372-373). 

Ex post facto designs controlling inquiry into educa

tional and sociological problems, Kerlinger felt, can contribute 

meaningful results, particularly when hypotheses are tested. 

Within this frame of reference, the design for this in

vestigation was developed. 
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Instrumentation and Sources of Data 

The theory of the instrumentation used in data-gathering 

for this study was reviewed in the second chapter of this manu

script. Considerable attention was directed to theoretical con

structs of self-report, measurement of belief structures and 

systematic observation systems of teacher classroom behavior. 

Additional information supportive of the design and the testing 

of the hypotheses is presented in the following sections describ

ing the Bills' Index of Adjustment and Values, the Rokeach Dogma

tism Scale, and Cropper's Procedural Observation System. 

The Bills' Index of Adjustment 
and Values 

Bills, Vance, and MacLean (1951) reported development of 

the Index of Adjustment and Values (1) to test the theoretical 

constructs of self-theorists' assertion that enhancement of the 

individual's psychological organization is a basic human need; 

(2) to serve as a research tool; and (3) to assess changes in 

adjustment which occur during psychotherapy. 

Enhancement of psychological organization, according to 

these writers, implies two characteristics: "that the individual 

has information relative to his present self-organization and 

(2) that the individual has a view of himself as he wishes to be 

(1951, p. 257)." The former is a re-statement of Raimy's de

finition of the self-concept and the latter a designation by 

Bills and others as the "concept of ideal self." These authors 

stated that: 
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The concept of self may be further defined as the 
traits and values which the individual has accepted as 
definitions of himself. Values are derived from traits, 
a trait being an adjective which may be used to describe 
a person. A value is a trait which the individual con
siders desirable . . . traits are examined in light of 
our philosophy of life and become values or are rejected 
in accordance with consistency with our value system or 
philosophy. The philosophy of life, the value system of 
the individual, and the concept of the ideal self are 
synonymous . The goal in life is to produce consistency 
within the value system. . . (1951, p. 257). 

In order to satisfy the requirements implicit in their 

rationale, Bills and others found it necessary to obtain measures 

of (1) the self-concept of the individual; (2) the attitude which 

the individual holds toward himself in his present condition; and 

(3) the individual's concept of his ideal self, that is, the 

values toward which he is striving. "The total discrepancies 

between the self-concept and the concept of the ideal self would 

be the measure of adjustment (Bills and others 1951, p. 258)." 

In arriving at the Index, the authors reported, a sample 

of 124 words was taken from Allport's (1955) list of 17,953 

traits. In choosing this sample, an attempt was made to select 

those items which frequently occur in client-centered interviews 

and which seem to represent clear examples of self-concept defi

nitions . In this way Bills and his associates hoped to develop 

an index which would show adequate test-retest reliability. 

Later the 124 traits were reduced to forty-nine. Norms were 

established for high school students, and the development of 

adult norms is in process. 
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Numerous validation studies of both concurrent and con

struct validity are listed in the manual for the IAV and are 

also reviewed by Wylie (1961, pp. 71-73). These studies have 

been examined; they support the constructs of the instrument. 

Although no claim is made by Bills (undated manual) that the IAV 

measures perceived threat directly, construct validity studies 

reported in the manual and by Wylie (1961), significantly asso

ciated high Acceptance of Self with: (1) lower incidence of de

pression signs on the Rorschach, when Self-Ideal minus Self 

discrepancy was the index of self-regard (Bills 1953); (2) re

porting of a smaller number of psychosomatic symptoms (Bills 

undated manual); (3) fewer reasons stated by Ss, when explaining 

their own unhappiness, which were coded by judges as indicative 

of self-blame (Bills and others 1951); and (4) low Taylor Anxiety 

Scale scores, when IAV Self, Self-Acceptance, and/or Self-Ideal 

minus Self (discrepancy) scores were used as measures of self-

regard (Cowen, Heilizer, Axelrod, and Alexander 1957). 

The following measures of the Index of Adjustment and 

Values yielded data supporting the design of this study: 

1. The Self-Concept score (Column I). 

2. The Self-Acceptance score (Column II). 

3. The Self-Ideal minus the Self (Column III minus I, 

the Discrepancy score). Bills indicated that the Self-Acceptance 

score (Column II) and the Discrepancy score (Self-Ideal minus 

Self) are measures of self-regard, each measuring slightly 
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different constructs of self-concept. "... personal maladjust

ment exists when the discrepancy between these two concepts is 

sufficiently large as to cause unhappiness (undated manual, 

p. 6)." 

4. Social adjustment scores: The social adjustment 

score is derived from categorical designations from the Self and 

Others Indexes. Bills stated that lack of social adjustment de

velops where a person perceives himself as more or less adequate 

than his peers. "Social adjustment is possible where a person 

believes he is adequate and has worth, dignity and integrity, and 

where he believes that other people have similar perceptions of 

themselves (undated manual, p. 6)." 

In summary, the variables which the Index has been de

signed to measure include self-concept, self-acceptance, concept 

of the ideal self, discrepancy between the self-concept and the 

concept of the ideal self, and perceptions of how other people 

accept themselves. In addition, the Index yields measures of the 

importance of each of forty-nine traits in a person's value sys

tem (Bills' undated manual). 

Test-retest reliability coefficients for the Index of 

Adjustment and Values are reported in Bills' undated manual 

(pp. 53-54) with significance from zero at less than the .01 lev

el. Reliability coefficients ranged from .40 to .86 on an N of 

100. Numerous validation studies are also described in the man

ual and are summarized in Chapter 3. A copy of the Index of Ad

justment and Values is listed in Appendix C. 
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The Rokeach Dogmatism Scale 

Rokeach's construct of dogmatism as generalized authori

tarianism was developed to replace the construct of authoritari

anism set forth by Adorno, Frenkel-Brunswik, Levinson, and 

Sanford (1950) as associated with political, economic, and reli

gious conservatism. Rokeach effectively disassociated specific 

authoritarianism of the political right from his concept of 

generalized authoritarianism. Numerous construct validation 

studies using the "known groups" method have demonstrated that 

dogmatism, as measured by the D Scale taps general authoritari

anism independent of ideological content, where as the F Scale 

(Adorno and others 1950) taps only right authoritarianism 

(Rokeach 1960, Kerlinger 1964). Evidence from these validation 

studies stems: 

. . . largely from comparisons of D Scale scores 
with cognitive and various other personality criteria, 
such as capacity to integrate new belief systems 
[Doodlebug problem solutions]] , different aesthetic pref
erences {enjoyment of new musical systemsj , evaluation 
of peers, etc. (Rokeach 1960 as cited by Zagona and 
Zurcher 1964, p. 1234). 

According to Rokeach, the more closed a person's belief 

system, the more difficulty he has in discriminating between in

formation received and its source (authority). Zagona and 

Zurcher confirmed that dogmatism "as measured by the D Scale is 

a measure of not only general authoritarianism and general in

tolerance but also of the openness-closedness of cognitive sys

tems (1964, p. 255)." Vacchiano, Strauss, and Schiffman (1968) 
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placed fifty-nine personality scales within five known testing 

instruments into a 59 x 59 matrix and computed Pearson product-

moment correlations. According to the writers, this correlation 

analysis yielded: 

. . . clusters of scales which identify the dogmatic 
personality. Taken together they form a logical person
ality profile which substantiates Rokeach's formation 
of internal-belief structures, that is, attitudes char
acterized as dogmatic or non-dogmatic [open or closed] 
and extends the concept of dogmatism from an attitude 
system to a personality pattern (1968, pp. 84-85). 

In discussion of their research, Vacchiano, Strauss, and 

Schiffman reported that "the dogmatic subject lacks self-esteem, 

is doubtful about his known self-worth, lacks confidence in him

self, lacks either self-acceptance or self-satisfaction, and is 

dissatisfied with his behavior, his physical state, his own per

sonal worth and his adequacy (1968, p. 84)." 

Vacchiano, Strauss, and Hichman (1969) reviewed research 

substantiating Rokeach's early finding that dogmatism was re

lated to anxiety discussed by Fruchter and his associates in 1956 

and 1958. They cited later studies, those of Norman, Rebhun, 

Sticht and Fox each in 1966, supporting Rokeach's early conten

tion that "dogmatism is nothing more than the total network of 

psychoanalytical defense mechanisms (Vacchiano et al. 1969, 

p. 265)." 

Rokeach reported test-retest reliability coefficients for 

the D Scale ranging from .68 to .93 with a median of .74 for in

tervals ranging from one to six months (1960, pp. 89-90). The 

Dogmatism Scale (Form E) is included in Appendix B. 
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The Procedural Observation System 

In developing the Procedural Observation System for anal

ysis of teacher classroom behavior, Cropper utilized the follow

ing criteria set forth by Medley and Mitzel (1963a) as 

characteristics of analysis: 

1. The record obtained must show the total number 
of units of behavior which occurred and the number 
classification in each category. 

2. Since every statement the teacher makes is re
corded, it is supposed to be exhaustive of all behaviors 
of the type recorded. 

3. The code should be developed from some relative
ly sound theory. 

4. The number of categories into which the behavior 
is to be classified should not be too large. 

5. There is usually a category for neutral, un-
classifiable behaviors . 

6. The unit of behavior to be tallied may be a 
natural one such as a single statement or it may be a 
brief time-unit. The natural unit tally is usually 
preferable. 

7. Categories should be defined so that the discrim
ination of the observer is as easy and free from other 
judgments as possible (in Cropper 1971, p. 54). 

The Procedural Observation System was developed to class

ify procedural statements used by teachers in the classroom and 

to analyze how teachers interact verbally with students. No at

tempt was made in the construction of the procedural code to 

analyze content of the classroom instruction.* Cropper stated 

,vAnother instrument, The Substantive Observation System, 
was also developed by Cropper "to examine the nature of subject 
matter or content statements made by the teacher (1971, pp. 54-
55)." 
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that the procedural dimensions established by teachers are a "ma

jor contributing factor to the classroom climate (1971, p. 58)." 

Cropper's systems of observation were developed after 

preliminary trials with both typescripts and audio-tape record

ings; she was thus able to refine the categories and definitions. 

The categories are divided into two general classifications— 

democratic and authoritarian—as represented in Figure 2. 

