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ABSTRACT 

This study focused upon the perceptions of certain sec

ondary school students regarding their teachers' classroom behav

ior. The investigator attempted to find the answer to the 

following question: Among a selected group of secondary school 

students, what perceptual patterns regarding democratic/non-

democratic teacher classroom behavior will emerge? 

A review of the related literature indicated that many 

teachers believed they behaved somewhat democratically. Students, 

however, generally perceived their teachers as behaving non-

democratically. Additionally, the literature tended to indicate 

that learning becomes more meaningful and students are inclined 

to become personally involved in the learning process when their 

interests are pursued. 

The high school in this study was one of nine high schools 

in a large district in a rapidly growing urban community in the 

southwestern part of the United States. Sixty students, selected 

randomly from all grade levels, participated in the study. 

Utilizing the theory of Democratic Processes developed by 

Barnes and Tidwell and Bishop and a theory of Non-Democratic Pro

cesses developed by the investigator, an instrument was formulated 

to gather the data. It consisted of the following categories: 

x 
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(1) Contact/Avoid, (2) Consult/Ignore, (3) Find/Disregard, 

(4) Share/Exclude, and (5) Accompany/Abandon. 

An interview schedule consisting of a forced choice scale 

and space for comments was administered to the sixty students. 

Each item of the scale sought to ascertain student perceptions 

regarding certain teacher behavior. The collected data were re

corded, tabulated and presented in histograms. They were ana

lyzed on the basis of the theory of democratic/non-democratic 

processes. 

The data gathered in this study tended to suggest that 

students generally perceived their teachers1 classroom behavior 

to be relatively non-democratic. On the forced choice scales of 

the questionnaire, the students indicated a high degree of teach

er behavior was somewhat democratic in the categories of "Con

tact," "Consult" and Accompany." In the categories of "Find" and 

"Share" the students responded that teacher behavior was consider

ably less democratically oriented. 

In the "comments" sections of the interview schedule, 

most students suggested that even when teachers were described as 

somewhat democratic they were usually subject matter oriented. 

In the "Non-Democratic" portion of the scaled responses, the stu

dents reported perceiving their teachers as behaving non-

democratically. The one exception occurred in the category of 

"Avoid" where they reported teachers as behaving in a friendly 

manner. In some few instances students noted that their teachers 
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permitted them to work in areas of their own interests after com

pleting the regular assignment. 

The students saw their teachers as behaving in a variety 

of ways ranging from very democratic to very non-democratic. 

Most of the students indicated that teachers tended to vacillate 

between democratic and non-democratic behavior. It seemed to 

shift from behaving more democratically in the categories of 

Contact/Avoid and Consult/Ignore to behaving non-democratically 

in the categories of Find/Disregard, Share/Exclude and Accompany/ 

Abandon. 



CHAPTER 1 

INTRODUCTION 

Some educators believed that the manner in which students 

perceive the student-teacher relations, as it relates to a demo

cratic or non-democratic process, is important to learning. 

These educators apparently felt that the learning process can be 

affected by democratic or non-democratic teacher classroom be

havior. Dewey (1944, pp. 86-87) said a democratic educational 

climate is comprised of "more numerous and more varied points of 

shared human interests, and is . . . primarily a mode of asso

ciated living and conjoint communicated experiences." He also 

proposed that for a society to be democratic, it must believe and 

operate so that all members are considered equal. Participants 

in such a society must have a personal interest in its institu

tions and be able to secure and control changes in them. 

When students feel they are not accepted as equal, they 

may perceive their teachers' behaviors as being non-democratic. 

Rokeach (1960) indicated that students involved in any authori

tarian system find themselves in a dependent position. Individ

uals in such systems may feel alienated, ignored or excluded. 

Fromm (1955, p. 130) suggested this when he said: 

1 
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The alienated personality . . . must lose a good 
deal of sense of dignity which is so characteristic of 
man .... He must lose almost all sense of self, of 
himself as a unique and induplicable entity. The sense 
of self stems from the experience of myself as the sub
ject of my experiences, my thought, my feeling, my de
cision, my judgment, my action. It presupposes that my 
experience is my own and not an alienated one. Things 
have no self and men who have become things can have no 
self. 

This can be seen in classrooms when those in authority ignore in

dividuals by isolating them. Moustakas and Perry (1973, pp. 34-

35) found this in their study when they stated: "You can be 

lonely . . . when there are a lot of people around, like in your 

classroom when people don't notice you, or ask your opinion, 

. . . or when you feel very different . . . from anyone else 

.... All these feelings can be lonely feelings and you can 

feel sad, upset, small, unimportant." 

In contrast, democratic relationships seem to give as

surance that those involved are non-threatening, responsive, and 

trustworthy. When democratic processes are used, students will 

have warm, personal, productive relationships. Corey (1973, 

p. 162) seemed to agree with this statement when he discussed 

four teachers he felt made a difference in classrooms: 

It is obvious that all four of these teachers have 
something in common: in a very real sense they are lov
ers. They love their work . . . and the love they 
receive from their students is apparent .... Their 
ability to respect, trust and appreciate young people 
is apparent in their writings. These teachers are 
earning the genuine respect and love from their stu
dents' by what they are becoming as persons—loving, 
caring, honest teachers. 
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In the same vein, Corey (1973, p. 163) continued: "Another com

mon denominator of these teachers is that they view their stu

dents . . . who have a will to learn and will generally function 

well when they are trusted .... They work with students." 

Statement of the Problem 

Among a selected group of secondary school students, what 

perceptual patterns regarding democratic/non-democratic student-

teacher relationships will emerge? 

Significance of the Problem 

After completing several studies, Barnes and Tidwell 

(1972) and Bishop (1972) developed a theory which they called 

democratic processes. This theory spells out a procedure by 

which teachers work with students in formulating relationships 

which will be warm and productive. 

Converting this theory to practice the authors believed 

they could demonstrate that a democratic learning environment 

will create a climate which will replace the traditional formal 

and controlled teacher-dominated classroom. They theorized that 

the application of this theory would promote better student-

teacher relationship. Instead of students being ignored or ex

cluded from participating with others and with teachers, the 

finding and sharing of interests might predominate. 

Therefore, this study collected data concerning how stu

dents perceive teacher classroom behavior in relation to the 
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theory of democratic processes contrasted to non-democratic 

teacher behavior. 

Assumptions Underlying the Problem 

This study was based upon the following assumptions: 

1. The perceptions of students as related to student-teacher 

relationship^) can be identified. 

2. Democratic and non-democratic student-teacher relation

ships are factors significantly related to student 

learning. 

3. The students' perceptions of the classroom process can be 

utilized in describing democratic/non-democratic student-

teacher relationships. 

Limitations of the Study 

Limitations of the study are as follows: 

1. The population sample came from one specific high school. 

2. The sample was made up of 60 students. 

3. The study was descriptive. 

4. Student perceptions were sought. 

Definitions of Terms Used 

For the purpose of keeping meaning consistent, the fol

lowing definitions have applied throughout: 

Perceptions are the feelings or reactions to events and 

the environment according to how the individual sees them at the 

moment of action (Combs 1962). 



5 

Teacher behavior is both verbal and non-verbal perfor

mance by the teacher as an integral part of the classroom 

process. 

Democratic learning is a social process of warm produc

tive human relationships between teachers and students in which 

consultation and the identification and sharing of interests are 

important. 

Non-democratic learning is a social process of distant, 

formal relationships between students and teachers in which di

rection and control remain with the teacher. 

Social relationships are the processes and procedures by 

which students and teachers work in the classroom. 

Research Procedure 

In this section, a description of the population, re

search procedures and the instrument are presented. Greasewood 

High School was the setting for this investigation. (Proper 

names of people and places have been altered to insure 

anonymity.) 

The Community 

This investigation was conducted in a rapidly growing, 

southwestern metropolitan community of approximately 351,000 

people. The population included a diversity of ethnic groups. 

The Spanish-speaking groups provided the most prevalent minority 

cultural influence. Light industry, retirement, tourism, mining, 
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agriculture and education are the main sources of income. A 

large military base is located at the edge of the city and is 

economically important. A land grant university, a community 

college, and a newly built convention center serve pivotal func

tions in this community. 

The population of the metropolitan area consists of ap

proximately 49% male and 51% female. The approximate proportion 

of major ethnic groups to the total population is: Mexican-

American, Spanish surnamed, 25%; Black, 7%; Oriental, 1%; Ameri

can Indian, 1%; white, 63%; all others, 3%. 

The School District 

The school district of this study was one of the largest 

in the state. It served a student population stemming from a 

variety of socioeconomic, cultural and ethnic groups. The pupil 

enrollment for the 1973-74 school year was approximately 63,000. 

The ethnic groups represented were: Mexican-American, Spanish 

surnamed, 26%; Black, 5%; American Indian, 1%; Oriental, 1%; 

all others, 67%. 

The School 

Greasewood High School was one of the nine high schools 

in the district. Due to population increases, one new high 

school had just opened and an additional one was being 

considered. 
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Greasewood High School served a rapidly expanding area, 

approximately three miles from the downtown core area of the 

city. Although a significant proportion of the student popula

tion came from long-time residents, several large, single family 

subdivisions have been under construction, as well as a number of 

mobile home communities. 

The buildings and facilities of the school were relative

ly new, as the construction phase was completed prior to the year 

of this study. The school was designed with "pods" to take ad

vantage of new educational concepts. 

The enrollment of Greasewood High School was approximate

ly 1,800. Fifty-one percent were boys and 49% were girls. It 

was felt that the pupil enrollment would reach its maximum of 

2,200 students within two or three years. 

The enrollment reflected a significant ethnic, cultural 

and socioeconomic diversity which corresponded to the total popu

lation of the metropolitan area school district. The ethnic 

groups of the "school were: Mexican-American, Spanish surnamed, 

33%; Black, 5.5%; American Indian, .07%; Oriental, .07%; all 

others, 58%. 

Sampling Procedures and Participants 

Using a table of random numbers (Glass and Stanley 1970), 

6 0 students, representing each grade level, were selected. 

Thirty-three were male and 27 were female. The participants were 

chosen on a voluntary basis. The investigator made person to 
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person or telephone contacts with each of the selected students. 

Five students from the original sample declined to participate in 

the study. Substitutions were made based upon the same 

procedures. 

The interviews were conducted after school hours and on 

weekends at the convenience of the students in their own homes. 

On each occasion, one or both parents or guardians were present. 

Each interview lasted 45 minutes to one hour. A few exceeded 

that time. None consumed less than 40 minutes. In each in

stance, ample time was allowed so that neither the students nor 

the investigator felt pressured. 

For each interview the student was given a copy of the 

interview schedule. Each participant was instructed orally by 

the investigator about the procedures to be used in the inter

view. The investigator read each interview statement aloud. 

Each interviewee was asked to indicate, according to the scaled 

response, the number of teachers he felt behaved as indicated by 

the particular statement. The scaled response read: "none"—no 

teacher; "one"—one teacher; "few"—two or three teachers; 

"most"—four or five teachers; "all"—six teachers. In no in

stance did the interviewees have more than six teachers the pre

ceding semester. In only six instances did the participants have 

five teachers. No student interviewed had less than five 

teachers. 
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The investigator recorded the responses as well as the 

comments of each student concerning the interview statements. 

Data and individual comments were organized from the results of 

the interviews. 

Design of the Study 

The design for this study was based upon the theory of 

democratic process developed by Barnes and Tidwell (1972), and 

Bishop (1972). The theory proposed that students and teachers 

interact with each other so that warm productive human relation

ships develop. Accepting this theory as one of the processes by 

which learning takes place, the investigator developed an inter

view schedule in which the theory called democratic processes was 

compared with the theory developed by the investigator which he 

called non-democratic processes. The theory of non-democratic 

processes established a framework in which the classroom proce

dures are formal and where direction and control remain in the 

hands of the teacher. The interview schedule developed by the 

investigator was designed to have students take note of teachers' 

classroom behavior and report their perceptions. 

Maslow (1969) said that a subjective report by an indi

vidual is an excellent way to learn how a person feels about him

self and others. He advocated getting people to tell what they 

feel by asking direct questions or, by free association. Rogers 

(1961) said that the human personality has the capacity of making 
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a subjective choice which is valid to him. Therefore, the inter

viewer, relying on evidence within the interview, can himself 

determine effectively whether he has a basis for believing that 

the information provided is valid. 

In this study, the working relationship between the in

vestigator and the students interviewed was warm and friendly. 

The students seemed at ease and appeared anxious to respond to 

the interview schedule after being informed that their names, 

school and even city would remain confidential and anonymous. 

Statements given by the students seemed to be honest. The in

vestigator concluded that the students' perceptions of their 

teachers' classroom behavior reflected those they had seen in 

practice. Since there was a consistency in the answers by the 

students, the investigator assumed that distortions were at a 

minimum in the individualized reports. 

Formulation of the Instrument 

For this project the investigator reviewed the available 

literature pertaining to open and closed classrooms, democracy 

and democratic process in the classroom and authoritarian or 

non-democratic teacher-classroom behavior. From the review of 

literature the investigator adopted the theory of Democratic 

Learning Environments already developed by Barnes and Tidwell 

(1972) and Bishop (1972). 

The investigator constructed an interview schedule based 

upon a dichotomous structure of the theory of democratic 
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processes, contrasted with the theory of non-democratic pro

cesses . The instrument for interviewing the students was di

vided into five categories pertaining to how students viewed 

teachers. The categories were: (1) Contact/Avoid, (2) Consult/ 

Ignore, (3) Find/Disregard, (4) Share/Exclude (Barnes and Tidwell 

1972), and (5) Accompany/Abandon (Bishop 1972). 

Using these categories, a series of open-ended statements 

were constructed. A scale was constructed which enabled each 

student to record the approximate number of teachers that each 

statement in the interview schedule described. The scale con

sisted of the following responses: none—no teacher behaved in 

that manner; one—only one teacher behaved that particular way; 

few—two or three teachers behaved that way; most--four or five 

teachers behaved in that manner; all—all of the teachers that 

the student had had the previous semester behaved in the manner 

described by the statement. Space was provided beneath each item 

to record oral reactions. The instrument was designed to be in 

the hands of each participant while the investigator read each 

statement and recorded all responses. 

A preliminary instrument consisting of 20 randomly ar

ranged items was used .for a pilot study conducted in a high school 

similar to Greasewood High School. The purpose of the pilot was 

to determine the usefulness of each item of the instrument. 

Twelve students from various grades participated in the pilot. 

After the pilot was completed, a panel of experts com

posed of college professors, high school teachers, post-high 
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school students and the investigator evaluated the results of the 

questionnaire. As a result of the pilot, three items were dis

carded. Several others were found ambiguous and were revised. 

The final instrument consisted of 17 items. 

Treatment and Reporting of Data 

The responses to the interview schedule items were re

corded, tabulated and presented in histograms. The histograms 

were then presented in categories. These histograms showed how 

many teachers each respondent felt behaved according to the 

statement. Beneath each histogram were: (1) a discussion and 

description of the histogram; (2) an examination of selected com

ments of the respondents; and (3) an analysis of each statement 

in the interview schedule according to the theory.. 

A descriptive narrative revealing the perceptions of 12 

selected students utilizing the theory of democratic and non-

democratic processes was presented. In the category of democrat

ic processes, the student-teacher relationship was described. 

Also described were the two students who considered their teach

ers as being more democratic, two students who considered their 

teachers as vacillating, and two students who considered their 

teachers as behaving less democratic. The same was done utiliz

ing the theory of non-democratic processes. 
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Organization of Dissertation 

The problem and its significance, the research procedure 

and treatment of data were detailed in Chapter 1. Chapter 2 

deals with the theoretical considerations of the categories of 

the theory of democratic/non-democratic processes. The catego

ries were designed to: (1) organize the investigation, (2) ex

amine the data, and (3) present the findings. 

Chapter 3 is concerned with the analysis, examination and 

reporting of the data of the categories of the theory of demo

cratic processes. Chapter 4 is concerned with a description of 

six student profiles, utilizing student comments, as they per

ceived their teachers' classroom behavior according to the cate

gories in the theory of democratic processes. Chapter 5 is 

concerned with the analysis, examination and reporting of the 

data in the categories of non-democratic processes. Chapter 6 

is concerned with a description of six student profiles, utiliz

ing student comments, as they perceived their teachers' classroom 

behavior according to the categories in the theory of non-

democratic processes. Chapter 7 summarizes the findings of the 

study and presents the recommendations. 



CHAPTER 2 

THEORETICAL CONSIDERATIONS 

Introduction 

In this chapter, the investigator presents a theory of 

democratic/non-democratic processes and the supporting literature 

concerning student perceptions of teacher classroom behavior. 