Democratic 
Procedures 

Authoritarian 
Procedures 

Giving 
Instructional 
Directions 

Two or more actions 
are acceptable 

Only one action is 
acceptable 

Limits on 
Student 
Behavior 

Institutional 
Criteria 

Personal Criteria 

Information-
Giving 

Discussion Lecture 

Questioning Divergent, Evalua
tive questions or 
a variety of these 
with some Convergent 
and Cognitive-Memory 
questions included 

Convergent and 
Cognitive-Memory 
questions only 

Planning Cooperative Unilaterial 

Responding 
Actions 

Commending 
Encouraging 
Using 

Criticizing 
Blocking 
Ignoring 

Silence or 
Confusion j 

Figure 2. Categories of the Procedural Observation System* 

*Cropper (1971, p. 59). 
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In describing the categories of the Procedural Observa

tion System, Cropper explained: 

. . . the two categories not given in that chart 
{Figure 2]—clarifying-feedback questions and the attend
ing response—were not clearly democratic or authoritar
ian behaviors and are therefore not included in the 
analysis of behavior reported in £her] study. They were 
included in the code to account for more of the total 
behaviors exhibited and might be useful in other appli
cations of this analysis system (1971, pp. 58-59). 

These two categories are also not included in the tallying of 

classroom behaviors in the current study. 

As part of her rationale for developing the Procedural 

Observation System to analyze democratic and authoritarian behav

iors of teachers in the classroom, Cropper reviewed the following 

studies pertinent to the goals of the teaching of social studies 

in American schools: 

In an extensive study conducted by Horton[in Remmers 
1963], high school students who had not taken courses 
dealing with American government exhibited as great an 
understanding of democratic principles as those students 
who had taken such courses .... 

It was suggested by Johnston [1959J and Weiser and 
Hayes [1966J that teachers are essentially authoritarian. 
Blumberg [1959] asserted that it is quite possible that 
teachers reinforce autocratic attitudes in their stu
dents .... 

Lewin, in an important analysis of the influence of 
the environment on children, concluded that "the social 
climate in which a child lives is for the child as im
portant as the air it breathes [ 1939, p. 31 J" (in 
Cropper 1971, pp. 60-61). 

Cropper extended Lewin's conclusion to indicate that "if 

we wish the products of our schools to value democratic princi

ples and function effectively in a democratic society, the school 
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must be a place where democratic processes thrive (1971, p. 61)." 

She hypothesized that "teachers who see themselves in a generally 

positive way will tend to behave in a democratic fashion (1971, 

p. 61)." 

In explaining the Procedural Observation System, Cropper 

examined the sub-categories of the code as they apply to defini

tions of democratic and authoritarian teacher behavior in the 

classroom: 

Giving Instructional Directions. One of the skills 
necessary in a democratic society is that of knowing how 
to make decisions about those things which are important 
to the individual. Therefore, in a classroom which em
phasizes democratic skills, the students must be given 
an opportunity to make choices . Getzels and Thelen 
{I960J recognized the importance of making choices and 
the almost total absence of such opportunities in the 
schools. 

Limits on Student Behavior. Rules or limits on free
dom are a necessary aspect of cooperative living. Demo
cratic structure does not imply a total absence of limits 
on individual behavior. It does imply, however, that the 
rules be mutually agreed upon and not simply arbitrary 
personal limits imposed by one person on another. The 
distinction made in this category is similar to the one 
described by Hughes [1959J as private or public criteria. 
In the public school, students and teachers often have 
no control over many regulations that do affect their 
behavior. The authoritarian limits on student behavior, 
then, are only those imposed arbitrarily by the teacher 
for purely personal reasons. 

Information-Giving. Relating information to stu-
dents is no doubt an important aspect of teaching behav
ior. When this is seen as essentially democratic, the 
teacher is also concerned with the student understanding 
and participating. In an authoritarian situation he is 
concerned primarily with the information, and makes few 
attempts to gain student involvement. 



74 

Questioning. Democratic teaching behavior is re
lated to the variety or types of questions asked by the 
teacher. The evaluative or divergent question allows 
for a variety of student responses. The convergent or 
cognitive-memory question is much more specific and 
permits the student to answer in only one manner. It 
would not seem, however, that a convergent question is : 

necessarily autocratic by nature. Therefore, authori
tarian questioning was conceived as a pattern which 
allows for convergent and cognitive-memory questions 
only. The democratic pattern may be a variety of all 
four types of questions or an emphasis on the evalua
tive and divergent. 

Planning. Cooperative planning has been recognized 
as an essential aspect of democratic teaching [Hoover 
1968J. Effective group decision-making is an important 
aspect of the democratic process, and therefore deserves 
to be practiced in the classroom. 

Responding Actions. Many of the statements teachers 
make are in response to a student comment. This fre
quent activity can contribute to or hinder the develop
ment of a democratic classroom climate. When the teacher 
commends a student, encourages him to participate, or 
uses his idea, he is indicating that participation of the 
individual is important. When the teacher criticizes, 
ignores, or blocks a student response, he communicates 
exactly the opposite--that students' ideas and participa
tion are not factors deserving consideration (in Cropper 
1971, pp. 62-64). 

A copy of "Definitions and Sample Teacher Statements for 

the Analysis of Procedural Teacher Behavior" (Cropper 1971) and 

sample Tally Sheet for Analyzing Teacher Behavior are included in 

Appendix D. 

Summary 

This chapter described the metropolitan area in which the 

investigation was conducted, the sampling procedures utilized, 

the design of the study, and the instrumentation and sources of 



data which implemented the design. Chapter 4 presents the sta

tistical analysis of data and the testing of the several hypoth 

eses of the study. 



CHAPTER 4 

PRESENTATION AND ANALYSIS OF DATA 

The purpose of this investigation was to explore existing 

relationships among selected categories of teacher classroom be

havior, self-acceptance, self-satisfaction (the discrepancy 

between self and ideal self), and fundamental philosophic be

liefs . Teacher behavior within the classroom was examined in 

terms of democratic and authoritarian behaviors. Fundamental 

philosophic belief structures were examined along a continuum 

varying from open to closed. 

In this chapter, the hypotheses are examined in the light 

of relationships found when data gathered were correlated through 

computation of the Pearson Product-moment correlation coefficient 

and intercorrelations among the variables tested at the .05 level 

of significance. Results of the statistical analysis are pre

sented . 

The Sample and Sources of Data 

Data on self-concept, open and closed belief structures 

and procedural classroom behaviors were collected from fifty-

three social studies teachers in the four school districts of the 

metropolitan area. The total number of fifty-three subjects 
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included twenty-five participants comprising the sample for the 

current study and twenty-eight subjects from Cropper's 1971 sam

ple. In both investigations the samples were randomly selected 

from social studies teachers in the Tucson area. 

Additional measures of self-concept were derived from 

Cropper's previous administration of the self-concept instrument, 

and measures of open and closed belief structures taken; self-

concept data and data on open and closed belief structures from 

the twenty-five subjects in the current study were collected. 

Data on procedural classroom behavior were collected in 1971 by 

Cropper from twenty-eight subjects; comparable data was collected 

from twenty-five subjects in the current investigation. Proce

dures followed in sampling the population of social studies 

teachers in the metropolitan area and in collecting and analyzing 

data from fifty-three subjects were presented in Chapter 3, which 

detailed the design of this study. 

The Instrumentation 

Reported Self-Concept Data 

Teacher reported self-concept scores were obtained 

through the administration of the Bills' Index of Adjustment and 

Values. Measures of self-concept, self-acceptance, self-ideal, 

self-satisfaction (discrepancy between self and ideal self), 

perceptions of others and acceptance of others were computed. 

Table 1 indicates the range of IAV scores among the fifty-three 

subjects. 
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Table 1. Range* of IAV Scores 

Measure _ ^ 
Low Score High Score Range 

Self-concept 
(Column SI) 135 231 97 

Self-acceptance 
(Column II) 134 226 93 

Self-ideal 
(Column III) 

Self-Satisfaction 
(Discrepancy, SIII-SI) 1 83 83 

Perception of Others 
(Column 01) 120 236 117 

Acceptance of Others 
(Column Oil) 122 236 115 

*H - L + 1 (Glass and Stanley 1970, p. 76). 

High scores on self-concept, self-acceptance, self-ideal, 

perception of others, and acceptance of others indicate positive 

measurement of these variables on self-report. Low discrepancy 

scores are indicators of adjustment and less perception of threat 

and hence are indicators of self-satisfaction. Bills' theoreti

cal explanation of IAV scores was presented in Chapter 3. 

Test-retest reliability coefficients for the Index of Ad

justment and Values are reported in the manual (Bills undated, 

pp. 53-54) with significance from zero at less than the .01 lev

el. Reliability coefficients ranged from .40 to .86 on an N of 

100. Numerous validation studies are also described in the man

ual and were summarized in Chapter 3. 
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Measurement of Belief Systems 

Open and closed belief systems were measured by the Ro-

keach Dogmatism Scale (Form E). Scores varied from 70 to 196.* 

Rokeach reported test-retest reliability coefficients for 

the D Scale as ranging from .68 to .93 with a median of .74 for 

intervals ranging from one to six months. Construct validation 

studies using the "known groups" method have demonstrated that 

the D Scale taps general authoritarianism independent of ideolog

ical content (Rokeach 1960, Kerlinger 1964). 

Teacher Behavior Data 

The verbal behavior of teachers in the classroom was 

analyzed by the Procedural Observation System (Cropper 1971) de

scribed in Chapter 3. Following instructions for the use of this 

code "raw data, in the form of tallies, were converted to per

centages because of some variations in the actual number of 

teacher statements analyzed during the taping period (Cropper 

1971, p. 71)." Percentages of total behavior categoried as dem

ocratic by the Procedural Observation System varied from 16% to 

84%. 

The percent of coder agreement for each of the two main 

categories of observed classroom behavior was used to establish 

consistency during the coding process. Two coders coded the same 

tapes during each trial; different tapes were used during the 

*A high score on the Rokeach Scale indicates a closed 
belief system. 
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three separate trials. On the first trial there was 1% discrep

ancy between coders; on the second trial 2.6% discrepancy; and 

on the third trial, 4% discrepancy. Trials 1 and 2 were made at 

the beginning of the coding process; the third trial was made 

toward the end of the coding process to check for consistency. 

Coder agreement seemed adequate and consistent. 

Table 2 is a summary of the means and standard deviations 

of scores obtained from use of the three measures in the collec

tion of data on the variables of self-acceptance, self-

satisfaction (discrepancy between self and ideal self), democrat

ic procedural behavior in the classroom and open or closed belief 

structures. (Appendix E includes a complete table of scores.) 

Table 2. Summary of Means and Standard Deviations of Eight 
Measurements 

N X SD 

Self-concept (IAV SI) 53 197 .00 17 .25 

Acceptance of self (IAV SII) 53 185 .17 19 .33 

Ideal Self (IAV SIII) 53 217 .77 14 .63 

Self-satisfaction 
(Discrepancy, IAV SIII - SI) 53 29 .32 15 .34 

Perception of Others (IAV 01) 53 193 .70 21 .65 

Acceptance of Others (IAV Oil) 53 184 .55 18 .94 

Rokeach Dogmatism Scale (E) 53 120 .68 24 .75 

Percentage of Behavior Classified as 
Democratic, Procedural Observation 
System 53 42 .13 15 .92 
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Testing of the Hypotheses 

The following hypotheses were developed for this investi

gation. They were tested at the .05 level of significance. 

Hypotheses 1: Teachers who are accepting of self will 

report fundamental philosophic beliefs which are low in dogmatism 

and can be characterized by openness. 

Self-acceptance as measured by the Bills' IAV, Column II, 

score and self-satisfaction as measured by the Bills' IAV Dis

crepancy (SIII-SI) score were correlated separately with scores 

on the Rokeach Dogmatism Scale (Form E). Pearson Product-moment 

coefficients were computed. The correlation coefficient between 

the scores of the Bills' IAV SII and the Rokeach Dogmatism Scale 

scores was -.009; between the IAV Discrepancy score and the Ro

keach Scale scores, .03. 

The relationships were in the expected directions: an 

inverse relationship between self-acceptance and openness (low 

dogmatism) and a positive relationship between self-satisfaction 

(low discrepancy between self and ideal self) and openness (low 

dogmatism). 

The correlation coefficients were not significant at the 

.05 level; therefore, the hypothesis must be rejected. 

Hypothesis 2: Teachers who are accepting of self will 

exhibit classroom behaviors which tend to be democratic rather 

than authoritarian. 
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Self-acceptance as measured by the Bills' IAV SII score 

and self-satisfaction as measured by the Bills' IAV Discrepancy 

score (SIII-SI) were correlated with percentages of democratic 

classroom behavior as measured by the Procedural observation sys

tem (Cropper 1971). Separate correlations of Self-acceptance 

scores and Discrepancy scores with percentages of procedural dem

ocratic behavior in the classroom were carried out through the 

computation of the Pearson Product-moment coefficient of correla

tion . 

Both correlation coefficients, -.027 and -.146, were not 

significant at the .05 level; therefore, the hypothesis was re

jected . 

The direction of the correlation coefficient for self-

acceptance (Column SII) and the percentage of democratic behavior 

in the classroom (r = -.027) was not in the expected direction 

since a positive relationship between teachers' acceptance of 

self (directly reported) was hypothesized. The inverse relation

ship of self-satisfaction (low discrepancy between self and ideal 

self, derived from SIII-SI) and percentage of democratic behavior 

in the classroom (greater use) was expected, (r = -.146). 

Hypothesis 3: Teachers indicating fundamental philosoph

ic beliefs low in dogmatism will exhibit classroom behaviors 

which tend to be democratic rather than authoritarian. 

The relationship between fundamental philosophic belief 

structures and the percentage of democratic classroom behavior 
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was measured by the Rokeach Dogmatism Scale (E) and the Proce

dural Observation System (Cropper 1971). The strength of the 

relationship examined through computation of the Pearson Product-

moment coefficient of correlation, -.124, was not found to be 

significant at the .05 level. The hypothesis was rejected. 

The inverse relationship between openness of belief 

structures (low dogmatism scores) and greater use of democratic 

procedures in the classroom was expected. 

Hypothesis 4; Teachers who indicate positive self-

acceptance on self-report will reflect less evidence of perceived 

threat to self on person and social adjustment scales. 

The following measures were obtained to examine the re

lationship of self-acceptance and perceived threat to self. 

Correlation coefficients of IAV scores and Dogmatism Scale scores 

are presented in Table 3. 

Table 3. Pearson Product-Moment Correlations Between Measures of 
Self-Acceptance and Perception of Threat 

Self-Acceptance Perception of Threat Correlation 

IAV SII Dogmatism Scale -.0087 

IAV Dis. (SIII-SI) Dogmatism Scale .0303 

IAV SII IAV Dis. (SIII-SI) -.5337* 

*p< .05, (CR.229) 
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In Chapter 2 theoretical constructs of the instrumenta

tion were discussed including inferences of perceived threat 

which can be made from dogmatism scores (Rokeach) and discrepancy 

scores (Bills). Threat to self is perceived when belief systems 

are closed (high dogmatism) and when discrepancies between per

ceptions of self and ideal self are large. Chapter 3 explains 

further the use of these scores as measures of the variables. 

Table 3 indicates that no significant correlation coef

ficients were found between scores correlated except in the case 

of IAV SII (a direct reporting of self-acceptance) and the IAV 

Discrepancy (a derived measure of self-satisfaction). The latter 

correlation coefficient of - .534 was in the expected direction 

of an inverse relationship and was significant at the .05 level. 

Self-acceptance and small discrepancy between self and ideal self 

are only one indicator of less perception of threat to self. The 

significance of the correlation coefficient may also have been 

obtained because the IAV SII and IAV SDis could be measuring 

slightly different facets of self-regard (Bills n.d., Wylie 

1961. 

Although no significance was found in the correlation of 

scores from the IAV SII and the Dogmatism Scale, the inverse re

lationship was expected and obtained, as it was in the correla

tion of the IAV Dis scores with Dogmatism Scale scores. 

The hypothesis was rejected. 
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Hypothesis 5: There will be identifiable relationships 

among the variables of reported self-acceptance, self-

satisfaction, degree of dogmatism of fundamental philosophic be

liefs, perceived threat and anxiety, and observed behavior in the 

classroom as measured by the Bills' Index of Adjustment and Val

ues, the Rokeach Dogmatism Scale (Form E), and Cropper's Analysis 

of Procedural Teacher Behavior. 

These measurements were taken; relationships among the 

variables examined through computation of Pearson Product-moment 

correlation coefficients. No significant relationships at the 

.05 level were identified except for that of self-satisfaction 

(derived from discrepancies between IAV SIII-SI) and self-

acceptance (direct reporting, IAV SII). This correlation (-.534) 

significant at the .05 level may indicate that low perception of 

threat is a concomitant of self-acceptance. 

Summary 

This chapter included a presentation of the data col

lected during the investigation and a description of the results 

obtained from the statistical analyses of these data. The five 

hypotheses, stated in the substantive form, were rejected. 

Relationships in the expected direction were found between 

(1) self-acceptance and openness of belief structures, (2) self-

satisfaction and openness of belief structures, (3) self-

satisfaction and the percentage of democratic teacher behavior 

in the classroom, (4) openness of belief structures and the 
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percentage of democratic teacher behavior in the classroom, 

(5) self-acceptance and low dogmatism indicating less perceived 

threat to self, and (6) self-satisfaction and openness of belief 

structures indicating less perceived threat. 

Self-acceptance and self-satisfaction (low discrepancies 

between perceptions of self and ideal self) correlated signifi

cantly at the .05 level, supporting, to some extent, the direc

tional evidence of other correlations between self-acceptance, 

self-satisfaction, and less perception of threat to self (low 

dogmatism). 

With one exception, no significant relationships were 

found among the selected categories of teacher behavior in the 

classroom, self-acceptance and fundamental philosophic belief 

structures varying from open to closed. 



CHAPTER 5 

SUMMARY, IMPLICATIONS, AND RECOMMENDATIONS 

Summary 

This investigation was undertaken to determine what rela

tionships exist between selected categories of teacher behavior, 

self-acceptance, self-satisfaction (the discrepancy between self 

and ideal self) and fundamental philosophic beliefs. Teacher 

behavior within the classroom was examined in terms of democratic 

and authoritarian behaviors. Fundamental philosophic belief 

structures were examined along a continuum varying from open to 

closed. 

The Rationale for the Study 

The rationale for the study was derived from phenomeno-

logical theory which assumes that all behavior is determined by 

the perceptual field of the behaver as it is experienced at the 

moment of action (Combs and Snygg (1959). Behavior is a product 

of perception, and those perceptions which operationally define 

individual behavior are known as the self-concept. Specific 

facets of the self-concept—self-acceptance (how the individual 

feels about himself) and self-satisfaction (the degree of dif

ference he perceives between his view of self and his self-ideal) 

87 
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were recommended by Wylie (1961) and others as more potentially 

operational constructs for studying the relation of self-concept 

to behavior. Cropper recommended study of the "relationship of 

self-acceptance, hostility, threat, and anxiety to observed 

teacher behavior (1971, p. 84)." 

Self-theory assumes that one's perceptual organization 

can be viewed as a belief system (Combs and Snygg 1959, Brown 

1968); according to Rokeach (1960), the structure of belief-

disbelief systems can be measured along a continuum varying from 

open to closed. Teacher classroom behavior can be systematically 

described and codified (Medley and Mitzel 1963a, Biddle 1969). 

Teacher classroom behaviors selected for systematic ob

servation were categorized as either procedural democratic or 

authoritarian behaviors . Democratic behavior was identified as 

behavior "characterized by shared planning, cooperative execution 

of classroom tasks, choicing, and explanations of any necessary 

limits on student freedom (Cropper 1971, p. 10)." Authoritarian 

behavior was defined as behavior "characterized by exclusive 

teacher control, order and direction within the classroom, and 

an absence of choicing, and unexplained limits on student freedom 

(Cropper 1971, p. 10)." 

The theoretical framework of this research endeavor con

tributes to the further exploration of whether or not a phenom-

enological theory of teaching paralleling a theory of learning 

might be developed. If perceptions and beliefs are 
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significant determiners of behavior, as self-theoriests assert, 

What a teacher believes about himself and his universe may have 

considerable effect on the procedural behaviors he selects for 

use in the classroom. Brown and Webb (1968) emphasized the need 

for empirical investigation in order to identify exact attitudes 

and beliefs having a direct relationship to specific classroom 

behaviors. Investigation of the interrelatedness of the vari

ables specified in this study could contribute to a theory of 

teaching paralleling a theory of learning. 