The theory was divided into five stipulated categories. Each of 

the five categories was divided into a dichotomy. The organiza

tion of the chapter follows: (1) Contact/Avoid, (2) Consult/ 

Ignore, (3) Find/Disregard, (4) Share/Exclude (Barnes and Tidwell 

1972), and (5) Accompany/Abandon (Bishop 1972). 

Perceptions 

There was a paucity of literature bearing upon the cate

gories of the theory of democratic/non-democratic processes. 

Specific and detailed descriptions of student-teacher relation

ships, as they relate to teacher classroom behavior, were some

what limited. Similarly, studies of what students perceive 

regarding their teachers' classroom behavior was sketchy. 

The perceptions of an individual has meaning for that 

person only. This means that no other person will see a particu

lar situation in the same way. Combs (1962, pp. 68-69) indicated 

this when he said: 

14 
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If behavior is a function of personal meaning, then 
perceptions must become the center of the teaching 
learning situation. If . . . perceptions are the stuff 
of growth, the basis of intelligent behavior, then per
sonal meanings become the stuff of learning, the materi
al with which we must work. Perceptions must take 
their place as a vital part of the curriculum if knowing 
is to be effective in the lives of students. 

Man, therefore, is constantly engaged in creating for 

himself a world that has personal meaning. Morris (1966, 

pp. 68-69) appeared to confirm this when he pointed out: "Man 

is therefore in the odd position of being his own designer . . 

. . And, we may ask, what is the essence of a being who creates 

his own essence? The answer must be that this is always an open 

question, to be answered by every individual in the process of 

living his life." Thus, according to Parsons (1963), the per

ceptions of students of most situations must be regarded as very 

personal. Often when students perceive that rules and regula

tions have been established which they cannot or will not adhere 

to, they will withdraw or appear to feel alienated. Hamachek 

(1971, pp. 32-33) suggested this when he said: 

. . . behavior is influenced not only by the accumu
lation of our past and current experiences, but even more 
importantly is influenced by the personal meanings we at
tach to our perceptions of those experiences .... Our 
behavior is . I . a function of how we feel about our
selves .... Perception . . . refers to the process by 
which we select, organize and interpret sensory stimula
tion into a meaningful and coherent picture of the world. 

In such situations, while teachers say their behavior is 

democratic, students see teachers as exhibiting non-democratic 

behavior. Smith and Lindaman (1961, p. 119) seemed to confirm 
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this when they described a school situation which they studied: 

. knowledge of democracy acquired in democratic experiences 

is likely to produce democratic habits. The democratic way of 

life . . . does not consist of beliefs but rather a cluster of 

habits which in combination define one's character. In short 

mere democratic indoctrination will not produce democratic 

citizens." 

Contact/Avoid 

Contact is the process by which a teacher makes an ini

tial move in an attempt to form a relationship with students; 

while avoid constitutes the lack of contact. Zunin and Zunin 

(1972, p. 3) said: "Contact is the way you meet and relate with 

people during the initial phase of interaction . . . the whole 

cast of characters in your individual world." 

It appears that people are often ambivalent when they 

make contact. Instead of contact they tend to avoid. Dillon 

(1971, p. 52) seemed to support this proposition when he said: 

I try to be a real person toward my students, the 
person who is me. I try to be me with them and let them 
see me. But I often fail because I am frightened. 

I am often a teacher rather than me. The me-teacher 
often keeps the me-me from teaching because I am afraid 
to be me. I am afraid of myself, and I am afraid of the 
students. I am afraid that I will be a flop. 

Making contact constitutes an initial'step in forming a 

democratic relationship. This relationship entails a personal 

involvement with those one becomes associated with. Zunin and 

Zunin (1972, p. 149) appeared to support this idea: 
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Even the most fleeting contact with someone entails 
some involvement. Involvement entails communication ver
bally and/or non-verbally .... But in order to become 
meaningfully involved and make contact, one must have an 
awareness of self. Put another way, we must have our own 
identity awareness, preferably positive and well defined. 

Thus contact can lead to an open relationship between 

students and teachers. This relationship, according to Strauss 

(1959), consists of the teacher making contact and inviting par

ticipation. The teacher's contacting invitations, if conveyed 

to each student personally, seem to indicate a willingness to 

work together with students. These invitations are conveyed in 

many ways. Rogers (1961) pointed out that the teacher must show 

a willingness to be a person. This includes prizing, caring, 

trusting and having a sincere respect for the learner. The 

teacher must show a sensitive, accurate, and empathic listening, 

and create a liberal climate of student self-initiated learning 

and growth. The student is trusted. Teachers who make genuine 

contact with students should show genuine warmth, awareness and 

regard for each student, accepting them as they are and not as 

the teacher wants them to be (Combs 1962). 

All too often when students wish to make personal contact 

in starting the learning process, they will perceive the teacher 

as appearing to avoid their initial moves. Rogers (1969, p. 119) 

seemed to suggest this when he described a study by McDonald and 

Zaret: 

When teacher behaviors tended to be "open" . . . the 
student responses tended to be "productive" .... When 
teacher behaviors tended to be "closed" . . . the student 
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responses tended to be "reproductive" .... Teachers 
who are interested in process, and facilitative in 
their interactions, produce self-initiated and creative 
responses in their students. Teachers who are inter
ested in evaluation of students, produce passice, mem
orized, "eager to please" responses from their students. 

Continuing in the same vein, Moustakas and Perry (1973, p. 19) 

pointed out: 

. . . the real world of the learner is a world of 
personal meaning and involvement, a world centered in the 
self, where interests, activities, and concerns take on 
individual forms peculiar to each child .... In no 
way should expediency, efficiency, organization, and 
achievement push the self of the learner away, for the 
self of the learner is his one unique contribution to 
humanity, his one tie to meaning and to life. 

Unless contact is made and extended, students will con

tinually perceive teachers as avoiding them, thus inhibiting the 

beginning of a personal relationship. Kelley (1962a, p. 14) 

appeared to confirm this when he said: 

. . . schooling or education can be expanding in 
their nature. It is that the representatives of the 
school—teachers and administrators—often have their 
own ends to be served, not those of their learners. 
They act from their own fears which cause them to damp
en and delimit the expanding personalities to their 
young, thus defeating the very purpose for their being. 

Consult/Ignore 

When a teacher seeks to learn about students, he is con

sulting. Students apparently do wish to be consulted about their 

lives and interests, but they often perceive they are being ig

nored when teachers fail to extend contact. 

In schools, Toffler (1970) asserted that in the absence 

of a genuine awareness or concern for the individual student, 
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wherein consultation primarily prevails, the self image is often 

ignored. Teachers often say they consult, but the study of end

less rituals of wars, historical epochs, patriotic legends, 

studies of ancient Greece, and other traditional classroom prac

tices often means students are left out of the learning process. 

Each person in a classroom is capable of making a unique 

contribution. To be most effective, a student's contribution 

must be based upon his being treated as an equal to the teacher. 

But, in most classrooms today an ignoring situation exists. 

Fromm (1941, pp. 46-47) apparently suggested this when he dis

cussed individuation vs. freedom: 

The process of individuation is one of growing 
strength and integration of its individual personality, 
but it is at the same time a process in which the orig
inal identity with others is lost and in which the child 
becomes more separate from them. This growing separa
tion may result in an isolation that has the quality of 
desolation and creates an intense anxiety and 
insecurity .... 

In the same vein, Reich (1971, pp. 143-144) described schools as 

being: 

. . . intensely concerned with training students to 
stop thinking and obeying .... Thinking for oneself 
is actually penalized, and the student learns the value 
of repeating what he is told. Public school is "obedi
ence school"; the student is taught to accept authority 
without question, to respect authority simply because 
of its position, to obey .... He is told to accept 
hierarchical authority—that principals, deans, "adults" 
have the right to make decisions concerning him without 
consulting him or being responsible to him in any way. 
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An ingredient in consultation is trust among those in

volved in the relationship. Trust mandates an equality between 

the parties. Thelen (1954, pp. 106-107) agreed when he said: 

The person who bases his action primarily on his own 
experience, interpreted by his own private theories, also 
tends to limit the range of his experience. He surrounds 
himself with yes men, which means that he uses other 
people simply for the reassurance that he is adequate. 
In effect, such people talk to themselves because they 
are basically afraid to talk with others. 

And Ginott (1969, pp. 19-20), when talking about teenagers, 

indicated: 

They strive to appear grown-up, independent and self 
sufficient. They need to feel capable of finding their 
way without parental direction. They are like a person 
needing a loan, but wishing to be financially indepen
dent. Regardless of how accommodating the parental bank 
may be, the interest will be resented by the teenaged 
borrower. Help is perceived as interference .... 
Autonomy, though feared, is valued above all. 

Postman and Weingartner (1969), discussing how one teach

er conducted a class in which consultation and trust was a pri

mary ingredient, appeared to support the proposition that when 

students are treated as equals, the teacher will have confidence 

in the student's ability to judge for himself what is valuable to 

him. They (1969, pp. 177-178) said: 

The students did a great deal of writing and talk
ing .... They . . . asked many questions of an in
tensely personal nature. And they came every day. Not 
because they were required to come, but because they 
felt that what was happening has something to do with 
them .... The "subject" . . . concerned their per
ceptions of the world, and their attempts to communicate 
with that world. For this reason, each session was in
tensely interesting .... The instructor never had 



occasion to say, rrToday we will discuss ... " The 
students always knew what they were to discµss because, 
in a sense, the discussion of the previous lesson had 
not ended. 
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When teachers ignore students by not demonstrating confi-

dence in them, the students may have a negative self-image or 

tend to show hostility or exhibit disruptive _behavior. Silberman 

(1970, p. 152) apparently confirmed this when he discussed stu-

dent reactions to a particular classroom situation: 

One way in which students avoid the pain of failure 
is to persuade themselves that they do not care. The 
most important strategy for survival is docility and 
conformity. Most students soon learn that rewarus are 
granted to those who lead a good life. And the good 
life consists ... of doing what the teacher says. 
Every school child quickly learns what makes teachers 
angry. 

Combs (1962, p. 123), in a discussion of disciplining stu-

dents, also appeared to support the above when he pointed out: 

. the student may become a person who looks to 
others for directions .... Students may come to see 
themselves as people who are unable to make decisions .. 

They can only ape the values and standarus of 
others .... in a classroom there is constant judging 
of behavior by adult standarus--blaming, condemning, 
criticizing and punishing-·-the self of the child may 
become withered and stunted like a plant in a room 
where the temperature is severely low. 

But school can be a place where consideration of teachers 

for students is paramount. Kelley (1962b, p. 93) observed: "The 

secondary school we need is one where acceptance and love replace 

rejection; where there is enough consultation with youth so that 

they feel some ownership and involvement; where somebody cares 
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class citizens." 

Find/Disregard 

The finding and identifying of student interests is im

portant to learning. Weinstein and Fantini (1970, pp. 33-34) 

suggested several methods teachers could use in identifying stu

dent concerns: 

In seeking to identify the common concerns of young
sters in his classroom, the teacher may search for clues 
in the professional literature, the folklore of various 
groups, discussions with colleagues, and, of course, his 
own observations of students. Concerns may manifest 

. themselves nonverbally .... The most valuable and 
direct indications, however, are found in what the 
learners themselves say or write about their lives and 
their relations with the world. 

If teachers do not seek to find the interests of students 

and give those interests consideration on a par with the goals of 

the teacher, both students and teachers may engage in behaviors 

which will inhibit learning. Kohl (1968, p. 26) discussed an ex

perience in which he attempted to teach children using standard 

texts and materials and not student ideas: 

The class went through the readers perfunctorily, 
refused to hear about modern America and were relieved 
to do arithmetic—mechanically, uncharged—as long as 
nothing new was introduced. For most of the day the 
atmosphere in the room was stifling. The children were 
bored and restless, and I felt burdened by the inap-
propriateness of what I tried to teach. It was so dull 
that I thought as little as the children and began to 
despair .... 

Another way teachers tend to inhibit learning is through 

competition. Dreikurs (1957, pp. 77-78) apparently felt that 



23 

when a competitive atmosphere permeates a classroom, students 

tend to feel disregarded. 

A competitive atmosphere within a class prevents in
tegration of each child in the group .... The devel
opment of a competitive atmosphere does much to break 
down good group relations in classrooms .... Instead 
of providing a sense of worth and equality to each stu
dent, it makes one feel superior and the other inferior. 
Then no cooperation or team work is possible .... 
When members of a class see themselves competing for 
their own individual superiority, cooperative effort be
comes impossible; communication of ideas, coordination 
of effort, friendliness . . . disappear. 

Silberman (1970, p. 337), in his discussion of school 

codes and regulations, appeared to agree that students resented 

arbitrary power over them: "A good many schools . . . are drop

ping the demeaning requirement that students must have a pass to 

go to the toilet or get a drink of water, along with the insane 

regulation that forbids them from using the library without get

ting a library pass." 

When teachers attempt to subject students to teacher con

cepts, they place students in a dependent position. This depen

dency seems to inhibit the student individuality that Fromm 

(1947, pp. 70-71) described below: 

. . . [people] are dependent not only on authorities 
for knowledge and help but on people in general for any 
kind of support. They feel lost when alone because they 
feel they cannot do anything without help. This help
lessness is especially important with regard to those 
acts which by their very nature can only be done 
alone .... In personal relationships, for instance, 
they ask advice from the very person with regard to whom 
they have to make a decision. 

On the other hand, in a democratic classroom the process 

of finding the interest of each student is critical. When 
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student interests become the focal point of the learning process, 

the student tends to feel important, and learning becomes rele

vant to him. Purkey (1970, p. 51) seemed to allude to this when 

he said, "... students will learn, provided the material ap

pears to be relevant to their lives and provided they have the 

freedom to explore and to discover its meaning for themselves . . 

. . The freedom to try ... is essential to a healthy classroom 

atmosphere." Neill (1966), in discussing exams at Summerhill, 

suggested that if students' personal interests are to do well in 

an examination, they will exert the effort to accomplish that 

task. He (1966, p. 58) said: "Boys and girls in Summerhill know 
( 

they must pass those exams if they want to go to college. When 

the time comes to study, they buckle down to the necessary ardu

ous study—that is, those who want to go to college. Freedom 

gives children guts; unpressured children can face difficulties 

when they have to." 

Consequently, in a democratic classroom, students and 

teachers who find kindred interests will tend to enhance their 

relationships with warm, personal and interesting activities and 

accomplishments. 

Share/Exclude 

Students are anxious to be in classrooms organized in 

such a way that they can pursue and share their interests. When 

students share interests they will respond with a positive 
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attitude toward school, society and learning. Corey (1973, 

pp. 34-35) indicated that this was apparent when he said: 

What I am advocating is a degree of genuine freedom 
for the learner where he becomes a partner in his learn
ing journey. The learner has some say in the topics he 
wants to learn and some voice in the way he learns in the 
evaluation of his learning .... If we have been 
reared with the attitude that we cannot be trusted with 
our own learning, we are generally authoritarian in the 
way we conduct our class. 

Purkey (1970, p. 53) when he talked about warmth apparently con

firmed this: 

An important part of warmth is commitment. Teaching 
has been described as a delicate relationship, . . . 
where, in a sense, the teacher and the student belong to 
each other .... Perhaps total commitment is asking 
too much of teachers, but certainly they need to feel 
that theirs is more than an occupation. A warm and sup
portive atmosphere is one in which each student is made 
to feel that he belongs in school and that teachers care 
about what happens to him. 

When students and teachers work in partnership, they 

share responsibility in all areas of school life. This sharing 

gives both an option to participate. Rogers (1961) pointed out 

that teachers often, rather than attempt to share common inter

ests, will exclude students by focusing primarily on teacher in

terests . This may produce a feeling of anxiety which could lead 

to a negative self-image or a sense of failure on the part of the 

student. Jersild (1952, pp. 99-100) supported this when he 

pointed out: 

Many . . . children find the educational scene so 
filled with failure, so full of reminders of their limi
tations, and so harsh in giving those reminders, that 
they hate school. School is such a threat to their 
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self-picture that it is almost intolerable, but they 
drag themselves back to school day after day because 
the alternative of not going would be even more painful 
and threatening. 

Consequently, if no sharing exists, some students will 

feel fragmented. Reich (1971, p. 9) described what happens to 

persons who are stripped of their input: 

Beginning with school ... an individual is sys
tematically stripped of his imagination, his creativi
ty .. . his dreams and his personal uniqueness, in 
order to fit him into a productive unit .... In
stinct, feeling and spontaneity are suppressed by 
overwhelming forces. As the individual is drawn into 
meritocracy, his working life is split from his home 
life and both suffer from a lack of wholeness. Even
tually, people virtually become their professions, 
roles or occupations and are thenceforth strangers to 
themselves. 