Literature pertinent to the investigation was reviewed 

in terms of (1) the role of the self-concept in the determination 

of individual behavior, (2) the relation of beliefs, belief sys

tems, and behavior, and (3) the theory of the instrumentation 

used in gathering data for the study. Particular attention was 

given to self-acceptance, self-adequacy and the non-threatened 

personality, as specific facets of the self-concept, influential 

in determining individual behavior. 

The Participants and the 
Methodology 

Data from fifty-three social studies teachers in the 

metropolitan area were analyzed. This total number from whom 

data were gathered represents a combining of subjects from two 

investigations. In the current study, data were collected from 

a random sample of twenty-five subjects from a total population 

of 169 social studies teachers in the metropolitan area. 
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Participants completed the Bills' Index of Adjustment and Values, 

the Rokeach Dogmatism Scale (Form E), and audio-taped a repre

sentative sample of classroom behavior; three twenty-minute seg

ments were analyzed using the Procedural Observation System 

(Cropper 1971), which utilizes teacher statements as the unit of 

analysis. Application of the code in analyzing the verbal class

room behavior of teachers classified these behaviors as democrat

ic or authoritarian. 

Twenty-eight subjects from Croppers 1971 study, a dif

ferent random sampling from that of the current investigation, 

completed the Dogmatism Scale. These subjects had previously 

responded to the Index of Adjustment and Values; additional mea

surements (raw scores) from the IAV were computed, since only the 

self-concept score had been used by Cropper in her 1971 investi

gation. Both the IAV and the Dogmatism Scale have satisfactory 

stability coefficients, reported in Chapter 3, so that the effect 

of the extraneous variable of history (Campbell and Stanley 1963) 

in the collecting of data was minimized even though the Dogmatism 

Scale was administered to Cropper's subjects several months after 

their completion of the IAV. Teacher classroom behavior for the 

twenty-eight subjects had been previously analyzed by Cropper, 

whose design is partially replicated in the current investiga

tion. 

The combination of the results of the instrumentation 

administered to fifty-three subjects produced the data which was 

analyzed in testing the hypotheses of this study. 
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In self-concept measurement, the accuracy of self-report 

is a problem which has concerned many researchers. A review of 

the literature pertinent to the theory of instrumentation of this 

investigation (in Chapter 2) assumes that self-report is verbal 

behavior from which inferences of the self-concept can be made 

(Combs and Soper 1959, Combs and Snygg 1959, Rogers 1951). It 

is recognized that reported beliefs about self-concept are not 

completely accurate measures of self-concept; however, subjects 

were assured of anonymity and their frankness of response en

couraged. In her comprehensive review, Wylie found much more 

information available on "norms, reliability and validity of the 

Bills' Index of Adjustment and Values than any other measure of 

the self-concept (1961, p. 70)." 

Another limiting factor in the design was the possibility 

of bias from the subjects, who, although randomly selected, yet 

had to be willing to participate in the investigation. Their in

terest in research and minimal threat from examination of per

sonal attitudes and beliefs could have been a biasing factor. 

The fact that only social studies teachers were involved in the 

study is restrictive of the generalizability of results. 

The Findings 

The following hypotheses, stated in the substantive form, 

were tested in the investigation. Intercorrelations of the vari

ables were analyzed through the computation of the Pearson 
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Product-moment coefficient of correlation, and significance 

tested at the .05 level of significance. 

1. Teachers who are accepting of self will report funda

mental philosophic beliefs which are low in dogmatism and can be 

characterized by openness . 

2. Teachers who are accepting of self will exhibit 

classroom behaviors which tend to be democratic rather than au

thoritarian . 

3. Teachers indicating fundamental philosophic beliefs 

low in dogmatism will exhibit classroom behaviors which tend to 

be democratic rather than authoritarian. 

4. Teachers who indicate positive self-acceptance on 

self-report will reflect less evidence of perceived threat to 

self on personal and social adjustment scales. 

5. There will be identifiable relationships among the 

variables of reported self-acceptance, self-satisfaction, degree 

of dogmatism of fundamental philosophic beliefs, perceived threat 

and anxiety, and observed behavior in the classroom as measured 

by the Bills' Index of Adjustment and Values, the Rokeach Dog

matism Scale (Form E), and Cropper's Observation System for the 

Analysis of Procedural Teacher Behavior. 

The hypotheses were rejected. With one exception, no 

significant relationships were found among the selected catego

ries of teacher behavior in the classroom, self-acceptance and 

fundamental philosophic belief structures varying from open to 
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closed. Self-acceptance and self-satisfaction (low discrepancies 

between perceptions of self and ideal self) correlated signifi

cantly at the .05 level. This significant correlation agreed 

with the directional, but non-significant, correlation between 

self-acceptance, self-satisfaction, and inferences regarding less 

perception of threat to self. Bills' theoretical constructs in

dicate that small discrepancy between perceptions of self and 

self-ideal is a measure of self-satisfaction and therefore less 

perception of threat. Rokeach's theory indicates less perception 

of threat in open belief structures . 

Relationships in the expected direction were found be

tween both self-acceptance and self-satisfaction and openness of 

belief structures, between self-satisfaction and the percentage 

of democratic teacher behavior in the classroom, between openness 

of belief structures and the percentage of democratic behavior in 

the classroom. 

Implications and Recommendations 

With one exception, no significant relationships were 

found among the variables investigated. These results have led 

the writer to consider the following possibilities in regard to 

design and methodology: 

1. The hypotheses may not have included adequate speci

fication of variables for investigation of existing relationships 

between self-concept and the selected categories of teacher be

havior in the classroom. 
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2. The instruments used in the collection of data may 

not be able to distinguish adequately differences in scores 

around the means. 

3. Self-report may be inadequate in the measurement of 

the self-concept; the observation system for analyzing teacher 

behavior in the classroom may be faulty in distinguishing differ

ences between the selected categories of teacher classroom behav

ior, particularly among those scores which group around the mean. 

4. Restriction of the sample to social studies teachers 

may have tended to distort results. 

Although the findings were not statistically significant, 

correlations in the expected direction of the hypotheses may be 

meaningful to further researchers. The importance of directional 

evidence in the measurement of attitudes and beliefs was stressed 

by Rokeach: 

Conventions regarding statistical significance at 
the 5-per cent and 1-per cent levels rest upon the as
sumption that the results of each study are to be eval
uated separately for statistical significance, 
independently from the results obtained in all other 
relevant studies . Suppose all the differences reported 
herein [The Open and Closed Mind] turned out to be sig
nificant at the 15-per cent instead of the usual 5-per 
cent level? What we are driving at is that in evaluat
ing the outcome of our research effort from a statis
tical standpoint, the trend of results is a more 
important consideration than the precise level of sig
nificance achieved by a particular set of differences 
(1960, p. 405). 
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The Trend of Results and the 
Procedural Observation System 

Pertinent to Rokeach's observation (cited above) is the 

directional evidence between the openness of belief structures 

and the percentage of democratic teacher behavior in the class

room. The inverse relationship between low dogmatism and greater 

use of democratic procedures was in the expected direction. The 

trend of results from additional studies utilizing the Procedural 

Observation System in studying democratic and authoritarian 

teacher behaviors in the classroom could contribute further data 

useful in examining the validity of the code and its theoretical 

constructs. 

The Trend of Results and the 
Extreme Scores 

Certain individual extreme scores support the trend of 

results. For example, the subject with the highest dogmatism 

score in the current study is the single subject whose question

ing procedures were solely in the cognitive-memory category; no 

examples of evaluative or divergent questioning were found. The 

subject with the highest percentage of democratic behavior in the 

total sampling also had the lowest dogmatism score. The subject 

with the highest self-acceptance (IAV Column II) scored below the 

mean on the Dogmatism Scale. 
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The Relation of the Self-Concept 
Measurement and the Dogmatism Scale 

One relationship not examined in testing the hypotheses 

of this investigation raises a question for future research. The 

Pearson Product-moment correlation of self-concept (IAV Column I) 

and dogmatism approached significance at the .05 level. Is there 

a relationship between closed belief systems and one's reported 

perceptions of self? The coefficient of correlation of the IAV 

Perception of Others (Column I) and dogmatism also approached 

significance, giving rise to a question paralleling the first. 

Is there a relationship between positive self-report, reported 

perceptions of others, and closed belief systems? Is dogmatism 

a concomitant of positive report of self and others? 

Rokeach suggested the fundamental basis of the defining 

characteristic of openness and closedness as "the extent to 

which there is reliance on absolute authority (1960, p. 60). . . 

and the extent to which the individual in any situation can re

ceive, evaluate and act on relevant information from the outside 

on its own intrinsic merits (1960, p. 57)." Is positive report 

of self associated with reliance on outside authority? Does 

reliance on outside authority reinforce positive views of self 

and others? 

Analysis of specific items of the Dogmatism Scale and the 

traits rated in the self-concept measurement (Column I) of the 

Index of Adjustment and Values might yield pertinent data on this 

question. Items of the Dogmatism Scale were designed to tap 
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specific dimensions of belief-disbelief systems (Appendix B). 

These relationships should be examined. 

The Relationships Between the 
Current Investigation and 
Training Programs 

The findings of this study and those of Downey (1966) and 

Cropper (1971) have implications for pre-service and in-service 

programs. Cropper found no significant relationship between 

self-concept and teachers' use of democratic or authoritarian 

procedural behavior in the classroom. Downey (1966) found no 

significant relationship between teachers' personality systems 

or their teaching patterns and the openness or closedness of 

their schools' organizational climate. 

If, as Downey suggested, role expectation and the effect 

of role learning result in "socialization into a common role 

which tends to produce common behavior (1966, p. 91)," those in

volved in the training of teachers need to be aware of the im

portance of the role perceptions of prospective and in-service 

teachers. 

If teacher classroom behaviors which provide for "shared 

planning, cooperative execution of classroom tasks, choicing, and 

explanations of any necessary limits on student freedom (Cropper 

1971, p. 10)," are desirable in schools in our society, then 

training models which help teachers and administrators perceive 

these role expectations seem warranted. Clark and Kadis' defini

tion of a class, as set forth in Humanistic Teaching, seems to 
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affirm categories of democratic teacher behaviors established in 

the Procedural Observation code: 

The class is by nature a community. Each of the 
many different kinds of communities in the world has 
various subgroups and leaders. The teacher, the most 
obvious leader of the total classroom community, in
fluences it significantly. Most teachers in the United 
States consider themselves democratic rather than au
thoritarian or laissez-faire leaders, yet they are a 
mixture of all three styles with one dominating.... 
A teacher whose style is predominantly democratic tends 
to structure a democratic classroom community which 
facilitates learning that will be useful in a demo
cratic world (1971, p. 56). 