The consequence of this fragmentation of self is mani

fested in anger, frustration, insensitivity, revolt and denial of 

honesty, truth and integrity. In schools it is called disruptive 

behavior. 

Conversely, the students' intent, according to Silberman 

(1970), is to learn to make themselves free. They want to learn 

how to discipline their time and set realistic goals. Further, 

they wish to share their experiences with those with whom they 

have established relationships. 

When students and teachers establish mutually agreeable 

areas of concern in which each shares with the other, warm and 

potentially productive human relationships result. On the other 

hand, when students feel that teachers exclude their 
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participation, Smith and Lindeman (1961) concluded, warm human 

relationships will deteriorate. 

Accompany/Abandon 

Teachers who actively work with students in pursuing 

activities are accompanying them. But if teachers separate them

selves from participation with students, they abandon them. 

In a classroom, Hullfish and Smith (1968) said, the stu

dent sees his relationship with the teacher as one in which each 

participates with the other in pursuing activities that they 

mutually agree upon. In effect they agree to accompany each 

other. But, all too often, Renfield (1969) maintained, the stu

dent perceives the teacher as refusing to participate with him 

because the teacher continually directs the activities, thereby 

abandoning him. 

For democracy to flourish, participation on an equal 

basis must be maintained. Dewey (1954, pp. 147-149) appeared to 

agree with this statement when he declared: 

From this standpoint of the individual . . . £ democ
racy ] consists in having a responsible share according 
to capacity in forming and directing the activities of 
groups to which one belongs and in participating accord
ing to the need in the values which the groups sustain. 
From the standpoint of the groups, it demands libera
tion of the potentialities of members of a group in har
mony with the interests and goods which are in common. 

The idea or ideal of a community presents, however, 
an actual phase of associated life as they are freed 
from restrictive and disturbing elements, and are 
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contemplated as having attained their limit of develop
ment. Wherever there is conjoining activity whose con
sequences are appreciated as good by all singular 
persons who take part . . . and it is shared by all, 
there is insofar a community, the clear consciousness 
of a communal life, in all its implications, consti
tutes the idea of democracy. 

When teachers assess students in terms of teacher goals 

and objectives instead of sharing with them, democratic relation

ships are thwarted and students tend to reject teachers. Clark 

and Kadis (1971), in describing a particular incident, indicated 

that a student may fail when he perceives his goals and values 

are abandoned. They (1971, p. 31) said, . . [A student] will 

nod agreement and pretend to go along, but since his only invest

ment in the project is to keep the salesman-teacher off his back, 

he continually fails." 

Howe (1963) reasoned that rather than accompany students 

and share their lives with them, teachers will frequently abandon 

them. Kelley (1962b, p. 103) indicated that teachers often are 

heard to say, "ITve tried democracy and it won't work." These 

teachers feel more comfortable when they are able to keep learn

ers "under control." Therefore teachers can justifiably refuse 

to accompany students in their interests. 

Students then may discover that they exist only in re

sponse to the demands of others and that they have no individual

ity of their own. Rogers (1961, p. 110) pointed out that 

Kierkegaard "pictured the dilemma of the individual more than a 

century ago, with keen psychological insight. He points out that 



29 

the most common despair is to be in despair at not choosing, or 

willing, to be oneself . . . ." 

In school, students often have a feeling of nonparticipa-

tion. This may lead to school situations which produce for stu

dents a feeling that what they are experiencing is not related to 

their lives. They may then associate education with dull drudg

ery and feelings of abandonment. Dewey (1963, p. 27) appeared to 

support this contention when he said: 

Everything depends upon the quality of the experience 
which is had. . . . there is an immediate aspect of 
agreeableness or disagreeableness, and there is its in
fluence upon latter experiences .... It sets a prob
lem to the educator. It is his business to arrange for 
the kind of experiences which, while they do not repel 
the student, but rather engage his activities are, 
nevertheless, more than immediately enjoyable since they 
promote having desirable future experiences .... 
Every experience lives on in further experience. 

Reich (1971) contended that the school is a brutal ma

chine for the destruction of the self. Teachers in schools do 

not try to share the interests of students. Instead they look 

for compliance to pre-set rules and regulations. Students who 

cannot or refuse to conform tend to be looked upon with disfavor. 

Some teachers and administrators are not averse to encouraging 

these students to leave school (Hollingshead 1961). Therefore 

students may feel that teachers abandon them by forcing them to 

conform or by refusing to permit them to participate with teach

ers in setting goals. 

On the other hand, school situations which are built with 

student concerns as a primary focus will be places where 
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cooperation is sought and trust is accepted. Learning thus be

comes meaningful and productive for those involved. Dewey (1963, 

p. 67) suggested this when he maintained: 

There is, I think, no point in the philosophy of 
progressive education which is sounder than its emphasis 
upon the importance of the participation of the learner 
in the formation of the purposes which direct his activ
ities in the learning process, just as there is no de
fect in traditional education greater than its failure 
to secure the active cooperation of the people in con
struction of the purposes involved in his studying. 

Combs (1962, p. 253) also illustrated this point when he declared: 

People discover their self-concepts from the kinds 
of experiences they have had with life; not from telling, 
but from experience. Adequate people . . . trust them
selves and their impulses . . . utilize themselves as 
trustworthy, reliable instruments for accomplishing their 
purposes . . .can afford to take chances . . . [andJ do 
not have to be afraid of what is new and different. 

Warm personal productive relationships can occur when 

there is a genuine concern on the part of the teacher and the 

student for each other. 



CHAPTER 3 

PRESENTATION AND EXAMINATION OF DATA WITHIN 
THE THEORY OF DEMOCRATIC PROCESSES 

In this chapter selected data regarding the perceptions 

of the participants in this study are presented and examined. 

The data derived from the questionnaires are compiled and pre

sented in histograms for convenience in describing and examining 

the reported perceptions. The data are placed in the five specif

ic categories of the theory of democratic processes, i.e., Con

tact, Consult, Find, Share, and Accompany. Each histogram and 

its accompanying descriptions are presented as follows: (1) a 

category statement, (2) the histogram, (3) comments on the data 

in the histogram, (4) an examination of selected student comments 

for each statement, and (5) an analysis of the responses to each 

statement according to the theory. 

Contact 

The first category of interview statements used in this 

study was concerned with contact. Contact was the initial move 

of the teacher toward the student or the student toward the 

teacher in attempting to start a personal relationship. The 

statements in this category attempted to uncover students' per

ceptions of their teachers' classroom behavior as it related to 
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the setting of the classroom arid whether the teacher initiated or 

was responsive to student attempts to talk with their teachers. 

Interview Statement Number 17 

I see my teachers as persons who from the very start 

of class tried to talk with me. 

As cited in Figure 1, about 21% of the students said no 

more than one teacher the previous semester maintained a class

room situation where contact could be made. Approximately 27% 

indicated some teachers developed a class situation where they 

could feel comfortable if contact were attempted. About 52% of 

the respondents felt that at least half of their teachers con

ducted class so contact could be made. 

Examination of comments. Generally the students re

sponded that their teachers made an initial effort at contact. 

Several students indicated that some teachers attempted to make 

contact by initiating conversations and treating them as individ

uals. This was suggested by the following: 

"All of my teachers wanted to talk to me about what 
I was interested in, what I felt about school and their 
classes." 

"A few teachers asked me about myself. They even 
tried to help me solve some school and home problems." 

"Some teachers tried to put themselves in my place 
in order to understand what was happening.,r 

"They would start a conversation with me or others. 
They would try to find out what you did in other classes, 
not just theirs." 
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"Most of my teachers talked about what my interests 
were, and what I expected to get out of their class." 

"My teachers started a general conversation with me. 
But they usually got around to their subject." 

A few students said that some of their teachers tried to 

put them at ease when they entered the class. They further in

dicated some teachers were friendly toward them as suggested by 

the following comments: 

"Only one of my teachers tried to talk with me and 
treat me as a person. She was interested in me, and 
even asked me about my home." 

"One teacher acted nicely and made me feel at ease. 
He did not consider many things that other teachers said 

" were wrong. He was interested in my getting my work done." 

"One teacher wanted to get to know me so I would get 
involved." 

"When I came into class, my teachers did not want me 
to be nervous. They were always friendly toward me." 

Several students complained that their teachers got 

friendly and talked to them only in order to get them to become 

interested in school subjects. Two interviewees seemed to sum 

up the feelings of those who responded in this manner: 

"Teachers would be helpful if it were in subject 
areas. They would not go out of their way to talk to 
me." 

"When you met teachers, they might say 'Hi' but they 
would not talk to me except about their subject and not 
in their spare time." 

Seven students stated that all teachers either failed or 

refused to initiate contact. In their comments they appeared to 

say that their teachers avoided personal contact with them: 
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"Not one of my teachers ever came up and talked to 
me personally. They did not act as if I were human." 

"Teachers did not care. According to them, I was 
just a matriculation number." 

Analysis. The respondents indicated a general tendency 

of teachers to talk with them. While this initial move of teach

ers toward students did not follow a consistent pattern, the 

students did report that most teachers' behavior made them feel 

comfortable. They generally agreed personal conversations with 

teachers were acceptable methods of getting to know their teach

ers. The seven students who indicated teachers avoided them 

tended to feel isolated and lacked adult contacts within the 

school. 

Interview Statement Number 12 

I see my teachers as persons who tried from the very 

start to conduct a class where I felt at ease. 

Approximately 52% of the students, as shown in Figure 2, 

felt that at least half of their teachers the previous semester 

conducted class so contact could be made. About 2 7% indicated 

some teachers developed a class situation where students could 

feel comfortable if contact were attempted. Over 14% said all 

teachers maintained a class situation where contact could be 

made. Only one interviewee suggested that the class atmosphere 

inhibited contact. 

Examination of comments. The respondents seemed to indi

cate that at the beginning of the semester teachers tended to be 
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open and initiated a class atmosphere where contact was possible. 

A number of respondents felt the classroom atmosphere was condu

cive to relaxation, friendship and understanding. This was sug

gested by the following student statements: 

"In one class, if I came in late, he would not punish 
me. He made me feel comfortable." 

"Some teachers asked us to make suggestions about 
class. They even went by our suggestions." 

"Some helped me with my personal problems and others 
changed the entire room around to make the atmosphere 
easy." 

"Most teachers attempted to talk to me as a person, 
not as a student." 

"My teachers tried to conduct the class where we 
were all friends. We were all alike instead of teacher-
student ." 

"They tried to find out about me and asked how I 
would like to learn the subject." 

"My teachers did not impose rules and regulations. 
They did not dictate orders. They were friendly and 
natural." 

"The atmosphere in my classrooms was relaxed. Teach
ers set reasonable boundaries." 

The setting of reasonable rules and regulations by teach

ers was not regarded by students as objectionable. It also did 

not seem to detract from the atmosphere of friendliness. Some 

students suggested that reasonable limits gave them a feeling of 

participation with teachers. One student seemed to sum up the 

feelings of these students when she said, "My teachers talked 

friendly and openly. They did not set a lot of rules." 
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Three students suggested some teachers developed a learn

ing atmosphere in which they did not feel harassed or pushed. 

They commented: 

"We discussed projects that we wanted to do in class." 

"Some didn't tell me what to do. They asked what was 
important to me." 

"Some teachers let us think we decided what we were 
going to do when they allowed us to work at our own pace 
or didn't push." 

Two students believed that although teachers permitted 

some variety in class, assignments were most important. If as

signments were done, they would be left alone. The following 

comments appear to support this: 

"In one class we were able to talk about many differ
ent things. He told us that we could do what we wanted 
as long as we waited long enough to get our work done." 

"One teacher didn't bug me and let me turn in my 
work when I wanted to." 

One interviewee seemed to sum up the feelings of several 

students when she complained, "They were friendly at first, but 

it ended." 

Only one student indicated all teachers rejected attempts 

at contact when he pointed out, "My teachers didn't care about 

how I felt in class. I felt that they said to me, 'If I didn't 

like it—too bad'." 

Analysis. Generally the students seemed to agree that 

contact could be made. Several students indicated that contact 

was limited to class assignments and not personal relationships. 
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A number of interviewees suggested a relaxed atmosphere conducive 

to contact was preferable as it tended to invite student partici

pation. Often though, the respondents remarked that participa

tion tended to indicate how assignments were to be done. Only 

one student maintained that all his teachers avoided contact, 

making him feel isolated by not being interested in him. 

Consult 

The interview statements in this category were concerned 

with consult. Consult was the process by which the teacher ex

tended contact in an attempt to inquire and learn about the stu

dent. Further, the participants begin to relate to each other on 

a person to person basis. It is an initial effort to explore 

areas of student interest. 

Interview Statement Number 11 

I see my teachers as persons who tried to stay in 

touch with me. 

Approximately 78% of the students, see Figure 3, responded 

that less than half of their teachers the previous semester ex

tended contact by getting to know something about them. About 

22% indicated that a majority of teachers attempted to initiate a 

personal relationship. 

Examination of comments. The data indicated that stu

dents felt they would enjoy school more if teachers consulted 

with them. When teachers consulted, the students seemed to feel 
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teachers cared about and were friendly toward them. The follow

ing comments suggest this: 

"I thought that I would have liked my teachers to 
keep in touch with me." 

"Some tried to get me to participate in other activ
ities. They helped me set my own goals even if these 
did not have to do with class." 

"One teacher did not talk down to me." 

"Sometimes one teacher would bring me home. If I 
was out of class, he called me on the telephone." 

"One teacher talked to me as a friend, not as a 
teacher. We talked about things that had nothing to do 
with school." 

"One teacher called when I was out of school to see 
if I was OK." 

"Some of my teachers came over and asked if I 
needed help." 

"A few called to find out if anything was wrong. 
They wanted to help me on my problems. They were my 
friends, not just my teachers." 

"If I was late they would get me out of class and 
talk with me. They were interested in me and my 
problems." 

"They seemed to care. They all asked if I needed 
help. They talked easily to me." 

Teachers who made themselves available to students were 

seen as extending contact. Two respondents felt they were able 

to go to their teachers, provided the teachers indicated they 

would listen. The respondents stated: 

"Most teachers said hello to me when I walked in. 
They would stop and talk to me. I think that it was im
portant that I could go to them." 
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"They talked to me before and after class. Sometimes 
they even called me out of class." 

One student felt that few teachers were interested in 

her. Most teachers, she believed, ignored student needs when she 

complained, "Two of my teachers listened to my ideas. Most 

didn't care." 

Teachers, some students indicated, were interested only 

in what was considered school-related problems. Personal con

cerns of students had no place in the education of two students 

who commented: 

"They were interested in me during school, but not 
after." 

"They just taught the class, then you were on your 
own." 

Analysis. The respondents seemed to agree that when 

teachers made an effort to trust and care about students, school 

could be a place where personal relationships could be maintained. 

This personal relationship, for some, extended beyond school and 

into the lives of the students. The respondents pointed out they 

were pleased when teachers responded to their needs in class or 

when they maintained contact outside school. Three students 

seemed to sum up the feelings of a number of interviewees when 

they asserted their teachers ignored them since their teachers 

were interested mainly in subject matter and not in a personal 

consultative relationship. 
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Interview Statement Number 14 

I see my teachers as persons who tried to find out 

about me as a person. 

As described in Figure 4, approximately 76% of the stu

dents interviewed indicated that no more than three teachers the 

previous semester attempted to get to know about them as individ

uals. About 24% felt a majority of their teachers wanted to 

learn about them. Of these, five students, or 8%, responded all 

of their teachers tried to find out something about them. 

Examination of comments. The data indicated that stu

dents wanted to be able to talk to teachers about their personal 

lives and interests. This relationship, students tended to 

agree, had to be based on trust and a sense of equality which 

form the basis of consultation. This was suggested by the fol

lowing comments: 

"One of my teachers was not afraid to go into my life 
and learn about my life style. He also told me about his 
life. That was important." 

"He talked about me and my interests." 

"One teacher talked to me as a person and not as a 
student." 

"Two of my teachers talked to me about what I did, 
and where I went. They were interested in me." 

"They talked to me as a human being." 

"A few were interested in me as a person. Only one 
was interested in a personal relationship with me. He 
put himself in my place and didn't worry about what others 
would say." 



30 

28 

26 

24 

22 

20 

18 

16 

14 

12 

10 

8 

6 

4 

2 

0 

:J2 

23% 

18% 

}S% 

i 

:»x»v; 

#•:$ 

None One Few 

Number of Teachers 

Most 

chers Learned About Students 



45 

Learning about students was important in the view of two 

students who maintained: 

"My teachers asked me about myself, my family and how 
I liked school. It was important for teachers to find 
out about kids." 