If positive views of self and others are desirable for 

teachers as they work with students in a helping relationship 

(Combs, Kelley, Rogers, and Maslow 1962), behaviors revealing and 

demonstrating these positive self-perceptions need to be intro

duced and supported in the role expectations. If openness of 

attitudes and beliefs is desirable for teachers, there should be 

availability of perceptions of this expectation in their percep

tual fields and opportunities for varied differentiations. 

Hill pointed out that "attitudes not only appear to af

fect teacher competency, but evidence indicates that attitudes 

change with training (1971, p. 34)." Bloom (1964, p. 195) re

ported that there must be a sizeable change in an individual's 

environment if attitudes are to change in a substantial way. 

A training program based on the relationship of percep

tual theory and the use of democratic procedural behaviors by 

teachers in the classroom could be developed and examined em

pirically with particular attention given to interactive effects 
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of the variables investigated. The Procedural Observation System 

developed by Cropper is recommended both as a method by which 

teachers learn about their own behaviors and as instrumentation 

for measurement of the effects of the training program. It is 

further recommended that attention be given to extending the 

training model and the use of the code beyond the sample of so

cial studies teachers. Modifications of the use of code in 

classifying teacher behaviors in classrooms other than social 

studies, could be an area for further research. 

The directional evidence found in the current investiga

tion of the relationships of self-acceptance, self-satisfaction 

and openness of belief structures, of self-satisfaction and the 

percentage of democratic behavior in the classroom, and of open

ness of belief structures and the percentage of democratic be

havior in the classroom, may support the development and testing 

of such a training program design. 
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Invitation to Participants 

-  „  x  T H E  U N I V E R S I T Y  O F  A R I Z O N A  
T U C S O N ,  A R I Z O N A  8 5 7 2 1  

n-V-i'io] 
COLLEGE OF EDUCATION 

*" DEPARTMENT OF SECONDARY EDUCATION 

As a result of a random sampling of Tucson area 
social studies teachers, you have "been selected 
to participate in a research study being con
ducted through the Department of Secondary Edu
cation. Approval to invite teachers, randomly 
selected, to participate in the study has been 
received from administrators in the four Tucson 
school districts. 

We will telephone you within the next week to 
explain the nature of the study and to determine 
whether or not you would be interested in parti
cipating. 

We would very much appreciate your assistance 
in carrying out this research effort inasmuch 
as we feel its results can contribute to our 
mutual interest—the improvement of education. 

Sincerely yours, 

Richard C. Krebs, Head 
Department of Secondary Education 

Paul M. Allen, Professor 

Florence Reynolds 



Letter to Principals 

T H E  U N I V E R S I T Y  O F  A R I Z O N A  
T U C S O N ,  A R I Z O N A  8 5 7  2  1  

COLLEGE OF EDUCATION 
DEPARTMENT OF SECONDARY EDUCATION 

Thanks very much for giving approval for me to 
ask three teachers in your building to take part 
in the dissertation study which I am carrying 
out. 

After drawing a random sample of social studies 
teachers in the Tucson area, the following are 
those from your building whom I will soon be 
inviting to participate: 

Again, thanks. I will keep you informed of 
any changes which may occur. 

Sincerely yours , 

Florence Reynolds 
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GENERAL INSTRUCTIONS 

On the following pages you will be asked to complete two scales: 

1. the Bills Index of Adjustment and Values 

a. Perceptions of Self 
b. Perceptions of Others 

2. the Rokeach Scale 

Each separate scale has detailed directions indicating how it 
should be marked. It is quite important that you be veiy honest and 
frank in your responses. 

There is no need for you to write your name on these materials. 
A code number which has been assigned to you appears in the upper right 
hand corner of the front cover. This code number will also be used to 
identify your tapes. Place this number on each page of the following 
scales. You may be assured that no attempt will be made to identify 
your name or your school in the results of this research study. 

Please return these materials in the enclosed envelope on or 
before January 17. If you have any questions, please feel free to call 
me. 

The results of this study will be mailed to you next spring when 
all the information has been compiled. Thanks again for your assistance 
in making this project possible. 

Florence Reynolds 
Department of Secondary Education 
College of Education 
University of Arizona 

Phones: 
Home - 792-1275 
Office - 881t-23U2 or 88̂ -1603 
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1. We seem to get the best results by placing the tape recorder in 
the center front area of the room facing the students. This 
positioning of the recorder will pick up most of the students' 
comments as well as the teacher's. 

2. Enclosed is one tape which will run for one hour on each side. 
Please start the recorder as the students are coming in (before 
the bell rings) and let it run until the class is completely over. 

3. We have found that when an external microphone is used, better 
results are obtained if the microphone is on a piece of foam 
rubber. (However, your experience with your equipment may indicate 
that this procedure is not necessary.) Also, it is preferable not 
to place the recorder on a ledge in which there is heating or 
cooling machinery, since the recorder will pick up vibrations. 

4. I have enclosed a return envelope in which you can mail the 
cassette back to me. It would really help if this could be done 
on March 1 (or before) if you have found it convenient to complete 
the taping. 

Thanks very much, 

Florence Reynolds 
Department of Secondary Education 



APPENDIX B 

THE DOGMATISM SCALE, FORM E 

INTRODUCTION 

This section includes: 

1. The defining characteristics of open-closed systems. 

2. Instructions and Scoring Procedures for the Dogmatism 
Scale, Form E. 

3. The items included in the Dogmatism Scale, Form E, 
according to the dimensions of belief systems identi
fied by Rokeach for the measurement of open and closed 
systems. 

This presentation reproduces Rokeach's explanation from The 

Open and Closed Mind (i960, pp. 72-80) except for the omission 

of items not included in Form E of the Dogmatism Scale. Test 

items have been renumbered from 1 to ^0 to indicate item con

tent of Form E of Rokeach's scale. 

A complete presentation of the theoretical constructs of 

the Dogmatism Scale, Form D (sixty-six items) is to be found in 

The Open and Closed Mind (pp. 72-80). 
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THE DEFINING CHARACTERISTICS OF 

OPEN-CLOSED SYSTEMS* 

A Belief-Disbelief System Is 

Open Closed 

A. to the extent thats with respect 
belief-disbelief continuum} 

1. the magnitude of rejection of 
disbelief subsystems is relatively 
low at each point along the con
tinuum; 
2. there is communication of parts 
within and between belief and dis
belief systems; 
3. there is relatively little dis
crepancy in the degree of differ
entiation between belief and dis
belief systems; 
It. there is relatively high dif
ferentiation within the disbelief 
system; 

B. to the extent thatj with respect 
central-peripheral dimensionj 

1. the specific content of primi
tive beliefs (central region) is 
to the effect that the world one 
lives in, or the situation one is 
in at a particular moment, is a 
friendly one; 
2. the formal content of beliefs 
about authority and about people 
who hold to systems of authority 
(intermediate region) is to the 

to its organization along the 

1. the magnitude of rejection of 
disbelief subsystems is relatively 
high at each point along the dis
belief continuum; 
2. there is isolation of parts 
within and between belief and dis
belief systems; 
3. there is relatively great dis
crepancy in the degree of differ
entiation between belief and dis
belief systems; 
U. There is relatively little dif
ferentiation within the disbelief 
system; 

to the organization along the 

1. the specific content of primi
tive beliefs (central region) is 
to the effect that the world one 
lives in, or the situation one is 
in at a particular moment, is a 
threatening one; 
2. the formal content of beliefs 
about authority and about people 
who hold to systems of authority 
(intermediate region) is to the 

*Milton Rokeach, The Open and Closed Mind (i960), pp. 55-56. 
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Open 

effect that authority is not ab
solute and that people are not to 
be evaluated (if they are to be 
evaluated at all) according to 
their agreement or disagreement 
with such authority; 
3. the structure of beliefs and 
disbeliefs perceived to emanate 
from authority (peripheral re
gion) is such that its substruc
tures are in relative communica
tion with each other, and 
finally; 

C. to the extent that3 with respect 
there is a 

1. relatively broad time perspec
tive. 

Closed 

effect that authority is absolute 
and that people are to be accepted 
and rejected according to their 
agreement or disagreement with such 
authority; 

3. the structure of beliefs and 
disbeliefs perceived to emanate 
from authority (peripheral region) 
is such that its substructures are 
in relative isolation with each 
other, and finally; 

to the time-perspective dimension3 

1. relatively narrow, future-
oriented time perspective. 
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INSTRUCTIONS AND SCORING PROCEDURES 
FOR 

THE DOGMATISM SCALE, FORM E 

The Dogmatism Scale is preceded by the following instructions 
(Rokeach i960, pp. 72-73). 

The following is a study of what the general public thinks 
and feels about a number of important social and personal 
questions. The best answer to each statement below is your 
personal opinion. We have tried to cover many different and 
opposing points of view; you may find yourself agreeing strong
ly with some of the statements, disagreeing just as strongly 
with others, and perhaps uncertain about others; whether you 
agree or disagree with any statement, you can be sure that many 
people feel the same as you do. 

Mark each statement in the left margin according to how 
much you agree or disagree with it. Please mark every one. 

Write +1, +2, +3, or -1, -2, -3, depending on how you feel in 
each case. 

+1: I AGREE A LITTLE 

+2: I AGREE ON THE WHOLE 

+3: I AGREE VERY MUCH 

-1: I DISAGREE A LITTLE 

-2: I DISAGREE ON THE WHOLE 

-3: I DISAGREE VERY MUCH 

Scoring procedures for the Dogmatism Scale are indicated as 
follows: 

. . . the subjects indicate disagreement or agreement with 
each item on a scale ranging from -3 to +3, with the 0 point 
excluded in order to force responses toward disagreement or 
agreement. This scale is subsequently converted, for scoring 
purposes, to a l-to-7 scale by adding a constant of U to each 
item score. The total score is the sum of scores obtained on 
all items of the test (Rokeach 19^0, p. 88). 
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THE MEASUREMENT OF OPEN AND CLOSED SYSTEMS* 

ITEMS INVOLVING THE BELIEF-DISBELIEF DIMENSION 

Isolation within and between belief and disbelief systems. Isola
tion refers to the degree of segregation or lack of intercommunication 
"between neighboring regions or subregions. It is assumed that the more 
closed the system the greater the isolation between and within the be
lief and the disbelief systems. Items reflecting various cognitive 
aspects of isolation are as follows: 

(1) Accentuation of differences between the belief and the 
disbelief systems 

1. The United States and Russia have just about 
nothing in common. 

(2) The perception of irrelevance 
(Form E omits this item which is included in Form D 
of the Dogmatism Scale) 

(3) The coexistence of contradictions within the belief sys
tem 

2. The highest form of government is a democracy 
and the highest form of democracy is a govern
ment run by those who are most intelligent. 