"They were around and talked about me, my hobbies and 
how I was doing in school.,T 

One student summed up the feeling of a number of students 

when she maintained that a personal relationship was a means of 

getting students to do assignments. Teachers, she felt, did not 

really care about students. If students did not do assignments, 

teachers usually ignored them. She complained: 

"Most teachers wanted to have a good relationship. 
They didn't force me to do the assigned work. They told 
me that I was only hurting myself if I didn't do it. 
Sometimes they let me study for a test in another class." 

Several students sensed teachers were in class to com

plete a specific task, and that becoming involved with students 

would prevent completing the assignment. As a result, the re

spondents apparently felt teachers placed themselves in a posi

tion above students. This enabled them to ignore students if 

they chose. The following comments of several students appear to 

indicate this: 

"They devoted time to the entire class. If they got 
personally involved with me, they would not have time 
for others." 

"They just didn't care about you. They just minded 
their own business." 
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Analysis. The respondents tended to agree that teachers 

should attempt to consult with students. They further suggested 

that a more enjoyable learning experience would seem to be pos

sible if teachers learned more about students and treated them as 

people, not as objects. The students apparently agreed that each 

was an individual with his own ideas, concerns and lifestyle. 

These made him unique. Treating an individual as part of a 

group, they indicated, ignores the individuality of each one. 

The students suggested that if teachers showed they cared for 

them as individuals, a warm relationship could develop. They 

would then be able to improve their relationships with others. 

Several students maintained teachers tended to ignore them by 

showing preference for activities other than having personal 

relationships. 

Find 

The interview statements in this category were concerned 

with find. Find is the identifying and developing areas of stu

dent concerns. In this process, the teacher extends the elements 

of consultation. He then focuses upon the activity and direction 

which the student indicates would be most profitable to him. 

Interview Statement Number 9 

I see my teachers as persons who did seek to find out 

about my interests. 
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About 45% of the students, as presented in Figure 5, said 

that no more than one teacher the previous semester tried to dis

cover their interests. Approximately 35% of the respondents ex

plained that less than half of their teachers attempted to find 

out about their interests. About 23% felt that a majority of 

their teachers wanted to know what interested them. Three re

spondents said all teachers wanted to develop student interests. 

Examination of comments. The data seemed to indicate 

that when some teachers started inquiring about the interests of 

students, the respondents tended to become cautious. The stu

dents apparently believed that teacher inquiry was not directed 

toward their interests. They sensed teachers had some ulterior 

motive as suggested by the following comments: 

"My teachers asked what we wanted to do, but they de
cided whether we could do it." 

"Two teachers tried to find out what I liked. They 
only permitted me to choose from among topics they picked 
out." 

"A few asked what I wanted to do. But some tried to 
psychoanalyze me." 

"When you told teachers the things you liked, they 
still stuck to academics." 

Several students suggested teachers were concerned with 

students completing assignments. Teacher inquiry into student 

interests was a means of achieving that end. The following com

ments appear to be indicative of this theme: 

"They did not really seek out interests. They would 
take ideas, if offered, and then they decided if I could 
do them." 
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"If my teachers saw I was not interested, they would 
question me. They made suggestions about things I could 
do or what type of extra credit would bring up my grade." 

Consultation by trying to find out about student inter

ests was attempted by some teachers. The comments of four stu

dents appear to suggest this: 

"One teacher talked to me about what I was interested 
in." 

"She asked me what I wanted to do." 

"My teachers tried to find out about my hobbies and 
how I enjoyed the class." 

"Some asked me what interested me and what I wanted 
do." 

Two respondents pointed out that few teachers developed a 

relationship which focused primarily on student interests. Their 

comments were: 

"A few helped me set up appointments so I could find 
a j ob." 

"One teacher asked me what my interests were and we 
worked from there." 

Whether or not teachers were concerned about student in

terests was a factor in the perception of students toward teach

ers. Nine students complained that no teacher was concerned 

about their interests. They tended to believe teachers disre

garded them. Three students appeared to sum up the opinions of 

those nine when they complained: 

"They didn't ask me what I wanted or liked." 

"They went by the book or an outline." 
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"They didn't care. When students went up to the 
teachers and asked them ..if they, could do something, the 
teachers didn't listen." 

Analysis. The respondents appeared to agree that student 

interests as a primary ingredient in the learning process was a 

rarity. When teachers inquired about student interests, the re

spondents suggested it was for teaching purposes. Teachers, the 

students indicated, preferred to move the students into areas 

they believed necessary. Consequently, choices of activities 

tended to come from predetermined lists, and when students ini

tiated topics, these were subject to a teacher veto. Several 

students agreed that teachers never attempted to discover their 

interests. Rather, they complained teachers disregarded student 

ideas or responded as if student ideas were not worthy of 

discussion. 

Interview Statement Number 6 

I see my teachers as persons who aided me in develop

ing new interests. 

As cited in Figure 6, approximately 70% of the respon

dents indicated that a minority of teachers the previous semester 

tried to develop or aid them in establishing new interests. Of 

those, almost 27% of the students pointed out that two of their 

teachers tried to extend student interests. One-fifth said no 

teacher was concerned about the interests of students. Six of 

the respondents, or 10%, said all teachers felt it important to 

develop student interests. 
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Examination of comments. The data seemed to indicate 

that teachers would rarely participate with students in a rela

tionship which student interest was the primary focus. Teachers 

seemed to cooperate with students when their interests fell with

in the teachers' prescribed course of study. Several students 

seemed to concur with this by the following comments: 

"Most of my teachers let me alone. If I was inter
ested in an area the teacher liked, he would help me 
develop it." 

"Most teachers presented new things in their subjects 
to lure students into those areas." 

Choices appeared to be permitted within a range of topics 

that teachers suggested. None of the respondents, according to 

their comments, indicated they were permitted to move outside the 

prescribed areas. A number of students seemed to support this 

view by the following comments: 

"Some teachers introduced new ideas and made 
suggestions." 

"In each course, they tried to show me new things I 
could do." 

A few students pointed out that teachers asked for their 

preference. The following comments indicate this: 

"They asked what activities we would like to get 
into." 

"They gave me choices by asking preferences. They 
also made suggestions." 

One student indicated that he would be allowed to reject 

suggestions from teachers when he said: 
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"A few teachers introduced new things and explained 
them. If I was interested, they would go on. If I did 
not respond, they would not force me, but would try 
something else." 

Another respondent said that some of her teachers wel

comed student suggestions. But the student did not indicate if 

she was permitted to pursue these suggestions. She said: 

"Only a few got interested in new things. They let 
you work out your own ideas. If you brought them new 
ideas, they would listen." 

To find and develop student interests necessitates ex

ploring a variety of activities and alternatives. Three respon

dents apparently felt some of their teachers' behavior enabled 

them to find and develop such interests. The following state

ments appear to suggest this: 

"One room was full of different things. One teacher 
would talk to me about my ideas and helped me develop 
them." 

"One teacher talked about what I was planning to do 
and be. He gave me his views and suggestions." 

Twelve respondents reported that no teacher was willing 

to accept their ideas. They suggested that teachers disregarded 

them when they said: 

"They did not give me or others encouragement to de
viate from the course." 

"No course really went into new things for me." 

Analysis. Generally the respondents suggested teachers 

were not committed to find student core interests and work with 

them to pursue those interests. Rather, the students indicated 

teachers were more concerned with what teachers believed was 
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relevant for students to learn. A number of students pointed out 

that teachers who professed to work with student interests by 

listening to their suggestions and ideas did not seem to act on 

those suggestions. Teachers appeared willing to allow students 

to choose from teacher-given options. Two students suggested 

they could develop their own interests. Only one student indi

cated his teachers would work with him on his interests. Twelve 

students said no teachers' classroom behavior permitted them 

freedom of choice. These teachers were only interested in sub

ject matter and student ideas tended to be disregarded. 

Share 

The interview statement in this category was concerned 

with share. Share was the process by which the teacher and stu

dent organize themselves so they can pursue student interests. 

It tended to become a one-to-one relationship of persons working 

as equals and focused upon cooperative activities. 

Interview Statement Number 14 

I see my teachers as persons who planned with me concern

ing my interests. 

Approximately 86% of the students, as shown in Figure 7, 

felt that fewer than three teachers the previous semester made 

any attempt to share their interests. Over half of the respon

dents indicated that approximately two teachers made any attempt 

to plan with them about their interests. About 17% stated a 
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majority of teachers planned with them concerning what would be 

learned. 

Examination of comments. The data suggested students en

joyed a relationship with teachers when they shared interests. 

Students maintained that teachers did at times help them in areas 

of individual interests. Initially, help was available when 

student interests conformed to teacher subject matter ideas. The 

following comments indicate that subject matter took priority 

over student interests: 

"They helped me but we didn't really plan things 
together." 

"They planned with me if it concerned subject matter." 

"I was told what I had to do, but my teachers gave me the 
choice of how to complete it." 

Several other students indicated that teachers would al

low them some choices provided they first completed the assigned 

work. This was manifest by the following remarks: 

"They talked to me to see what I wanted to do. They 
helped me with special reports." 

"Teachers asked what we wanted to do. If we cooper
ated and did the things he wanted, then we could to what 
we wanted." 

"If I finished, they asked me what I wanted to do for 
the rest of the time." 

"They had us on individual programs that we selected 
within the subject. Once we completed the work, we were 
permitted to do other things." 

The promise that once a student completed an assignment 

he would be permitted to work on activities of his own interest 
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proved illusive when one student said, "They set up certain goals 

and when they were resolved they set up others that were harder." 

Often teachers indicated that students would be able to 

work on their own interests, but the final decisions always re

mained with the teacher. One student maintained, "One of my 

teachers did not have activities all planned out. She asked us, 

but we ended up with her making the decisions." Only one student 

felt a teacher really worked to pursue student interests when he 

said, "One teacher asked me what I wanted to do. We then agreed 

on what was to happen." 

Three students appeared to sum up the feelings of seven 

students who complained that no teacher was interested in sharing 

ideas and working to pursue student interests. Often, the stu

dent reported that teachers indicated what was to be done in 

class: 

"It was difficult for teachers to see each student. 
They often planned with the entire class on a particular 
project, but not individually." 

"Teachers taught subject matter." 

"Teachers never took me into consideration when they 
planned anything. If they did, I was unaware of it." 

One student said, "They sometimes asked the entire class. 

They named off the things we could do and sometimes we voted." 

He seemed to feel that although students could not entirely pur

sue their own interests, at least they had some choices. 

Analysis. The respondents generally agreed that teachers 

did not include them in planning class activities. Several 



students did mention one teacher who shared their interests to a 

limited degree. In addition, a few suggested that a personal re

lationship in which interests were shared tended to be more en

joyable than traditional classroom procedures. Other students 

appeared to complain that teachers acted dictatorially by stress

ing teacher-planned activities. A number of students said they 

were satisfied when teachers allowed them to pursue their own in

terests, after completing teacher assignments. 

Accompany 

The interview statements in this category were concerned 

with accompany. Accompany was the process by which the teacher 

and the student actively worked together in pursuing student in

terests. This process follows from the sharing and exploring of 

mutually defined interests. When students and teachers agree to 

accompany each other by working together in jointly acceptable 

areas, they seem to generate warm, personal productive 

relationships. 

Interview Statement Number 5 

I see my teachers as persons who worked with me in 

pursuing my interests. 

As presented in Figure 8, approximately 67% of the stu

dents responded that less than half of their teachers the pre

vious semester were interested in pursuing student interests. 

About 12% said not one teacher was concerned about the interests 
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of students. One-third of the respondents felt a majority of 

teachers believed student interests were important. Of those, 

three students stated that all teachers pursued their interests. 

Examination of comments. The data suggested teachers 

tended to accompany students in subject matter related areas 

only. Within guidelines set by teachers, the respondents sug

gested some freedom was permitted. Several students indicated 

they were allowed to work on activities of their own interest 

provided it was related to a particular subject being taught. 

"They allowed me to pick things that I liked to do 
as long as it was in the subject." 

"Some cared about me and my interests, but most cared 
only that subject matter was learned." 

"I did reports and research on what I chose as long 
as it related to class." 

"I liked working on biology. I could do reading and 
reports in that subject. When I did reports, I could 
then get credit in other subjects." 

Any attempt on the part of the teacher to work with stu

dents outside of subject matter areas was seen as a positive step 

by students. Teachers could learn about student interests by 

surveys, talking with students, and others. Several students ap

peared to appreciate this behavior of teachers when two of the 

respondents commented: 

"One teacher allowed the class to decide. The rest 
decided for us. I like the first better." 

"Most teachers took surveys on what we wanted to 
learn. They built on those surveys." 
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The most enjoyable time in class, several students sug

gested, was when teachers indicated a willingness to work on 

student interests. Four students commented on their teachers' 

behavior in this way: 

"One teacher gave me materials that I was interested 
in." 

"When I wanted to do something, he would help me. 
He told me the things I had to know and he tried getting 
materials for me." 

"My teachers permitted me to do things I wanted . 
They helped me if I asked." 

"They worked with me even if it did not relate to 
class ." 

Working on their interests did not mean that students 

wanted to do things alone. The respondents suggested that when 

teachers allowed them to be almost entirely on their own and did 

not work with them, the experience was not satisfying. Two stu

dents complained: 

"A few teachers allowed me to go on my own. It was 
different than working in groups." 

"A few teachers allowed me to spend my time as I 
wished. Most just shrugged it off and walked away." 

Seven respondents maintained that no teacher was inter

ested in accompanying them in their interests . Teachers taught 

subject matter. Independent study was seen by one student as an 

excuse for teachers to abandon them, as suggested by the follow

ing comments: 

"I never had a teacher who asked my opinions. They 
just taught what interested them." 
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"They did not work with me on my interests . Even 
when I could do things on my own, they would not help-me. 
They just left me alone, especially in independent study." 

Analysis. Generally the respondents agreed they enjoyed 

school when relationships with teachers were cordial and where 

they were able to work together on mutually satisfying activities . 

A number of the respondents suggested students would be permitted 

to pursue only those interests that fell within the subject guide

lines set by the. teachers. Additionally, students indicated that 

teachers saw themselves as being permissive if they asked for 

student opinions, the entire class selected the activity, stu

dents worked in groups or if independent study was assigned. But 

students did not appear to perceive these class procedures as be

ing very different from a traditional teacher-dominated class . 

To accompany, students suggested, indicates an active participa

tion which grows out of sharing interests . Some teacher behavior 

seemed to indicate they abandoned them, some students suggested . 

Interview Statement Number 1 

I see my teachers as persons who were interested in 

working with me on activities that I felt were valuable. 

Approximately 64% of the students, as shown in Figure 9, 

responded that less than half of their teachers the previous 

semester were interested in activities students believed were 

valuable. Of these, 24 students or 40% indicated few teacher 

accompanied them, and 11 students said that only one teacher did 

not abandon them. About one-third said a majority of teachers 
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were willing to accompany them on student-chosen activities. Of . 

those, two students pointed out that all their teachers worked on 

activities students maintained were valuable. 

Examination of comments. The data suggested students 

preferred classes where their interests were taken into consid

eration. When student interests predominated, or if the teacher 

happened to choose a topic which seemed valuable to students, 

they tended to respond positively to the activity. Some students 

indicated they would prefer classes which dealt with personal ob

jectives. This was suggested by the following student comments: 

"They asked questions and you did the answers. You 
could ask questions if it concerned subject matter. You 
had to get your work done." 

"One teacher went through a nine-week stock market 
project. I felt that that was valuable information for 
me." 

"If there was something I wanted to get, the teacher 
would help me. He would do this even outside of class." 

"One class taught me things I would be able to do in 
my job instead of things I would never use." 

"They helped me in things I liked to do, even in 
areas outside of class." 

Two students indicated some teachers acted humanely by 

listening to students' suggestions. They maintained: 

"Teachers took time to help me in class activities." 

"Some left it up to the class to'decide what to do. 
If student requests seemed reasonable, they agreed to the 
change." 

Independent study was seen by one student as a chance to 

get into personal activities. This appeared to be contrary to 
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other comments on the subject. One student maintained, "I did 

what I wanted in independent study. Teachers helped me with re

search materials and with suggestions." For another student, 

field trips were seen as an area which could lead to students and 

teachers working together. But even this ended up in being 

teacher dominated. Another student complained, "When we went on 

field trips we decided where to go from a list prepared by the 

teacher.* The teacher then planned it." 

One student stated that his teachers seemed to be inter

ested in him when he said, "They had concern for me. With a few, 

I could go and talk." But two other students reported that 

teachers had no interest in them. Their teachers were only con

cerned with their subject. They commented: 

"Most teachers covered only materials that interested 
them." 

"We did things that the teachers assigned." 

Analysis. The respondents generally agreed that activi

ties which were of interest to them were more satisfying than 

doing assignments. Teachers could determine their interests in 

several ways: asking, being open to students, making suggestions 

or assigning activities that students felt were valuable, they 

said. But, the above methods of attempting to extend student in

terests tended to be a hit or miss proposition. Students, at 

times, appeared to use teacher suggestions as a means of fulfill

ing minimum requirements and then doing activities of interest 



to themselves. Teacher behavior which was primarily concerned 

with getting students to complete assignments was interpreted by 

students as abandoning them. 



CHAPTER 4 

STUDENT-TEACHER RELATIONSHIPS AS PERCEIVED 
BY SIX STUDENTS WITHIN THE THEORY 

OF DEMOCRATIC PROCESSES 

This chapter is concerned with six specific students' 

perceptions of their relationships with teachers within the cate

gories of the theory of democratic processes. Each category, 

i.e., Contact, Consult, Find, Share, and Accompany, was examined 

in relation to a student's perception of his teachers' classroom 

behavior. The data were condensed and the statements in each 

category except share were averaged for developing histograms. 

The category of share contained only one statement. If the stu

dent indicated that most or all teachers behaved a specific way, 

the investigator assumed that the student perceived teachers as 

being relatively democratic in those categories. If a student 

responded one or none, the investigator assumed the student per

ceived teachers as behaving less democratically. If the student 

indicated a few teachers acted in a specific way, the investiga

tor determined the student perceived teachers as vacillating, or 

made no qualitative judgment. 
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Profiles of Two Students Who Perceived Their Teachers 
as Behaving Relatively Democratically 

The following two student profiles were concerned with 

students who saw their teachers as exhibiting relatively demo

cratic classroom behavior. In general, these two students when 

responding to the interview statements concerned with the theory 

of democratic processes indicated that a majority of their teach

ers behaved democratically in each of the five categories within 

the theory of democracatic processes. 

As presented in Figure 10, student 43 saw most or all of 

his teachers making contact. "They would start conversations 

with me" (Statement 17) as a means of initiating contact. When 

this student entered class, he indicated his teachers seemed in

terested (Statement 12) in maintaining a pleasant atmosphere. 

"We discussed projects we wanted to do, field trips that would be 

interesting, and types of reading we could do. The class made 

the decisions." 

The process called democracy attempts to move through 

stages fostering relationships which are warm and productive. To 

this end, student 43 indicated that teachers consulted (Statement 

11) him on a person-to-person basis. He said, "I became close to 

my teachers. They were interested in me and my problems." "When 

classes began, my teachers noticed I was not doing all my work. 

They talked to me and gave me other work to do" (Statement 14). 

This student apparently felt he was being consulted about himself 

and his needs. 
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Continuing through consultation, the teacher's behavior 

proceeded to finding and developing student interests. Student 

43 said few teachers attempted to find interests, or initiate any 

movement toward finding interests. Instead they relied on stu

dent 43 to determine if he wanted to become involved with his 

teachers (Statement 6). "If my teachers knew where I was going, 

they would give me different things to do." When responding to 

the statement (9) on developing student interests, student 43 

said, "My teachers set up appointments for me so I could get a 

job." This student saw his teachers as not only finding inter

ests, but pursuing them also. 

The pursuing of interests rested on sharing and planning. 

While student 43 suggested not many teachers shared interests 

with him, those who did tended to be fully involved. When re

sponding to Statement 13 concerning share he said, "They sat down 

with me and asked me what I would like to do. If it were possi

ble for me to achieve it, they would help." 

Achieving a shared interest indicates a willingness on 

the part of teachers to actively pursue student interests, that 

is, to accompany students. Most teachers were interested in 

working on student interests, said student 43 (Statement 1). 

"If I didn't know the answer my teacher would sit down and dis

cuss things with me." This student also indicated all teachers 

were interested in pursuing his interests (Statement 5), when he 

said, "My teachers sat with me and talked about field trips." 
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As cited in Figure 11, student 35 responded that he per

ceived most teachers as behaving democratically. Only in one 

category, Find, did student 35 indicate that a few teachers re

sponded positively. For the remainder of the statements, this 

study felt most teachers 1 behavior was democratically oriented. 

"When I came to class, they did not assign me a seat and 

I was able to sit with my friends. The classes were open (State

ment 12)." "Most of my teachers tried to initiate a conversa

tion. We would talk about myself and the work I was going 

(Statement 17)." Contact for this student appeared to have been 

made by teachers. 

In democratic processes, contact is the initial step. 

Extending contact to find out about a person constitutes consul

tation. "They were friendly and asked how I was doing (Statement 

11)." "They talked to me (Statement 14)." Student 35 felt that 

discussing things with him showed that teachers were interested 

in him as a person. 

Exhibiting a positive attitude toward finding the inter

ests of student 35 tended to be part of the relationship, as he 

perceived it. "A few teachers asked what I was interested in 

(Statement 9)." "They explained new things to me (Statement 6)." 

This student appeared to believe teachers did attempt to find 

and develop his interests. 

Although student 35 said most teachers shared interests 

by planning with him (Statement 13), he seemed to have expressed 
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a conflicting view when he said, "I haven't tried, but I think 

most teachers would if I approached them." Student 35 apparently 

felt satisfied with the way teachers conducted their classes. He 

seemed to have felt consulted and indicated he was working on his 

interests. He apparently did not feel the need to plan specific 

activities with his teachers. 

Since student 35 indicated things were satisfactory in 

school, he apparently felt teachers did, or would, accompany him 

(Statement 1) in his interests, when he said, "They gave me per

sonal attention and help. The materials seemed valuable." When 

commenting whether his teachers worked with him in pursuing his 

interests (Statement 5), this student felt he had logically de

duced his teachers' intentions in Statement 5, when he main

tained, "They would work with me even if it did not relate to the 

class." 

In summary, the two students whose profiles were de

scribed in this section apparently felt that their teachers' be

havior tended to be democratic. When responding to each of the 

interview statements, within the categories of the theory of 

democracy, these two students suggested their teachers generally 

became involved with them as individuals and were concerned with 

their problems. 
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Profiles of Two Students who Perceived Their Teachers 
as Vacillating Between Behaving Relatively 

Democratically an<̂  Relatively 
Less Democratically 

The following two student profiles were concerned with 

students who saw their teachers' behavior vacillate between ex

tremes of the democratic process in the classroom. When respond

ing to interview statements concerning democratic processes, they 

indicated: (1) there was no consistent pattern in their class

room teachers' behavior; (2) their teachers acted in a democratic 

manner when responding to the first category of the theory of 

democratic processes; and (3) they acted less so when responding 

to other categories of the process. 

Democratic processes do not imply that relationships re

main constant. Some students contended teachers are democratic 

in certain situations and tend to be less democratic in others. 

As shown in Figure 12, student 50 seems to have indicated 

that teachers behaved more or less democratically according to 

specific classroom situations. This student felt all or most 

teachers initiated contact. "They all tried to put me at ease 

at the beginning of class. At that time I was able to get a lot 

out of it (Statement 12)." "When I walked in, they were always 

there and they started to talk to me to see what I knew about 

school (Statement 17)." In these instances, student 50 suggested 

contact was made and somewhat extended. Unclear at this point 

was whether the teachers' inquiries were to consult. 
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When responding to Statement 11, inquiring whether teach

ers kept in touch, student 50 stated that "all" teachers behaved 

so as to keep in touch. She said, "They seemed to care. They 

asked me if I needed help and sometimes they gave suggestions. 

They all talked to me." Contact seemed to be extended in this 

statement, but not in Statement 14, when she commented: "They 

just didn't care about you. They just minded their own busi

ness." This seemed to suggest that teacher contact was not pri

marily to learn about students. 

When student 50 responded to whether teachers attempted 

to find and develop her interests (Statement 6), she said, "Only 

one teacher aided me in developing new interests and that was in 

band. He helped me with new techniques and approaches. He cared 

about my progress." In responding to Statement 9 concerning 

student interests, student 50 maintained, "They don't care. When 

I came up to my teachers to ask them if I could work on something 

else, they wouldn't listen." Student 50 seemed to suggest that 

only if her interests coincided with teacher interests could she 

do things she wanted to. 

Student 50 also suggested that few teachers shared her 

interests by planning common interests with her. On Statement 

13 she complained, "Some asked if I liked the subject, but most 

didn't even ask. They planned as they pleased." This response 

suggested that even those teachers who seemed to behave somewhat 
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democratically were perceived as being non-democratic since all 

planning was done within a predetermined structure. 

A few teachers were seen by this student as accompanying 

her in her interests. That is, student 50 maintained some teach

ers would work with students on agreed upon activities . Student 

50 said, "Every day they went over the material that students 

misunderstood. We did not have to struggle with the answers 

(Statement 1)." "Teachers sat at their desks and answered ques

tions that were needed to continue. Often they gave hints 

(Statement 5)." Again, student 50 indicated that teachers would 

work with him concerning subject matter. Accompanying was per

ceived by students as agreeing to do what teachers said was 

important. 

In some classroom situations, teachers were perceived as 

attempting to initiate a democratic process . But after the ini

tial contact, they did little else to foster behaviors which 

continued a democratic relationship. Student 58, as cited in 

Figure 13, generally saw his teachers in this situation. 

"They talked about my experiences and interests (State

ment 17)." "They were friendly at. first, but it ended (Statement 

12)." Student 58 suggested that his teachers did not extend con

tact . He did not respond to Statement 11 except to indicate that 

no teacher kept in touch with him. He did say, when responding 

to Statement 14, "One teacher talked to me about my interests." 
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There was no indication that any personal relationship proceeded 

from there. 

Student 58 pointed out (Statement 6) that one teacher 

(apparently the same one previously referred to) attempted to 

develop student interests when he said, "One room was full of 

different things. She talked to me about my ideas." When re

sponding to Statement 9 about teachers seeking to find student 

interests, this student maintained, "They went by the book. 

They didn't want to take time out to learn about me." This re

sponse suggested student 58 perceived teachers as being inter

ested in having students do what teachers thought was proper. 

They were not concerned with students. 

If democratic processes moves from each category in se

quence, student 58 indicated teacher democratic behavior appar

ently ended at the contact level. No teacher shared with him by 

planning with him. To Statement 13, she complained, "They de

cided what I should do. I had to learn it." 

While student 58 responded that few teachers accompanied, 

it was apparent from her comments that accompanying was within 

the program predetermined by teachers. Since the teacher had 

determined acceptable student behavior (Statement 1), the teach

er could not be considered as acting democratically. ("They did 

things according to a predetermined schedule.") One teacher 

seems to have behaved somewhat differently (Statement 5) toward 

student 58. He said, "She gave me things that I was interested 
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in within the subject. I did not necessarily do what the class 

was doing." Again for this student activities had to proceed 

within the schedule of activities determined by the teacher. De

viation, she suggested, was not permitted. 

To summarize, the two students whose profiles were de

scribed in this section apparently felt that their teachers' 

classroom behavior was not consistent. Both students indicated 

that their teachers did make some contact. But, when describing 

teacher behavior within the other categories of the theory of 

democratic processes, both students suggested there was little 

attempt to extend contact and pursue student interests. However, 

the respondents pointed out that if student interests corre

sponded somewhat with teacher desires, teachers would work with 

students to complete agreed upon tasks. 

Profiles of Two Students Who Perceived Their Teachers 
as Behaving Relatively Less Democratically 

The following two student profiles were concerned with 

students who saw their teachers as behaving relatively less 

democratically in their classrooms. Generally, these two stu

dents, when responding to the interview statements within the 

categories of the theory of democratic processes indicated that 

not more than one teacher1s classroom behavior implied a willing

ness to behave democratically. 

Democratic teacher behavior can be said to exist in a 

classroom. It is the qualitative aspects of that behavior which 
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did not seem to exist in any appreciable degree for student 17, 

as shown in Figure 14. Some initial contact was suggested 

(Statement 12) in the following response: "The teachers talked 

freely and openly. They didn't make a lot of rules." In no 

other instance did student 17 indicate any more than one teacher, 

and in most instances not one teacher, behaved democratically. 

To Statement 17, concerning teachers talking to students, student 

17 replied, "No teacher ever came and talked to me personally. 

I would have liked some 'human' teachers for a change." 

In the category of consult, she further indicated that 

one teacher kept in touch (Statement 11). She said, "One teacher 

talked interestingly to me." But, responding to Statement 14 

about teachers trying to find out about students as persons, she 

maintained, "Teachers did not talk to me to find out about me as 

a person." These responses suggested teachers did not consult. 

In the category of find, student 17 maintained that one 

teacher attempted to develop her interests (Statement 6) but 

these were within the subject area. She said, "One teacher 

showed me different ways to look up things in books to get at 

symbolism and true meaning." In response to Statement 9, student 

17 complained, "No teacher tried to find out about my interests." 

Student 17 said that her teachers were not concerned 

about her interests (Statement 13). She seemed to complain, "No 

teacher ever planned with me about my specific interests." Al

though the democratic process may have been available to this 
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student, her teachers did not appear to generate behavior which 

would develop the essential atmosphere for such a relationship. 

Again, student 17 indicated one teacher tended to accom

pany her because that teacher's suggestions happened to coincide 

with the interests of the student. Referring to Statement 1, she 

said, "One teacher went through a nine-week stock market project 

and I felt that was valuable information for me." When respond

ing to Statement 5, whether teachers worked with her to pursue 

her interests, she complained, "I never had a teacher who asked 

my opinions. They just taught what interested them." 

As cited in Figure 15, student 5 indicated that demo

cratic teacher behavior was almost totally absent in the class

rooms. In no instance did student 5 suggest that any teacher 

exhibited a tendency to work within the categories of democratic 

processes. To each statement, she responded that no teacher be

haved democratically. The comments of student 5 tended to be as 

emphatic as the responses of other students, as follows: 

"None was aware of people in class (Statement 12)." 

"They could care less to talk with me (Statement 17)." 

"They had too many kids in class (Statement 11)." 

"They act like dictators. They just give you work to 
do (Statement 4)." 

"Everything was done by the book and it was not inter
esting (Statement 6)." 

"They could care less what my interests were (Statement 
9)." 
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"They had too many kids to worry about (Statement 13)." 

"They did not work with me on my interests (Statement 
5)." 

"They gave me things to do in the subject. They had 
too many kids to do anything else (Statement 1)." 

In summary, the two students whose profiles were de

scribed in this section felt that very few, if any, teachers be

haved democratically in the classroom. When responding to a 

specific interview statement, only one of the students indicated 

that more than one teacher made contact. Both students suggested 

that democratic teacher behavior was almost totally lacking. 

Teachers appeared interested in dictating subject matter, and 

student interests did not seem to be given consideration. 



CHAPTER 5 

PRESENTATION AND EXAMINATION OF DATA WITHIN 
THE THEORY OF NON-DEMOCRATIC PROCESSES 

In this chapter selected data regarding the perceptions 

of the participants in this study are presented and examined. 

The data derived from the questionnaire are compiled and pre

sented in histograms to facilitate describing and examining the 

reported perceptions. The data are placed in the five specific 

categories of the theory of non-democratic processes, i.e., 

Avoid, Ignore, Disregard, Exclude, and Abandon. Each histogram 

and its accompanying descriptions are presented as follows: 

(1) a category statement, (2) the histogram, (3) comments on the 

data in the histogram, (4) an examination of selected student 

comments for each statement, and (5) an analysis of the responses 

to each statement according to the theory. 

Avoid 

The first category of interview statements used in the 

study of non-democratic processes was avoid. Avoid was the pro

cess by which the teachers' approach to form a warm, personal 

relationship with the students was inhibited. This process 

seemed to evoke remoteness and feeling of rejection on the part 
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of the student. Consequently, avoidance of students appeared to 

inhibit learning, as students had a feeling of detachment from 

their teachers. 

Interview Statement Number 4 

I see my teachers as persons who kept me at a distance 

from them from the very start. 

As shown in Figure 16, approximately 82% of the students 

interviewed suggested that a minority of their teachers the pre

vious semester avoided personal contact. Almost 30 said few 

teachers tended to avoid. Eleven students, or 18%, responded 

that a majority of teachers avoided personal contact. Of the 

latter, two students said all teachers avoided. 

Examination of comments. Generally, the students re

sponded that a majority of their teachers did not avoid them. 

Sixteen students indicated all teachers acted friendly toward 

them and wanted to get to know them. Some of their responses 

were: 

"They acted as if we were all part of a group. They 
let us choose what we wanted to do." 

"My teachers seemed to want to help me succeed in 
class ." 

"All my teachers tried to get to know something about 
each student, even if it were only his name." 