3. Even though freedom of speech for all groups 
is a worthwhile goal, it is unfortunately 
necessary to restrict the freedom of certain 
political groups. 

Relative degrees of differentiation of the belief and the disbelief 
systems. The belief system is assumed to be generally more differen
tiated than the disbelief system. It is further assumed that with an 
increase in closedness there will be less differentiation of disbelief 
subsystems with respect to each other; that is, different disbelief 
subsystems will be perceived as "the same." 

(1) Relative amount of knowledge possessed 
U. It is only natural that a person would have a 

much better acquaintance with ideas he believes 
in than with ideas he opposes. 

(2) Dedifferentiation within the disbelief system 
(Form E omits this item which was included in 
Form D) 

*Rokeach 1960, pp. 72-80. 
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ITEMS INVOLVING THE CENTRAL-PERIPHERAL DIMENSION 

Specific content of primitive beliefs. As noted in Chapter 2 
[The Open and Closed Mind], the central region is composed of a con
stellation of "pre-ideological" primitive beliefs, for the most part 
unverbalized, that historically are prior to the rest of the beliefs 
in the system. These primitive beliefs are concerned with whether the 
world we live in is friendly or hostile, what the future has in store 
for us, the adequacy of the self, and what must be done to alleviate 
feelings of inadequacy. It is assumed that the more closed the sys
tem, the more will the content of such beliefs be to the effect that 
we live alone, isolated and helpless in a friendless world; that we 
live in a world wherein the future is uncertain; that the self is 
fundamentally unworthy and inadequate to cope alone with this friend
less world; and that the way to overcome such feelings is by a self-
aggrandizing and self-righteous identification with a cause, a 
concern with power and status, and by a compulsive self-
pros elytiz at ion about the justness of such a cause. 

(1) Beliefs regarding the alonenesss isolations and helpless
ness of man 

5« Man on his own is a helpless and miserable 
creature. 

6. Fundamentally, the world we live in is a pretty 
lonesome place. 

7. Most people just don't give a "damn" for others. 
8. I'd like it if I could find someone who would 

tell me how to solve my personal problems. 

(2) Beliefs regarding the uncertainty of the future 
(a) Fear of the future 

9. It is only natural for a person to be rather 
fearful of the future. 

(b) A feeling of urgency 
10. There is so much to be done and so little time 

to do it in. 
(c) Compulsive repetition of ideas and arguments 

(self-proselytization) 
11. Once I get wound up in a heated discussion I 

just can't stop. 
12. In a discussion I often find it necessary to re

peat nyself several times to make sure I am being 
understood. 

13. In a heated discussion I generally become so ab
sorbed in what I am going to say that I forget 
to listen to what the others are saying. 
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(3) Beliefs about self-adequacy and inadequacy 
(a) Need for martyrdom 

lU. It is better to be a dead hero than to be a 
live coward. 

(b) Conflict within the self 
(c) Self-deprecation 

(H) Self-aggrandizement as a defense against self-inadequacy 
(a) Concern with power and status 

15. While I don't like to admit this even to myself, 
my secret ambition is to become a great man, 
like Einstein, or Beethoven, or Shakespeare. 

16. The main thing in life is for a person to want 
to do something important. 

17. If given the chance I would do something of 
great benefit to the world. 

(b) Moral self-righteousness 

(5) Paranoid outlook on life 
(Form E omits this item which was included in Form D) 

Formal content of the intermediate belief region. It will be re
called that in the intermediate region we have represented beliefs 
about the nature of positive and negative authority, ranging from ra
tional at one extreme to arbitrary at the other, and beliefs about 
people, having to do with the extent to which people are accepted and 
rejected according to the positive and negative authorities they line 
up with. The more closed the belief-disbelief system, the more will 
authority be seen as absolute and the more will people be accepted and 
rejected because they agree or disagree with one's belief-disbelief 
system. 

(I) Authoritarianism 
(a) Beliefs in positive and negative authority 

18. In the history of mankind there have probably 
been just a handful of really great thinkers. 

19• There are a number of people I have come to 
hate because of the things they stand for. 

(b) Belief in the cause 
20. A man who does not believe in some great cause 

has not really lived. 
21. It is only when a person devotes himself to an 

ideal or cause that life becomes meaningful. 
22. Of all the different philosophies which exist 

in this world there is probably only one which 
is correct. 

23. A person who gets enthusiastic about too many 
causes is likely to be a pretty "wishy-washy" 
sort of person. 
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2U. To compromise with our political opponents is 
dangerous because it usually leads to the be
trayal of our own side. 

25. When it comes to differences of opinion in re
ligion we must be careful not to compromise with 
those who believe differently from the way we do. 

26. In times like these, a person must be pretty 
selfish if he considers primarily his own happi
ness . 

(2) Intolerance 
(a) Toward the renegade [Persons adhering to disbelief 

subsystems most similar to one's own belief system— 
factional or renegade systems—are often likely to be 
perceived as especially threatening to the validity 
of the belief system. We assume that this will be
come increasingly the case the more closed the sys
tem. J 
27. The worst crime a person could commit is to at

tack publicly the people who believe in the same 
thing he does. 

28. In times like these it is often necessary to be 
more on guard against ideas put out by people or 
groups in one's own camp than by those in the 
opposing camp. 

29. A group which tolerates too much differences of 
opinion among its own members cannot exist for 
long. 

(b) Toward the disbeliever 
30. There are two kinds of people in this world: 

those who are for the truth and those who are 
against the truth. 

31. My blood boils whenever a person stubbornly re
fuses to admit he's wrong. 

32. A person who thinks primarily of his own happi
ness is beneath contempt. 

33. Most of the ideas which get printed nowadays 
aren't worth the paper they are printed on. 

Interrelations among primitive, intermediate, and peripheral be
liefs. The more closed the system, the more will a change in a par
ticular peripheral belief be determined by a prior change in the 
intermediate (authority) region. Further, the primitive and inter
mediate regions are assumed to control not only what will be repre
sented in the peripheral region but also what will not be represented, 
that is, narrowed out. 
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(1) Tendency to make a party-line change [Referring to a 
change in peripheral beliefs following a change in inter
mediate beliefs.] 

3̂ . In this complicated world of ours the only way 
we can know what's going on is to rely on lead
ers or experts who can be trusted. 

35- It is often desirable to reserve judgment about 
what's going on until one has had a chance to 
hear the opinions of those one respects. 

(2) Narrowing [Referring to the selective avoidance of contact 
with facts, events, etc., incongruent with one's belief-
disbelief system.] 

36. In the long run the best way to live is to pick 
friends and associates whose tastes and beliefs 
are the same as one's own. 

ITEMS INVOLVING THE TIME-PERSPECTIVE DIMENSION 

It is assumed that the more closed the belief-disbelief system, the 
more will its organization be future- or past-oriented, and the more 
will the present be rejected as important in its own right. Expres
sions of such a time perspective are to be found in one's attitude 
toward the use of force as a way of revising the present. 

Attitude toward the past., present} and future 
37• The present is all too often full of unhappiness. 

It is only the future that counts. 

Knowing the future 
38. If a man is to accomplish his mission in life it is 

sometimes necessary to gamble "all or nothing at 
all." 

39• Unfortunately, a good many people with whom I have 
discussed important social and moral problems don't 
really understand what's going on. 

Uo. Most people just don't know what's good for them. 

Belief in force as a way to revise the present 
(Form E omits this item which was included in Form B) 
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THE INDEX OF ADJUSTMENT AND VALUES 

This section includes: 

1. Introduction. 
2. Instructions for Perceptions of Self Section and Self Scale. 
3. Instructions for Perceptions of Others Section and Others 

Scale. 
U. Scoring Procedures. 

INTRODUCTION 

The following scale consists of two major parts. The first sec
tion deals with how you perceive yourself as a teacher and how you would 
like to see yourself. The second section deals with how you generally 
perceive the other people like yourself. 

In this booklet is a list of ^9 trait words. You will be asked 
to answer three questions about yourself and three about other people 
for each of these traits. For yourself, these questions are: 1. How 
often are you this sort of person? 2. How do you feel about being this 
way? and 3. How much of the time would you like this trait to be char
acteristic of you? 

You will also answer these same three questions about other peo
ple. In order to do this you will first think about other people like 
you (in this case, other social studies teachers), and then anbtMeA the. 
question6 a6 you tlvLnk thz average. mmboA otf tkh> gioup woutd. an&weA -it 
fioA. huU2Z£. 

Please complete the ratings for yourself before you make the 
ratings for "other people." Be certain that you use the answer sheet 
"SELF" in the upper right hand corner for yourself and the one marked 
"OTHERS" when making the ratings for other people. Finally, please make 
the three ratings for each trait before going to the next trait. 
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On the opposite page is a list of terms that to a certain degree describe 
teachers. You are to start with the word "acceptable" and fill in col
umns I, II, and III for that word before going on to the next word. Be 
honest with yourself so that your description will be a true measure of 
how you look at yourself as a teacher. (The term "academic" will be used 
to illustrate how you are to mark each column.) 

I. In marking column I, take each term separately and apply it to your
self by completing the following sentence: I am a. [an) peAAOn. 
In this example it would read, "I am an academic person. Next, de
cide how much ofi the. time. this statement is like you (is typical or 
characteristic of you as an individual) and rate yourself on a scale 
from one to five (1-5) according to the following key: 

(1) Seldom is this like me. 
(2) Occasionally this is like me. 
(3) About half of the time this is like me. 
(U) A good deal of the time this is like me. 
(5) Most of the time this is like me. 

A number "2" placed in column "I" beside the word "academic" would 
indicate the person believes he is occasionally an academic person. 

II. In marking column II, indicate how you about yourself as you 
described yourself in column "I" by using the following key: 

(1) I very much dislike being as I am in this respect. 
(2) I dislike being as I am in this respect. 
(3) I neither dislike nor like being as I am in this respect. 
(U) I like being as I am in this respect. 
(5) I like very much being as I am in this respect. 