"My teachers were friendly. If I had a personal prob
lem, they would ask if they could help. Often they would 
suggest someone for me to go to." 



30 

Hone 

Number of Teachers 

Figure 16. Teachers Kept Away from Students 

is% 

Most Ala 

00 
CO 



89 

The remainder of the students responded that from one to 

all of their teachers avoided them. Two students indicated that 

their teachers were friendly at first but, for some unknown rea

son, they changed. They said: 

"They made nice speeches, but they didn't talk about 
what I wanted to do." 

"When I asked one teacher a question, she told me to 
sit down. If she told me she would help, she waited and 
ended up not helping me." 

Personal teacher association with some students became 

very important to the learning process. Several students sug

gested their teachers had no intention of getting involved with 

them. They maintained: 

"My teachers took roll and gave work. There was no 
personal contact." 

"They didn't get involved or become 'personal' with 
us." 

"They were 'cold fish.' They could care less about 
me as a person." 

Cooperation, for one student, became the focal point of 

his response. To him, cooperation tended to be one-sided when 

he said, "I felt cold with teachers. They would say, 'If you 

cooperate with me, I will [cooperateJ with you.' They gave big 

speeches to make you think they were nice, but they weren't." 

Teachers had various ways of behaving which indicated to 

students that they were subordinate to the teacher. Two students 

referred to their teachers' strictness and the manner in which 

the teachers called on students. 
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"My teachers were very strict. They did not want to 
put themselves out unless they had to." 

"My teachers called me by my last name or my matricu
lation number. When a student pulled the same thing on a 
teacher, he got kicked out of class." 

Three other students suggested their teachers acted in a 

similar manner. These students felt that teachers who acted 

aloof and distant were avoiding them. The following comments 

seem to suggest this: 

"One teacher always gave me the feeling that she was 
too busy. When she talked to me, she cut me down." 

"One teacher didn't want to be bothered. She acted 
like she was 'up the hill' and that was it." 

"My teacher would not offer help. He acted far away." 

Two students responded that this avoiding attitude was 

temporary. They proposed that when teachers and students got to 

know each other, attitudes and behaviors tended to change. They 

said: 

"His distance toward me has been reduced because he 
was willing to let me know him better." 

"They stayed back until they could get to know you. 
The more you knew them, the better it was." 

Analysis. Most students responded that their teachers' 

attitudes were generally friendly. They further suggested teach

ers would meet and work with students. But a number of the re

spondents felt teachers avoided them. Students tended to suggest 

they would prefer teachers who behaved in ways which manifested 

interest and help. Several students believed teachers who be

haved in a manner which tended to avoid contact changed when 
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teachers got to Iciiow students on a personal basis. All too 

often, students felt teachers started class in a formal manner. 

This formality led a number of students to imply that students and 

teachers held a different status. Although teachers talked about 

being friendly, they appeared to behave non-democratically. 

Interview Statement Number 2 

I see my teachers as persons who did not try to "hit up" 

a personal friendship with me. 

Approximately 27% of the students interviewed, as pre

sented in Figure 17, responded that no more than one teachers the 

previous semester avoided contact. Another 27% of the respon

dents suggested few teachers started the previous semester avoid

ing them. About 32% of the students felt a majority of teachers 

did not try to have a personal friendship. Of those, nine stu

dents, or 15%, said all teachers tended to avoid attempts at 

contact. 

Examination of comments. Generally, the students agreed 

there was an initial attempt by teachers to begin a personal 

friendship with them. In some instances relationship seemed to 

have no solid foundation. Teachers, some students felt, avoided 

them. A number of students indicated that after an initial con

tact, teachers' behavior changed to one of "getting on' by teach

ing subject matter. A personal relationship, the students 

suggested, tended to interfere with this procedure. 
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Teachers often indicated they needed the respect of stu

dents . One respondent suggested teachers believed friendship and 

respect were incompatible, when she said, "They acted like they 

did not want to get close to me because they thought they would 

lose respect." 

Generally the most prevalent student reaction to the in

terview statement seemed to suggest teachers were in the class

room to do a particular job--to teach the subject. Any behavior 

which interfered with the teachers' preconceived plans were re

jected. This appeared to be supported by the following comments: 

"They conducted class in a business-like fashion." 

"One teacher seemed always too busy to bother with me. 
He was only involved in his job." 

"He gave me work and told me to do it." 

"They gave me work and told me to do it. That was 
that." 

"Most teachers only did what they were paid to do. 
They showed no personal interest toward me." 

Students further suggested several methods which teachers 

used when avoiding students. One student said, "Although this 

one teacher did not hinder a personal relationship, he did noth

ing to encourage it." Four students suggested other ways teach

ers avoided. They commented: 

"My teachers were not friendly. They told me to sit 
and listen. Only one let me call him by this first name." 

"My teachers did not act in any way toward me. They 
left me alone." 
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"They didn't care. They didn't get into my life. 
In fact some didn't know I was in class." 

"When I asked them about themselves, they changed 
the subject. They didn't want to become involved." 

The excessive number of students in a class, for one re

spondent, suggested one reason for teachers avoiding him. "I 

felt left out because there were too many students." Another 

student complained about the absence of teacher contact. This 

student indicated that teachers made a conscious effort to de

humanize students. He complained, "Most teachers treated me like 

a non-living thing." 

On the other hand, seven students took an opposite view. 

They said all teachers were friendly and initiated contact. Two 

responses summed up the feelings of these students: 

"I became close to my teachers." 

"All were willing to talk to me." 

Analysis. Although a majority of students responded that 

teachers did make contact, their comments suggested an ambiva

lence on the part of teachers toward making contact. Under such 

conditions, students tended to feel teachers would not "hit up" 

a personal friendship. They avoided students. Generally the 

students suggested teacher behavior was ultimately concerned with 

what and how to teach. Encouraging personal relationships was 

minimal. When contact was made it appeared to be limited to gen

eral niceties and was rarely extended. 
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Ignore 

The interview statement in this category was concerned 

with ignore. A teacher who refused to learn about or failed to 

maintain personal contact with students was considered to icrnore. 

In the classroom, the absence of a genuine awareness or concern 

for the individual constituted ignore. This tended to develop an 

atmdsphere in which students felt isolated. They also perceived 

they must follow the teachers' demands implicitly. 

Interview Statement Number 10 

I see my teachers as persons who made no attempt to find 

out about me as a person. 

Approximately 49% of the students, as shown in Figure 18, 

responded that a minority of their teachers the previous semester 

ignored them by not learning about their interests. Nine of these 

respondents, or 15%, maintained all teachers consulted them. 

About 51% of these students said a majority of teachers made no 

attempt to find out about them. One-third pointed out that at 

least one teacher tried to learn about them. Eleven students in

dicated all teachers ignored them. 

Examination of comments. The respondents generally felt 

teachers were more interested in teaching subject matter than 

learning about them. Students who attempted to approach teachers 

on a personal basis tended to feel rebuffed. Formal class pre

sentation appeared to take precedence over learning about stu

dents and consulting with them, they suggested. 
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Eight respondents suggested teachers followed no set 

pattern. These students indicated teachers were interested in 

them. The following comments suggest this: 

"All my teachers tried to find out about me. They 
talked with me about problems and were friendly and 
courteous." 

"They wanted to get to know you so they could work 
with you." 

One student, apparently, felt that teachers had an ul

terior motive when attempting to learn about him. Student inter

est, he suggested,was not the teacher's main concern. His 

comment was, "All my teachers tried to find out a little about 

me in order to work with me in class." 

Several students suggested subject matter was the only 

reason for being in class . Any behavior that interfered with 

students' learning the teacher's predetermined subject matter was 

to be ignored. The following student comments appear to support 

this contention: 

"They were only interested in their subject." 

"They did not really care . They only worked with you 
in their subject." 

"It didn't matter where I was. They were there to 
teach and I was there to learn." 

"One teacher only cared about the work I did in 
class. He had no interests in what my life was like out
side of school. He did not try to find out about me." 

Four students complained teachers were not responsive to 

them. Not only did they feel teachers were distant and 
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unapproachablej but their teachers seemed to encourage feelings 

of inadequacy on the part of students. They said: 

"They really didn't care if you came or what you did." 

"They ignored you." 

"They acted kind of distant." 

"They acted like they did not like me." 

One student indicated that when she was told to do some

thing in class without being consulted, she felt "put down." 

Such a situation appeared to aggravate her feelings of inadequacy 

when she stated, "They told me what to do without knowing me." 

Another student responded, "One teacher stayed by herself. She 

did not want people to get into her life and did not want to get 

into someone else's life." On the other hand, one student ap

peared to express a sentiment different from other respondents. 

When teachers attempted to consult she apparently ignored them 

when she said, "I didn't think it was the teacher's business to 

find out about me. I was the student; they were teachers." 

Analysis . Apparently the respondents tended to agree 

that teacher interest was centered around subject matter. The 

students suggested consultation with students appeared to be 

minimized as teachers tended to ignore their approaches. These 

teachers seemed to prefer formal class procedures. Several re

spondents suggested that a number of their teachers exhibited 

behavior that was less so and somewhat more concerned with stu

dents as individuals. One student suggested that he would 
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ignore his teachers' overtures toward him since he felt his life 

was private and of no concern to teachers. 

Disregard 

The interview statement in this category was concerned 

with disregard. Teachers who disregarded may fail to identify 

and develop areas of student interest. This situation may lead 

to both students and teachers engaging in behavior which inhibits 

learning. This was evident when students either were disruptive, 

or became passive and subsequently accepted the teachers' direc

tion without complaint. 

Interview Statement Number 8 

I see my teachers as persons who decided what I would 

learn. 

As cited in Figure 19, approximately 30% of the respon

dents indicated that no more than one teacher the previous semes

ter decided what they would learn. Twelve students, or 20%, 

pointed out that less than half of their teachers disregarded 

their interests. About 51% said a majority of their teachers 

made the decision about what should be learned. Twenty-three 

percent of the respondents said all their teachers disregarded 

their interests. 

Examination of comments. The data indicated teachers 

showed little interest in the concerns of students. This ap

peared to be substantiated in the way classes tended to be or

ganized. Students maintained teachers pre-planned the classwork 
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and that there was little effort to determine if assignments were 

concerned with student interests. 

Ten students indicated their teachers involved them in 

determining what would be learned. But within that general re

sponse, students apparently felt that decision-making was limited. 

Only one student said he had a role in a decision-making process— 

he said, "They asked me what I was interested in learning." An

other student suggested decisions were made within a framework 

set by teachers. She commented, "Teachers set the basic plan, 

but gave us choices. We then could decide how to approach them." 

Teachers who would not meet with students were perceived 

as being insensitive. The following two responses suggested this: 

"I was told I should do the work, but I was not forced. 
I could fail if I wanted to." 

"We were told what to do. You did it or you failed." 

A majority of the respondents suggested there was little 

opportunities for student input. Teachers wanted students to 

accept their views. This seemed apparent in the following 

comments: 

"My teachers told me what to learn. They did not allow 
me to learn what I wanted." 

"Every teacher planned and decided what I was to learn." 

"They made all the decisions." 

"They gave regular activities which was usually [to] 
read and answer questions . You could never learn on your 
own." 
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"My teacher set the plan for the entire year and he 
expected all students to complete the work." 

"They gave me the material and told me to learn it. 
They then gave a test. Teachers always decided that I 
would need." 

Several other students took a different view of their 

classwork and their relationship with teachers in regard to 

decision-making. One commented, "Some let the class vote. We 

all had to go by the vote." 

Three students indicated that they would not permit 

teachers to make a decision to the detriment of their interests. 

They were the persons to make the final determination about what 

they did. This was suggested by the following comments: 

"I, not teachers, decided what was important." 

"They told me what to do and if I didn't think it 
was valuable.I didn't do it." 

"No teacher decided what I will learn. Only I de
cided . One teacher tried to make me read extra pages, 
but I made the final decision." 

Analysis. Generally, the respondents agreed teachers 

wanted to make the decisions concerning what was important for 

students to learn. Little attempt seemed to be made by teachers 

to find or develop student interests, the students responded. 

Teachers, the respondents suggested, appeared to say that they 

were in a more advantageous position to determine what students 

would learn. The development of student interests tended to be 

held at a minimum. The students also suggested that decisions 

seemed to be within a predetermined range, which effectively 
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disregarded their basic interests. Some student pointed out that 

even though the teachers disregarded their interests, they would 

not submit to teacher decisions. They felt they had the final 

decision as to what they would or would not do. 

Exclude 

The interview statements in this category were concerned 

with exclude. When teachers failed to include the learning pro

cess which involved the interests of the students, the resulting 

classroom process focused primarily on teacher interests . 

Schools in such situations were seen as a "drag," and student 

learning tended to become fragmented since core interests of 

students were not considered. 

Interview Statement Number 3 

I see my teachers as persons who limited my choices 

by planning activities for me. 

Approximately 19% of the students responded, as shown in 

Figure 20, that no more than one teacher the previous semester 

limited their choices about what should be learned. About 30% 

of the students suggested few teachers limited activities. Al

most 78% stated that two or more teachers limited choices, there

by excluding them. Over one-half of the respondents indicated 

that a majority of their teachers planned the activities of the 

class. 
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Examination of comments. Generally the respondents said 

they tended to be excluded from participating with teachers in 

planning class activities. This exclusion seemed to indicate to 

students that teachers attempted to limit options concerning 

activities they could do. While four students suggested all 

teachers permitted them choices, activities they could choose 

were limited to a minor selection. One student summed up the 

observations of these four students when he said: "They allowed 

me to work at my own pace and do what I wanted as long as I got 

my work done." Another student appeared to echo the same senti

ment when he commented, "My teachers insisted that I do things 

within the limits they set. I got some choices within that." 

Teachers and students sharing like interests appeared to 

be minimal. The respondents indicated that their interests were 

usually excluded in favor of what teachers believed was valuable 

for students to learn. The following comments serve to illus

trate this: 

"They continually went by their plans and did not take 
my ideas into consideration." 

"They gave assignments. It did not matter what I 
wanted to do." 

"Teachers told us what we must do. They did not ask 
us." 

"They went by the book and didn't give me a chance to 
explore things on my own." 

"A procedure was set up by teachers according to their 
own schedule. If someone got involved in a specific area, 
teachers would not allow them to pursue that topic. They 
were inflexible." 
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"They all went by the book and did nothing to in
terest me. They held to their stated topic." 

"Teachers stood up in front of the room and told 
me what to do. That was all there was to it." 

In this same vein, one student complained that classroom 

procedures were not what she thought they should be in a high 

school. She commented, "My class was like an elementary class. 

Teachers gave me busy work with everything planned out. There 

was no freedom." She suggested students were capable of more 

trust and self-exploration than teachers allowed. 

When options were allowed, students suggested, they were 

either in the context of, or for the purpose of, completing as

signments . Neither option seemed to be viable according to the 

following comments: 

"Some teachers gave me options, like when I worked 
on essays or reports." 

"He would make me do specific activities . The rest 
of the time he allowed me to do things I wanted." 

Analysis. Generally the respondents suggested teachers 

excluded them from participating on an equal basis. They tended 

to agree teachers wanted to dominate and control class. Students 

felt left out as joint participation appeared minimal. They 

suggested they were offered choices in approach, but teachers 

decided the topic. The sharing of ideas, the respondents sug

gested, was almost non-existent. .The following comment appeared 

to sum up the feelings of students who responded to this 
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interview statement, "You had to do it their way or forget it. 

It was important to do things that I liked." 

Interview Statement Number 16 

I see my teachers as persons who usually planned 

what I learned. 

As presented in Figure 21, about 28% of the students in

dicated that from one to three teachers the previous semester 

excluded student participation. Six of those students pointed 

out that one teacher did not plan for them. Approximately 73% 

of the respondents said that a majority of teachers excluded 

them. Of those, 15 students, or 25%, said all of their teachers 

did the planning for class activities. 

Examination of comments. The data suggested students 

were excluded from planning the work undertaken in class. Teach

er behavior, according to this interview statement, appeared to 

focus upon what teachers felt was necessary for students to learn 

without attempting to share interests with students. Personal 

relationships tended to be excluded. The atmosphere in most 

classes, according to students, was one of formality and control 

on the part of teachers. Class assignments and activities ap

peared to be predetermined. No attempt to share ideas with stu

dents seemed to be made. The following comments appear to 

illustrate this: 

"He planned the work that I was required to do and he 
did not consult with me. If I finished, he had the next 
assignment 
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"You were there, and what he said went." 

"They did not say, 'Would you like to do something?' 
They said, 'Today you will do . . . '." 

"Before school started, the teacher knew what he 
wanted done for the year." 

"They planned what they would teach and what I 
should learn." 

"Teachers set guidelines. They taught what they 
thought should be learned. They did not try to broaden 
my interests by making things interesting for me." 

For some, the atmosphere of the classroom appeared to be 

oppressive. Two students complained that teachers did not trust 

students. Their comments were: 

"You must do it or get out." 

"When we tried to do things we wanted, the class got 
out of hand. The teachers then acted like dictators." 

Predetermined schedules of activities appeared to some 

students as being relatively easy to complete, even if the as

signments did not interest them. They also suggested that very 

little of value to students was accomplished in this way. This 

view seemed to be supported by the following comments: 

"Most teachers didn't force me to learn. They planned 
it out so it was easy." 

"Teachers set the basic framework according to a 
schedule. They presented the work in stages for me to 
complete." 

"They planned it out and expected me to do it. Some
times it was O.K., but I would have liked some choice." 

"My teachers' curriculum was set up and carried out 
with little or no deviation." 
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Ultimately, one respondent said, the student is the final 

arbiter of what he will learn. This was voiced by one student 

who commented, "They could tell you what you were supposed to 

learn, but it was my decision to learn it." 

Time for interests of students was possible only after 

the completion of assignments, or after school, as suggested by 

the following responses: 

"We were told what to do. Our interests were on our 
own time." 

"They wanted to know what I accomplished; what I 
learned. If they were satisfied, then I could do what 
I wanted." 

Analysis. In responding to this statement, students gen

erally believed they could not influence teachers or class proce

dures . They seemed to feel choices were controlled by teachers. 

The feeling apparently prevailed among students that par

ticipation and sharing of ideas and interests were impossible. 

They suggested teachers decided what was "good" and "proper" for 

students to learn. Student interests appeared to be confined to 

activities outside of the class. 

Abandon 

The interview statements in this category were concerned 

with abandon. A student was abandoned when a teacher separated 

himself from participation with that student. This non-

participation suggested to students that they had no control over 

their own lives. In schools, this could lead the students to 
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associate education and learning with dull drudgery. Learning 

may then be looked upon with disfavor by students, which could 

be manifested in their abandonment of education. 

Interview Statement Number 15 

I see my teachers as persons who refused to participate 

with me in my interests.. 

As cited in Figure 22, approximately 71% of the students 

interviewed responded that a minority of their teachers the pre

vious semester abandoned them. Twenty-nine percent suggested no 

teacher refused to participate with them in their interests. 

About 41% of the students responded that from one to three teach

ers refused to participate in student interests. Over 30% of the 

students felt that a majority of their teachers abandoned them. 

Of those, five students said all of their teachers refused to 

participate with students in their interests, thereby abandoning 

them. 

Examination of comments. In attempting to respond to the 

interview statement concerned with teacher participating with 

students, a number of the respondents appeared to have had diffi

culty with this concept. Teachers tended to participate with 

students in many ways. Some of these were: asking questions, 

answering questions, defining concepts, approving or disapproving 

of projects, and suggesting topics which students could pursue. 

Any behavior which tended to involve students with teachers ap

peared to be perceived by students as participation. However, 
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this participation was not necessarily concerned with student in

terests . Seventeen students indicated no teacher refused to par

ticipate with them. The responses also suggested another view. 

Some students proposed that teachers did participate by the fol

lowing comments: 

"They wanted to know what I wanted to do so they 
could help me." 

"They would at least listen to what I had to say." 

One student suggested something similar when she said, 

"Some went out of their way for me." 

Another student seemed to sum up the feelings of a number 

of students by the following response, "It never occurred to them 

to find out about my interests . It was not that they refused to 

participate." This statement appeared to be a central theme of 

several of the respondents. Participation must show a willing

ness of the teacher to become active with students on interests 

or mutual concern. 

A number of students tended to feel that teachers, being 

more concerned with subject matter, would not want to make such 

overtures. It did not occur to teachers that they were refusing 

to participate with students . The following comments seem to 

illustrate this: 

"They didn't refuse. They stuck to what they thought 
education was, and never learned about me." 

"He treated me like student to teacher. He wanted us 
to do what he thought was important and did not take us 
into consideration." 
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"He was a teacher and nothing else. He did not want 
to know about me or my interests." 

"They did not say they would not help, but they 
didn't 

"I could not participate with them because they 
never asked me." 

Participation for some indicated that the parties in

volved cared about each other. However, several students sug

gested that a caring relationship did not exist between them and 

their teachers. Even when teachers appeared to behave as if they 

were interested in students, the relationship indicated that 

teachers were more concerned about what students should learn 

than the student's personal feelings. This appeared to be sug

gested by the following responses: 

"They talked to me once in a while, but most of the 
time I was left out." 

"They just didn't let you get into your interests. 
They made you do what everyone else was doing." 

"If I had a problem, she would not answer. She did 
not care about students as people. She gave hard tests 
which were not worth anything." 

"Teachers were interested in their subject and many 
times we did not get along. They did not care about me." 

"If students made suggestions, teachers refused to 
listen even if what we had to say was important to us 
personally." 

"Teachers believe we were in class to learn about 
their subject. They were not concerned with anything 
else." 

The observations of several students appeared to be 

summed up by one student who suggested that teachers abandoned 
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him. He said, "Some didn't even find out my name. They seemed 

to say, 'I don't need your ideas; you are just a student'." 

Analysis. Although there was some ambivalence on the 

part of students in responding to the phrase "refuse to partici

pate," generally the respondents indicated they believed teachers 

did refuse to participate, thereby abandoning them. Control and 

domination by the teachers appeared more important than a rela

tionship with students. The students tended to be turned off by 

this because their interests and concerns did not seem to be 

taken into consideration. There appeared little opportunity for 

teachers and students to establish a warm, personal relationship 

in order to accompany each other in shared interests, the respon

dents indicated. 

Interview Statement Number 7 

I see my teachers as persons who made no time to work 

on activities that interested me. 

As shown in Figure 23, approximately 55% of the students 

responded that not more than one teacher the previous semester 

was not too busy to work on activities that were of interest to 

them. One-third of the respondents pointed out that all teachers 

said that they had time to work with students in their interests. 

About 45% of the students said that two to all teachers acted too 

busy to work with them on student-related interests . Twenty-

eight percent of the students suggested a majority of teachers 
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abandoned them. Of those, four students said no teacher was in

terested in activities which students preferred to become in

volved in. 

Examination of comments. The data suggested teachers 

made some time available to students. But the students seemed to 

feel by the teacher's behavior that this time could have been 

spent in more profitable endeavors. Student efforts to interest 

teachers in what students wanted to pursue tended to be rebuffed. 

About one-half of the students who indicated on the scale 

that no teacher had time to work on student interests, apparent

ly contradicted themselves by making the following comments: 

"I could go up and talk to my teachers almost any 
time." 

"They would help me on projects I was doing." 

One student who responded that all teachers had time to 

work on his interests qualified his response. Help, for this 

student, had to be within the framework suggested by the teacher. 

He said, "We have been able to do things we wanted within the 

basic study plan." This same type of response was suggested by 

several other students. This raises the question whether teach

ers were interested in student-chosen activities. The following 

comment appears to be representative. The student maintained: 

"He taught what he thought was important and not 
what I wanted. Some at least asked what we would like 
to study. Sometimes we followed those activities." 
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The sharing of time was usually an indication of a com

mitment on the part of individuals to pursue some agreed upon 

activity. It also implied a recognition that for one person to 

help another, the relationship would entail a mutual respect and 

a sharing of ideas . A number of teachers appeared to lack this 

quality as illustrated by the following comments: 

"Most would care some, but only one would go out of 
his way." 

"They were never interested in me. They gave me as
signments and I had to do them." 

"When I asked for help, he said, TDo you want me to 
do it for you'." 

"They teach and you didn't see them after the bell 
rang." 

"They didn't care. When the day was over, who cared 
about us'." 

"Teachers only had time to teach what they thought 
was important, not what students were interested in." 

"I guess all teachers were busy, but some managed to 
find some time to help." 

"They gave me assignments and told me I had to do 
them." 

Three students indicated their teacher's behavior sug

gested abandonment when they were continually too busy to be 

bothered with the concerns of students. The respondents 

commented: 

"I tried to ask them things. They said that they had 
no time. They told me to come back another time." 

"One teacher did not give me time to do things . She 
talked all the time and was too busy to be bothered about 
me." 
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"They were too busy to talk with me." 

Analysis. Generally the respondents were in agreement 

that their teachers abandoned them. The primary interests of 

teachers and students did not appear to dovetail. Students indi

cated their teachers did not try to find time to work with them 

on activities of prime interest to students. Teachers, they sug

gested, gave the appearance of being too busy for them. Teach

ers, they seemed to say, focused attention on subject matter and 

then tried to force those ideas on students. Relationships in 

which students and teachers worked together on activities of 

mutual concern appeared to be less prevalent than traditional 

student-teacher classroom procedures. 



CHAPTER 6 

STUDENT-TEACHER RELATIONSHIPS AS PERCEIVED 
BY SIX STUDENTS WITHIN THE THEORY OF 

NON-DEMOCRATIC PROCESSES 

This chapter is concerned with six specific studentsT 

perceptions of their relationships with teachers within the cate-

gores of the theory of non-democratic processes. Each category, 

i.e., Avoid, Ignore, Disregard, Exclude, Abandon, is examined in 

relation to a student's perception of his teacher's classroom be

havior. The data are condensed and the statements in each cate

gory, except ignore and disregard, are averaged for the 

development of histograms. The categories of ignore and disre

gard contained only one statement. If the student responded most 

or all, the investigator assumed that student perceived teachers 

as being relatively non-democratic in that category. If a stu

dent responded one or none, the investigator assumed the student 

perceived teachers as behaving less non-democratic. If the stu

dent indicated a few teachers; acted in a specific way, the inves

tigator determined the student perceived teachers as vacillating, 

or made no qualitative judgment. 

120 
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Profiles of Two Students Who Perceived Their Teachers 
as Behaving Relatively Non-Democratically 

The following two student profiles were concerned with 

students who considered their teachers as exhibiting relatively 

non-democratic classroom behavior. Generally these two students, 

when responding to the interview statements concerned with non-

democratic processes, indicated that a majority of their teachers 

behaved non-democratically in each of the five categories within 

the theory of non-democratic processes . 

As cited in Figure 24, student 2 reflected that most of 

her teachers tended to be cold and aloof, thereby avoiding per

sonal contact. When discussing the atmosphere of her classes at 

the beginning of the previous semester (Statement 2) this student 

indicated she felt her teachers were distant when she said, "My 

teachers acted like cold fish." Concerning the possibility of 

establishing a personal relationship between students and teach

ers (Statement 4), student 2 reflected, "Most educators conducted 

class in a brisk business-like fashion." 

Students perceived that when a non-democratic class at

mosphere has been established, teachers may find it difficult to 

alter their behavior in order to achieve a personal relationship. 

Student 2 seemed to feel teachers' primary concern was school 

business . Consequently, teachers did not attempt to learn about 

their students. This student maintained her teachers were in

clined to ignore students (Statement 10), when she said, "School 

was too businesslike. It was formal and patterned. If there 
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was time after assignments, a few teachers might try to find out 

about me." 

Student 2 emphasized the fact that teachers would prede

termine the course content. Her ideas, concerns and interests 

were not considered important. In responding to the concept that 

teachers disregarded student interests or that they excluded 

participation (Statement 8), student 2 said, "They apparently 

knew what was to be covered and that was it." To Statement 3, 

she responded, "A procedure was set up when my teachers set up 

their original schedule. If a class got into a specific area, 

not on the schedule, most of my teachers would guide us back; 

therefore, not allowing us to pursue a topic of interest. They 

were inflexible." Responding to "who decided what would be 

learned," Statement 8, she complained, "They were interested in 

their subject matter." 

When teachers do not take the feelings and concerns of 

students into consideration, students tended to feel alone and 

isolated. When asked if teachers abandoned them by not partici

pating with students (Statement 15), she added, "All except one 

of my teachers did not give a damn." When commenting on State

ment 16, if teachers made time to work with students, this stu

dent said, "They didn't care." 

Students and teachers who worked together in a classroom 

formed some type of relationship. The quality of this relation

ship influenced the learning that took place. However, as shown 
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in Figure 2 5, student 3 felt that when she interacted with teach

ers, there was a minimum of involvement. 

Student 3 appeared to complain that a personal friendship 

could not be maintained (Statement 2) because "With 40 students 

in each class the teacher could not feel close to all of them." 

"Teachers," she continued, "were not my friends because they were 

too busy to talk to me." But, not only did teachers have too 

many students, this student also felt teachers were afraid they 

would show favoritism if they became too involved with students 

(Statement 4). She commented, "Teachers seemed afraid to make 

friends because they may have felt that if they made friends they 

would show favoritism." 

The theme of "too many students" was referred to again 

when student 3 commented that teachers ignored her attempts to 

consult., There were too many students. Teachers worked with 

groups and not with individual students" (Statement 10). Student 

3 also suggested her interests tended to be disregarded (State

ment 8) when she commented, "They made all cf the decisions." 

When responding to Statement 3, this student indicated 

she wanted to be accepted as a unique individual but was con

tinually treated as part of a group. "Teachers did not see stu

dents as individuals, but as part of a group. There was no 

individualism in the classroom." When asked if students were 

included in planning (Statement 7), student 3 complained, "Before 
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school even started, all my teachers knew what was going to be 

done for the whole year." 

Again the problem of favoritism arose when student 3 re

sponded to Statement 15, "Teachers did not have the time to par

ticipate with me. Teachers called that favoritism. They could 

not be bothered to talk with me." When asked if teachers worked 

on activities that interested her (Statement 16), student 3 

added, "They did not have time." This student generally felt 

teachers behaved non-democratically. Lack of time and too many 

students appeared to be the main reasons for the absence of a 

personal productive relationship between students and teachers. 

In summary, the two students whose profiles were de

scribed in this section felt that most or all of their teachers 

exhibited behaviors which could be described as non-democratic. 

When responding to the interview statements within the category 

of non-democratic processes, both students indicated that almost 

all teachers were interested in subject matter and not the con

cerns of students. 

Profiles of Two Students Who Perceived Their Teachers 
as Vacillating Between Behaving Relatively 

Non-Democratically and Relatively 
Less Non-Democratically 

The following two student profiles were concerned with 

students who saw their teachers vacillating between behaving more 

or less non-democratically in the classroom. Generally these two 

students, when responding to the interview statements concerned 
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with non-democratic processes, indicated that either there was no 

consistent pattern in their teachers' classroom behavior or that 

teachers behaved less non-democratically when responding to the 

initial categories. Teachers changed to a more non-democratic 

behavior when responding to the other categories of the theory 

of non-democratic processes. 

Individual students in the same class may perceive cer

tain teacher behaviors in different ways. For student 9, as 

shown in Figure 26, no group of teachers appeared to follow a 

specific pattern. But, this student seemed to indicate that his 

teachers' behavior could be categorized as non-democratic. He 

saw his teachers as vacillating between behaving more or less 

non-democratically. 

When responding to Statement 2, in the category avoid, 

student 9 maintained, "They were not friendly. You sat and lis

tened; they talked to you. When I attempted to give my ideas, 

only one teacher responded. He called me by my first name." 

This aloofness on the part of teachers was referred to again when 

student 9 responded to Statement 4, "My teachers called me by my 

last name and one teacher called me by my matriculation number. 

When one student called the teacher by a number, he got kicked 

out of class." 

He also felt that most teachers tended to ignore him as 

they did not try to find out about him as a person (Statement 

10). He complained, "Only one teacher seemed to be interested in 



All 

Most 

Tew 

One 

None 

m 

W.K 

Avoid Ignore Disregard Exclude Abandon 

Figure 26, Profile of Student Nine Who Perceived His Teachers as Vacillating 
Between Behaving More or Less Non-Democratically H ro 

CD 



129 

me. If my grades fell, he talked to me about my problems. He 

had no set scale, but looked for improvement." This student in

dicated that only one teacher disregarded him by deciding what he 

would learn (Statement 8). "He made you learn what he said was 

important, memorize technical terms and names. He also pitted 

one student against another. He tried to make you resent that 

person." 

He stated further that no more than two teachers excluded 

his interests. When responding to Statement 3, he maintained, 

"Only two would never deviate from a set curriculum. The rest 

gave me some leeway." Apparently these same two teachers did all 

the planning of class activities (Statement 7). Student 9 com

plained, "They have a set curricula with no deviation." 

When identifying specific teacher behavior, student 9 

apparently felt few teachers abandoned him. In responding to 

Statement 15, referring to teachers who refused to participate, 

he commented, "Some went out of their way to work with me." 