A number "2" placed in column "II" beside the word "academic" would 
indicate that the person disliked being occasionally an academic 
person. (Note this refers to column "I".) 

III. In marking column III, complete the' following sentence for each term: 
I WouZd ZJJze. to be. a (an) peMon. In this example it would 
read, "I would like to be an academic person." Next, decide how 
much ofi the. time, you would like this trait to be characteristic of 
you and rate yourself on the following scale: 

(1) Seldom would I like this to be me. 
(2) Occasionally I would like this to be me. 
(3) About half of the time I would like this to be me. 
(^) A good deal of the time I would like this to be me. 
(5) Most of the time I would like this to be me. 

If a number "5"  were placed in column III beside the word "academic" 
this would indicate that most of the time I would like to be an 
academic person. 



P&Acziotcom of SoJtf Scale. 

a. 
I 

academic 
II III 

25. meddlesome 

1. acceptable 26. merry 

2. accurate 27- mature 

3. alert 28. nervous 

k. ambitious 29- normal 

5. annoying 30. optimistic 

6. busy 31. poised 

7. calm 32. purposeful 

8. charming 33. reasonable 

9. clever 3 k .  reckless 

10. competent 35. responsible 

11. confident 36. sarcastic 

12. considerate 37. sincere 

13. cruel 38. stable 

lit. democratic 39. studious 

15- dependable Uo. successful 

16. economical k l .  stubborn 

17. efficient k 2 .  tactful 

H
 

00
 

fearful k 3 .  teachable 

19. friendly 1+1+. useful 

20. fashionable k 5 .  worthy 

21. helpful k 6 .  broad-minded 

22. intellectual k l .  businesslike 

23. kind 1*8. competitive 

2 k .  logical 1+9. fault-finding 
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InAtAuctionA fan PeAceptioni of, OtheM Se.dti.on 

On the opposite page is a list of terms that to a certain degree describe 
teachers. You are to start with the word "acceptable" and fill in col
umns I, II, and III for that word before going on to the next term. 
(The term "academic" will be used to illustrate how you are to mark each 
column.) 

I. In marking column I, take each term separately and apply it to the 
average teacher in the following manner: He. -C6 a. [an] peAAon. 
In this example it would read, "He is an academic person. Next, de
cide how muck o£ the time. this statement is like the average teacher 
(is typical or characteristic of him in general) and rate him as_ he 
would rate himself on the following scale: 

fl) Seldom is this like he sees himself. 
(2) Occasionally this is the way he sees himself. 
(3) About half of the time this is the way he sees himself. 
(U) A good deal of the time this is the way he sees himself. 
(5) Most of the time this is the way he sees himself. 

A number "l" beside the term "academic" in column "I" would indicate 
that the average teacher seldom sees himself as an academic person. 

II. In marking column II, indicate how he. &e.eZl> about himself as de
scribed in column "I" using the following scale: 

(1) He very much dislikes being as he is in this respect. 
(2) He dislikes being as he is in this respect. 
(3) He neither dislikes nor likes being as he is in this 

respect. 
(10 He likes being as he is in this respect. 
(5) He very much likes being as he is in this respect. 

A number "2" beside the term "academic" in column "II" would indi
cate that this average teacher dislikes seldom being an academic 
person. (Note that this refers to column I.) 

III. In marking column III, complete the following sentence for each 
term: He. WouZd tike, to be a (an) peAion. In this example 
it would read, "He would like to be an academic person." Next, de
cide how much ofi the. time, this average teacher would like this trait 
to be characteristic of him and rate him on the following scale: 

(1) Seldom would he like this to be him. 
(2) Occasionally he would like this to be him. 
(3) About half of the time he would like this to be him. 
(1+) A good deal of the time he would like this to be him. 
(5) Most of the time he would like this to be him. 

A number "5" beside the term "academic" in column "III" would indi
cate that the average teacher would like to be an academic person 
most of the time. 
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PeAazytLote, 

II III 

a. academic 

1. acceptable 

2. accurate 

3. alert 

U. ambitious 

5. annoying _ 

6. busy _ 

7. calm __ 

8. charming _ 

9. clever _ 

10. competent _ 

11. confident 

12. considerate 

13. cruel 

lU. democratic 

15. dependable 

16. economical 

17. efficient 

18. fearful 

19. friendly 

20. fashionable 

21. helpful 

22. int elle ctual 

23. kind 

2h. logical 

OtkeM Scale, 

] 

25. meddlesome 

26. merry 

27. mature 

28. nervous 

29. normal 

30. optimistic 

31. poised — 

32. purposeful 

33. reasonable 

3U. reckless __ 

35. responsible _ 

36. sarcastic _ 

37. sincere _ 

38. stable _ 

39. studious 

U0. success fill 

1+1. stubborn 

U2. tactful 

U3. teachable 

UU. useful 

b5. worthy 

h6. broad-minded 

1+7. businesslike 

U8. competitive 

U9. fault-finding 

II III 
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Scoring Vn.oc.zduJLQA 

The scores of the Index of Adjustment and Values are obtained by: 

1. adding each of the three columns, after reversing 
negative traits in Columns I and III and 

2. finding the sum of the differences between Columns I 
and III, summed without regard to sign. 

Scores yielded are the self-concept (Column I), acceptance of self 
(Column II), and concept of idea self (Column III). The discrepancy 
score is the total of the differences between the self-concept (Column I 
and the ideal self rating (Column III) after negative traits have been 
reversed (Bills' undated manual, pp. 11-12). 

The categorical score is described by Bills as follows: 

Other predictions can be made from a combination of the 
acceptance-of-self score of the "Self" Index and the Column II 
score of the "Others" Index. With these two scores, subjects 
may be divided into four categories: + and -
The first of each of these signs refers to the Column II score 
of the "Self" Index. If this score is above the mean (l8^ or 
greater) the sign is +, but if it is below the mean (l83* or 
less) it is -. The second sign of each pair is obtained from 
the Column II score of the "Others" Index. If this score is 
equal to or greater than the "Self" Column II score it is +, if 
less it is -. Thus, a + + person has an above average self-
acceptance score and an "Others" Column II score equal to or 
greater than his self-acceptance score, and a - + has a below 
average self-acceptance score coupled with an "Others" Column 
II score equal, to or greater than his self-acceptance score. 

The above relationships between the scores on the "Self" 
and "Others" Indexes may be expressed numerically by means of 
the following formulae: 

For + + the score is "Others" Column II minus "Self" Column II 
For - + the score is "Others" Column II minus "Self" Column II 
For + - the score is "Self" Column II minus "Others" Column II 

plus 50 
For - - the score is "Self" Column II minus "Others" Column II 

plus 50 (Bills undated manual, p. 15)-

*Adult norms in process (N=888) indicate the mean of Column II 
self-acceptance score as 183.7. 



APPENDIX D 

THE ANALYSIS OF PROCEDURAL TEACHER BEHAVIOR 

INSTRUCTION FOR USING CODE 

1. Code each teacher statement by checking the appropriate 
category. 

2. If the teacher shifts from one category to another with
in a single statement, code each change of category. 

3. Place only one check in each column. 

4. Whenever categories 5a or 5b are checked, the coder must 
also check categories la or lb. 

5. A rhetorical question is to be coded the same as the pre
ceding or following statement with which it corresponds. 

6. Categories 4a and 6g are considered neither inherently 
democratic nor authoritarian, and they should not be in
cluded in a final tally of dominant behavior based on 
these criteria. 
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OBSERVATION SYM'.'K FOP. THE ANALYSIS OF 

PROCEDURAL TEACHER BEHAVIORS* 

INTRODUCTION 

This code is designed to classify the proce- I 
I 

dures teachers use in general classroom situations. . 

It is concerned, then, with how the teacher inter

acts with students and rakes no attempt to analyze 

the topics being considered. The categories fall ' 
! 

into two broad areas—democratic procedures and I 
I 

authoritarian procedures. These categories repre- j 

sent a variety of classroom activities and methods 1 

thought to be central to the teaching task. 

*Cropper 1971, pp. 107-119. 
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CATEGORIES OF THE PnOCtDIPvAL 

OBSERVATION ANALYSIS SYSTEM 

1. Giving Instructional Directions 

A. Two or more difforent actions 
acceptable 

B. Only one action acceptable 

2. Limits on Student Behavior 

A. Institutional criteria 
B. Personal criteria 

3. Information-Giving 

A. Discussion 
B. Lecture 

4. Questioning 

A. Clarifying feedback 
B. Divergent 
C. Evaluative 
D. Convergent 
E. Cognitive-memory 

5. Planning 

A. Cooperative 
B. Unilateral 

6. Responding Actions 

A. Commending 
B. Crit.icix.ing 
C. Encouraging 
D. Blocking-

E. Using 
F. Ignoring 
G. Attending 

7. Other 

8. Silence or Confusion 



123 

109 

DEFINITIONS AT© SAMPLE TEACHEP. STATEMENTS 

FOR TOE ANALYSIS OF 

PROCEDURAL TEACHER BEHAVIOR 

1. GIVING INSTRUCTIONAL DIRECTIONS 

A. Two or more different actions acceptable 

. Definition j 

The teacher indicates that students have an ! 
opportunity to choose between equally accept- ! 
able alternatives (two or more) in fulfilling 
a task. 

Examples 

"T: At the conclusion of this project you may re
port your findings in several ways. Either 
a written report, an oral report, or a poster 
presentation would be acceptable. If you have 
any other ideas I'll be glad to tall; with you 
about them. 

* * * 

S: Hay we hand in some magazine reports instead 
of a book report this time? 

T: Yes. That would be fine. 

B. One action acceptable 

Definition , 

Students have no opportunity to choose--no j 
options are available. The task to be carried 
out has only one acceptable action. 
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Examples 

T: Turn to page 93 and becjin reading. 

* * * 

T: Your assignment for tomorrow is to write out 
the answers to the questions at the end of 
Chapter 4. 

* * * 

S: Do we have to write the essay in ink? 

T: Yes. All written work must be done in ink. 

2. LIMITS ON STUDENT BEHAVIOR 

A.' Institutional criteria 

. Definition 

The teacher indicates that certain behavior is 
unacceptable or that a specific action nay not 
be pursued because it is contrary to recognized 
policy or the public (including other students 
1n classroom) good. 

Examples 

T: We cannot go on the field trip you asked about 
because a bus is not available and the dis
trict will not allow us to use personal cars. 

* * • * 

T: You must be more quiet back there so that the 
rest of us can hear Sharon. 

B. Personal criteria 

Definition —• 

The teacher indicates that certain behavior is 
unacceptable or that a specific action may not 
be pursued because he personally finds it unde
sirable or unpleasant. 
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3. INFORMATION-GIVING 

A. Discussion 

111 

E'xai.-p Inn 

T: I will not stand for any more of this non
sense! t.'ow settle down. 

T: I do not want you to go to the library today. 

Vafinition 

The teacher is giving information while invit
ing student comments, dealing with student-
initiated responses, or asking a question at 
least every three statements. 

Example 

T: The film that we saw yesterday on the history 
and geography of Southeast Asia has given you 
a good background for our discussion of 
nationalism. 

S: I'm not exactly sure what nationalism is, 
really. 

T: I believe we decided nationalism was a feeling 
of patriotism or unity within a country. Of 
course almost every country is nationalistic 
to some degree or it doesn't exist for very 
long. We would not say the people of South
east Asia were nationalistic during the 19th 
Century, but vie v;ould say they are more 
nationalistic today. 

S: I don't think they are very patriotic even 
now. . . especially in Vietnam. 
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B. Lecture 

Definition . 

The teacher is engaged in uninterrupted talk j 
for four or more consecutive statements while j 
giving information to the students. He neither 
invites nor deals with student comments during 
this period of time. 

Example. 

T: Today I would like to talk with you about the 
Soviet Union. You will remember that yester
day we luid just begun to discuss Communism as 
it has developed in Russia. Now, while Russia 
is considered a part of Europe in terms of its 
geography, it certainly has nat been a "west
ern" nation as have Go many or France. Its 
people arc both European and Asian. This has 
given the . . . 

S: (interrupting) What exactly makes a "western" 
country different from any other country? 

T: If you had been listening yesterday you would 
know that we have already talked about that. 
Now, ah, this having both Asian and European 
people in its population has given the Rus
sians some advantages. They have insight 
into the thought processes and needs of the 
developing Asian nations that the U.S. and 
others haven't had. This has been a special 
advantage in their propaganda and economic aid 
moves to many of the emerging nations in Asia. 
Russian Communism, however, was the result of 
two westerners, Marx and Engles. Because Rus
sia, at that time, was mainly an agricultural 
country they had to modify the ideas of these 
two men who had been advocating change in the 
more industrial areas of the world. So the 
first Russian Communists build a government 
much like their old authoritarian type of 
rule--a comnunism that would work in a rural 
country. 
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QUESTIONING 

A. Clarifying feedback 

Definition 

The teacher asks whether the pupils understand 
the assignment or some comments which have been 
made. 

Examples 

T: Are there any questions? 

* * 

T: Does everyone understand the assignment? 

B. Divergent 

Ik'.firfi Lion 

The teacher asks a question which allows the 
student to produce a variety of acceptable 
answers. 

Examples 

T: How could the U.S. promote peace in the Middle 
East? 

* * * 

T: Why did many of the colonists leave Europe to 
settle in the New World? 

C. Evaluative 

Definition 

The teacher asks a question which is answered 
by formulating an opinion, making a value judg
ment, or weighing and assessing alternatives. 
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Excenploa 

T: How effective has the .United Nations been in 
keeping pcace throughout the world? 

* * * 

T: What do you think about fair housing laws, 
Sally? 

D.' Convergent 

Definition 

The teacher asks a question which requires the 
students to use a number of facts and arrive at 
right answer through an inductive process. 

Example 

T: What, goociraphic factors lead to the rapid 
growth of Chicago? 

E. Cognitive-memory 

Definition 

The teacher asks a question which requires re
calling facts or ideas which the students are 
expected to already know. 

Examples 

T: Jerry, would you please summarize our discus
sion of the events leading up to the Boston 
Tea Party? 

* * * 

T: Who were the major partys' Presidential candi
dates in the election of 1948? 
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5. PLANNING 

A. Cooperative 

Definition 

The teacher indicates that some aspect of a 
classroom activity or assignment was mutually 
or cooperatively ayreed upon—that students 
shared the organizational task with the 
teacher. 

Examples 

T: Last week v/hen you decided to have another de
bate I suggested several topicsyou might like 
to investigate. Did you decide'on one of them 
or do you have another suggestion of your own? 

* * * 

T: Today we are going to discuss which area you 
would like to study next and plan some of the 
activities we will be involved in. 

* * * 

T: Some of you mentioned that you would like to 
discuss the latest developments in the Middle 
East crisis in class today. 

B. Unilateral 

, Definition 

The teacher reserves the planning process ex
clusively and completely structures the assign
ment or activity. There is no evidence of 
shared planning. 

Examples 

T: Each of you are to select a country to report 
on next week. 
* *' * 
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T: Today we are going to read the chapter on the 
executive agencies. I have scheduled a film 
for tomorrow on the Civil Service. Friday we 
will have a quiz on both the film arid your 
reading assignment. 

RESPONDING ACTIONS 

A. Commending 

Definition 

The teaclicr acccpts, expresses a favorable 
opinion of, or praises a student's statement. 

Exconples 

T: That's very good, John. 

* * * 

T: All right. 

B. Criticizing 

Definition 

The teacher expresses disapproval, judges nega
tively, or finds fault with a student comment. 

Examples 

T: Someone has already mentioned that, Jerry. 

* * * 

T: No, I don't think that's quite correct. 
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C. Encouraging 

definition 

The teacher invites a student to continue or 
elaborate on a consent, is reassuring, or ex
presses confidence in the student. 

Examples 

T: Um, hin. Go ahead. 

T: Anything you'd like to add, Susan? 

D . '  Blocking 

Definition 

The teacher is discouraging, interrupting, hin
dering, or thwarting the student. 

E. Using 

Examples 

S :  . . .  t h e y  s h o u l d  s e t t l e  i t  p e a c e a b l y  a n d  .  .  

T: (interrupts) All right, Jim. Sandra what do 
you think? 

* * * 

T: That's enough Joan. 

Definition 

The teacher clarifies, builds upon, or elabo
rates upon ideas suggested by a student. 
Repeating or rephrasing a student comment is 
also included. 
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Examples 

T: Mary has asked about Communist China's admis
sion to the U.N. What do you think about the 
U.S. position on this? 

* • ** 

S: I don't think people should be disrespectful 
to the President of the United States. 

T: O.K. John, you think people should respect the 
President. 

F. Ignoring 

Definition 

The teacher refuses to recognize a student 
comment. 

Examples 

S: I didn't hear what Jim said. 

T: Go ahead and read Sally. 

* * * 

T: Get back to your reading assignment. 

G. Attending 

, Definition 

The teacher indicates he is listening to a stu
dent's comment, including calling on a student 
to respond. 
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Examples 

S: Sometimes I wonder about the FBI . . . 

T: Urn, hm. 

S :  . . .  a n d  w h e t h e r  t h e y  i n v a d e  p e o p l e ' s  p r i v a c y .  

* * * 

T: Marty, you have your hand up. 

7. OTHER TALK 

Teacher talk is classified in this category when it 

does not fit any of the above definitions. 

8. SILENCE OR CONFUSION 

When coding directly from an audio or video tape 

record of interaction or using observers in the classroom, 

this category is used to indicate no talking or indistin

guishable conversation and activity. 
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TALLY SHEET Teacher # Episode # Pagt? 

PROCEDURAL CODE 

1. Giving instrucClonal directions 

a.  two (+) actions acceptable I I I I I I I I I I I I I I I I I I I I II I j T 
b. one action acceptable I II II I II II I I II II II 

2. Limits on students behavior 

a.  institutional criteria I I I I I I I I I I I I I M~ 
b. personal criteria I I I I I I I I I I I I I if 

3. Information giving 

a.  discussion I  I I I I I I I I I I I I I l I | I I I l I l | | 
b. lecture I I II I I I I I I I I I I I II I I I II I I 

4. Questioning 

a.  clarifying feedback 
b. divergent 
c. evaluative 
d. convergent 
e. cognitive-memory 

S. Planning 

a.  cooperative 
b. unilateral 

6. Responding actions 

a.  commending 
b. criticizing 
c. encouraging 
d. blocking 
e. using 
f. ignoring 
g. attending 

7. 

e. 

Other 

Silence or Confusion 

II I I 1 I I I I I I I I I II II II II I II 1 

I I | I I I I I I I I I I I I I I I I I I I I TTT 



APPENDIX E 

SCORES OBTAINED FROM THE INDEX OF ADJUSTMENT AND 
VALUES, THE ROKEACH DOGMATISM SCALE, AND THE 

PROCEDURAL SYSTEM OF OBSERVATION 
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IAV 
Self 

I 

176 
207 
209 
214 
213 
204 
191 
194 
189 
191 
204 
191 
205 
201 
168 
191 
204 
178 
135 
195 
175 
219 
191 
175 

APPENDIX E—Continued 

IAV IAV IAV IAV IAV IAV Rokeach % 
Self Self S Dis ; Others Others Categor Dogma Demo
II III III - I I II ical tism 

Scale 
cratic 
Behav. 

139 198 49 217 202 63 77 .39 
199 234 25 185 180 69 94 .37 
221 226 17 211 208 63 97 .35 
191 244 34 j 199 173 68 133 .16 
188 208 19 ! 175 165 73 132 .52 
178 229 33 ! 201 181 3 117 .41 
190 199 17 ! 199 191 1 95 .25 
179 220 40 | 196 183 4 110 .17 
162 209 1 i 167 143 69 136 .41 
171 228 39 S 125 150 71 106 .42 
205 206 2 i 205 205 0 98 .30 
167 221 42 i 165 175 8 115 .52 
194 227 26 ! 208 191 53 142 .33 
168 233 29 ! 204 163 55 98 .56 
155 204 65 i 197 182 27 127 .33 
166 209 18 i 180 175 9 117 .42 
198 232 36 ! 201 205 7 111 .22 
189 230 54 | 206 211 22 100 .30 
134 213 83 • 205 186 52 - 119 .22 
177 212 36 1 202 197 20 134 .24 
192 228 21 195 200 8 88 .42 
157 184 37 | 170 177 20 139 .34 
180 184 12 ! 195 187 7 70 .84 
171 202 35 i 186 175 4 146 .33 
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