Within that same category, student 9 responded to Statement 16 

with, "Most would care some. Only one would go out of his way. 

One teacher came in late and left early." 

Teacher classroom behavior seemed to consist of many di

verse elements. How a certain student perceived teacher behavior 

was also contingent upon what influenced the teacher at any par

ticular moment. As cited in Figure 27, even though student 13 

seemes to have perceived his teachers as exhibiting progressively 
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non-democratic behavior, he did not consider his teachers as 

abandoning him. 

In responding to the category of avoid, student 13 indi

cated no teacher kept him at a distance (Statement 4), but he 

also maintained he could not remember any specific case which 

might have drawn them into a close relationship. He maintained 

that a few teachers tended to be friendly (Statement 2) when he 

said, "They sat and talked and asked about my family." This type 

of behavior appeared to indicate a willingness on the part of 

some teachers to make contact with students. 

Student 13 suggested some teachers were willing to extend 

contact, to consult and not ignore student concerns. He com

mented, "A few asked about my work and home. It was better if 

they learned about me" (Statement 6). 

On the other hand, this student maintained that most or 

all teachers disregarded student interests by excluding him from 

participating or deciding what would be learned. Non-democratic 

teacher behavior seemed to predominate. Student 13 appeared to 

feel that teachers would talk to them and be friendly, but any 

overture would not be permitted to interfere with what teachers 

considered school work. "Teachers told me what to learn" (State

ment 10). "They went by assignments" (Statement 8). 

This student also indicated teachers would accompany him. 

But, getting involved with students could not be permitted to in

terfere with completing class assignments. If the assignments 
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were completed and there was time, his teachers might work with 

him on a personal basis (Statement 15). He commented, "They 

talked to me once in a while, but left me alone most of the time. 

Sometimes they would help me do things after my assignments were 

completed" (Statement 16). Student 13 did not indicate whether 

his teachers deviated from routine class work, or related activi

ties. Relationships could be established but they must not in

terfere with classwork. 

In summary, the two students whose profiles were described 

in this section apparently were undecided about their teachers' 

classroom behavior. When responding to the interview statements 

within the categories of the theory of non-democratic processes, 

both students felt that teachers tended not to avoid. Further

more, both respondents suggested teachers did not abandon them. 

However, the respondents pointed out that very few if any teach

ers were interested in student interests. Rather, subject matter 

tended to be stressed, with students expected to complete what 

the teacher deemed appropriate. If that was completed then 

student interests would be taken into consideration. 

Profiles of Two Students Who Perceived Their Teachers 
as Behaving Relatively Less Non-Democratically 

The following two student profiles were concerned with 

students who saw their teachers as behaving relatively less non-

democratically in the classroom. Generally these two students, 

when responding to the interview statements concerned with 
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non-democratic processes, indicated that none or one of their 

teachers' classroom behavior was relatively non-democratic. 

Student 32, as shown in Figure 28, responded to the cate

gories of theory of non-democratic processes by focusing on one 

or two teachers who exhibited behavior that this student asso

ciated with the categories of Avoid, Ignore, Disregard, Exclude, 

and Abandon. In each of the categories student 32 felt one or 

two teachers acted in ways characterizing particular categories. 

The specified teacher behavior was not confined to one teacher 

but appeared to be common to several teachers. 

When responding to the category Avoid, student 32 indi

cated one teacher acted deliberately to inhibit a personal rela

tionship (Statement 2) when she said, "He would not answer my 

questions. He was only interested in helping a particular group 

of kids." This student also felt an avoiding atmosphere in one 

classroom was established by the teacher's aloofness. She said, 

"It was quiet since we did not even talk" (Statement 4). 

A personal relationship with teachers appeared to have 

been lacking for student 32. Teachers who discovered their stu

dents' interests were perceived as almost non-existent (Statement 

10), "He was only concerned in his subject." Continuing with 

Statement 8, he said, "They urged me, but could not put knowledge 

in my head. They made some suggestions, but could not force me 

to learn"- (Statement 8). At no time was an attempt made by the 

teachers of student 32 to do anything but work on subject matter. 
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She apparently felt teachers ignored and disregarded her 

interests. 

Student 32 indicated that at least two teachers excluded 

her interests by pre-planning what was to be learned and in so 

doing limited choices. She complained, "One teacher told me when 

I could go to the library, etc. Another gave me laps and we had 

to do it" (Statement 3). This student's response to Statement 7 

appeared to contradict her response to Statement 3 in the cate

gory of Exclude. She said, "Most tried to give me some choices." 

But, apparently the choices were within subject matter and not 

related to her interests. 

Student 32 suggested one teacher abandoned her interests 

(Statement 15) when she maintained, "He was only interested in 

his subject. He only helped certain kids. He was always too 

busy for me." 

As cited in Figure 29, student 30 apparently concentrated 

upon the general behavior of teachers. In no instance except in 

the category of Exclude did this student feel that more than one 

teacher's behavior was non-democratic. Student 30 apparently 

felt there might have been a personality conflict with one teach

er, leading him to suspect the teacher was behaving non-

democratically. Nevertheless, student 30 indicated that the 

structured teacher could be talked to. Responding to all other 

statements, this student considered teachers to be open and con

cerned, as indicated in the following: 
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"They were always friendly to me" (Statemement 4). 

"All tried to find out about me and talk with me 
about problems. They were friendly and courteous" 
(Statement 10). 

"All were open with me. I could go on with other 
things as long as it was within the course work 
(Statement 8). 

"I did the assigned work, after we would get into 
other things" (Statement 15). 

"They laid the basic framework, but they didn't 
keep by a specific schedule. They were always friendly 
and concerned with what I did" (Statement 16). 

The response of student 30 to Statement 7 suggested his 

teachers behaved non-democratically when he commented, "They made 

me do the assigned work." This response, though contradictory, 

did not appear to be inconsistent inasmuch as subject matter also 

appeared to be important to this student's teachers. Many types 

of activities were permissible within the teachers' framework. 

In summary, the two students whose profiles were de

scribed in this section apparently felt their teachers' classroom 

behavior was relatively less non-democratic. When responding to 

the interview statements within the categories of the theory of 

non-democratic processes, they indicated that with the exception 

of the category of exclude no more than one of their teachers be

haved non-democratically. However, both students seemed to agree 

that teachers were friendly and appeared to be interested in 

them. Yet, an effort was made to get them to concentrate on 

class assignment leaving no time for their interests. 



CHAPTER 7 

SUMMARY, FINDINGS, AND RECOMMENDATIONS 

In this chapter the summary and findings of the study are 

presented. The chapter is divided into five sections. Section 

one presents the summary of the study within the framework of 

democratic/non-democratic processes. Section two contains a dis

cussion of the general findings. Section three has the findings 

of the five specific dichotomous categories of the theory re

ported in sequence. Section four summarizes the findings of the 

study. Section five gives the recommendations. 

Summary of the Study 

This study was concerned with the perceptual patterns of 

secondary school students as they regarded democratic/non-

democratic student-teacher relationships. An interview schedule 

was used to generate relevant data. The schedule was formulated 

from the theory of democratic processes for the classroom devel

oped by Barnes and Tidwell (1972) and Bishop (1972), and a theory 

of non-democratic processes developed by the investigator. A 

random sample of 60 students from a single high school comprised 

the population for the study. 

138 
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The theoretical framework consisted of t he f ollowing five 

specific categories: (1) Contact/Avoid, (2) Con~~ t / Ignore, 

(3) Find/Disregard, (4 ) Share/Exclude, and (5) Accompany/Abandon. 

A complete discussion of the theoretical framework was discus sed 

in Chapter 2. Within these categories were 17 forced choice 

statements. Student comments were elicited and recorded by the 

interviewer. These were then collated and used to organize the 

study, collect the data, and present the findings. 

Findings 

The theory of democratic/non-democratic processes .was 

found useful by the students in describing teachersr classroom 

behavior. Students had little difficulty recognizing teacher be

havior as democratic or non-democratic as defined in this study. 

Their comments, however, indicated that their perceptions of the 

democratic behavior of their teachers were not consistent with 

their forced choice responses in the questionnaire. Whenever 

most students indicated that their teachers r behavior as _being 

democratic, they were hard pressed to provide supporting evidence 

in some of these categories. Furthermore, their comments were 

consistently limited to content and methodology and not to their 

own interests. 

The students commented that even when teachers acted 

"nice" it . was only to get classwork completed. Also, teachers 

who gave options insisted that the choice of activities relate 

to subject matter. 
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The students' limited view of democratic processes as 

they were perceived to occur in their classrooms seemed to be 

caused by the absence of student involvement in planning class

room activities with their teachers. Students reported that they 

were continually told what to learn and were rarely allowed to 

learn what they considered valuable. In cases where teachers did 

accept students' ideas, the student stated that the latter were 

closely evaluated for content and acceptability. 

Student responses to non-democratic teacher classroom 

behavior were clearer. A significant number indicated that teach

ers controlled classroom activities. Further, they stated that 

there was practically no student decision-making. Students com

plained that teachers acted dictatorially and that they had the 

entire year's work predetermined and only subject matter was 

important. 

Contact/Avoid 

For the purposes of this study, contact was the initial 

move of the teacher toward the student in generating a personal 

relationship. Avoid was the process by which the teacher limited 

any action which would start such a relationship. 

The responses of the students to the four statements in 

this category indicated that a majority of the students generally 

felt contact was made by teachers. Teachers were reported as 

attempting to initiate an atmosphere in which students could feel 

comfortable. Furthermore, most students agreed that teachers 
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talked to them about their interests and how they felt about 

school. A number of teachers, the respondent said, talked in a 

friendly manner and were helpful, especially in subject matter 

areas . 

About one-half of the students said teachers avoided 

them. They reported that the class atmosphere was cold and for

mal. Some of these students confirmed this when they reported 

that they were assigned to a specific seat and were not permitted 

to move around. Other students suggested that teachers were dis

tant. Those students said their teachers did not want to become 

"personal" with them. 

Some students suggested that teachers had no choice but 

to be formal and distant. These students indicated that since 

friendships took time to establish, teachers felt that they had 

so many students to work with, they could not develop personal 

relationships. 

Consult/Ignore 

For the purposes of this study, consult was the process 

by which the teacher extended contact in order to inquire and 

learn about the student. Ignore was the failure to maintain per

sonal contact or to learn about students. 

The responses of the students to the three statements in 

this category indicated that about 50% of their teachers were not 

interested in them. They further suggested that those teachers 

who ignored them were concerned more with subject matter than 
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about their personal lives. These students complained that their 

teachers taught class and showed no personal interest in them. 

They suggested teachers only did what they felt was the teacher's 

job: make students do assignments. Teachers, they reported, 

ignored the students' personal lives. 

However, practically one-half of the students responded 

that their teachers did consult. According to their comments, 

most of these students felt that some teachers helped them set 

goals even if these were unrelated to the curriculum of the spe

cific class. Although a few students indicated that some of 

their teachers talked to them, invariably most commented that the 

conversations eventually concentrated on subject matter. These 

students also complained that teachers showed little or no per

sonal interest in them as the year progressed. 

Find/Pisregard 

For the purposes of this study, find was the identifica

tion and development of student concerns and interests. Disre

gard was the failure or refusal of teachers to identify and/or 

develop areas of student interest. Th? responses of the students 

to the three statements in this category indicated a majority 

felt teachers did not try to determine their personal interests. 

The students also pointed out that when teachers permitted stu

dents to choose acceptable activities, these were within a pre

determined range. Teachers, they suggested, set up firm 

guidelines for the entire year. 
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A majority of the respondents indicated that more than 

half the teachers disregarded students' primary interests. These 

students, in their comments, complained that teachers did not 

even ask them what they wanted to learn. They further reported 

that when students tried to approach teachers to inquire whether 

unscheduled work was permitted, teachers would not listen. 

Roughly, 10% of the students pointed out that teachers 

disregarded them completely and did not seem to care if they 

passed or failed the course. Teachers, they suggested, constant

ly told them that they did not have to do assignments, but, if 

they did not they could fail. Consequently, most students said 

they interpreted this action as teachers disregarding them. 

Share/Exclude 

For the purposes of this study, share was the process by 

which students and teachers organized themselves to pursue stu

dent interests. Exclude implied that teachers did not include 

the interests of students in the learning process. 

The responses of a significant number of students to the 

three statements in this category indicated that teachers ex

cluded them when they themselves determined what would be learned. 

Their comments pointed out that teachers talked about but did not 

implement sharing of ideas. Teachers, the students said, went 

"by the book" and held to their stated topics. Several of these 

students further suggested that their teachers would not permit 

students to deviate from the pre-set curriculum. Others 
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commented that when assignments were completed, teachers would 

give them additional "busy work" to do. Only when assignments 

had been completed, students reported, teachers would allow them 

to explore on their own. 

Even among the students who said that teachers did in

volve them in determining what was to be learned, the work was 

limited to choosing the approach they would make in completing 

the work. Some of these options were reported to be writing re

ports or essays, engaging in debates, or listening to guest 

speakers. Only two students said teachers permitted them to do 

what they wanted to after they completed the original assignment. 

Accompany/Abandon 

For the purposes of this study, accompany was the process 

by which teachers and students actively worked together in pursu

ing student interest. Abandon occurred when teachers separated 

themselves from participation with students. 

In the forced responses to the four statements in this 

category, about one-half of the students indicated that teachers 

accompanied them, to some degree. In fact, whenever teachers 

focused upon the interests of students in any way, the students 

said they felt that teachers accompanied them, to some degree. 

However, these same students suggested this was also true when 

their teachers allowed them any choice at all in class work. 

When students were permitted to choose activities, following a 
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discussion or survey, they said that they felt teachers accom

panied them. 

A majority of those students who said teachers did accom

pany them maintained that their teachers would work with them 

only within the context of the subject being taught. The stu

dents further pointed out that they could do reports, research 

assignments or similar activities provided these were in the sub

ject area. Activities outside the prescribed subject, they com

mented, would not be permitted until after the completion of 

assignments or after school. 

About 40% of the students said that teachers abandoned 

them by maintaining a highly structured class. These students 

further suggested that teachers did not allow them an opportunity 

to develop or seek activities outside the prescribed area of 

study. They pointed out that their teachers' classroom behavior 

indicated to them that they were there to learn subject matter 

only. 

Summary of Findings 

In a limited number of instances did students find teach

ers who moved through the theory of democratic processes as pos

tulated herein. In fact, only two teachers in this study could 

be described as behaving democratically when measured against the 

theory of democratic processes. All students viewed teachers' 

democratic classroom behavior as it related to the traditional 
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teaching-learning function. Therefore, some of the data reflect 

democratic classroom behavior only in the context of a tradition

al learning environment. 

Teachers generally were perceived by students as behaving 

democratically in the category of Contact. In the category of 

Consult, students indicated that they felt teachers also behaved 

democratically. But, many of these same students suggested teach

ers consulted with them only about school activities and not about 

their personal lives. fls teachers were perceived by students as 

moving from category to category within the theory of democratic 

processes, they were seen as exhibiting non-democratic classroom 

behavior. The respondents reported that teacher interest in sub

ject matter predominated in the categories of Find and Share. In 

the category of Accompany, most students who initially responded 

that teachers did accompany them maintained that teacher behavior 

was in fact non-democratic since it centered around traditional 

classroom learning. The students suggested that their interests 

in these categories were almost always subordinate to teacher 

emphasis upon subject matter. 

A number of teachers were perceived by students as behav

ing in a totally authoritarian manner. Most of the students said 

these teachers moved through the categories of non-democratic 

processes. The activities of these teachers, the respondents re

ported, concentrated upon teacher-determined, class learnings and 
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activities. The students further said only the ideas of the 

teacher would be allowed in the classroom. 

Recommendations 

1. This study should be replicated utilizing a broader sam

ple and further refining the statements in each of the 

categories within the theories of both democratic and 

non-democratic processes. 

2. A study should be conducted which described teacher views 

concerning class organization based upon student 

perceptions. 

3. An experimental design to test, compare and describe the 

efficacy of the two processes in classroom teaching needs 

to be conducted. 



APPENDIX A 

INTERVIEW SCHEDULE--STUDENT PERCEPTIONS OF 
TEACHER BEHAVIOR IN THE CLASSROOM 

We are interested in learning something about how stu

dents view their teachers' behavior in the classroom. 

The information gained will be treated in strict confi

dence. Individuals who participate in the study will not be 

identified with responses. 

The insights gained from this study will be useful in 

developing further ideas for research. 

Directions 

1. On the following pages you will find 17 statements about 

how teachers behave or relate to students in a classroom. 

2. Would you respond to the statements by indicating where 

the interviewer should mark "X" on the scale provided. 

3. "None" means that no teacher behaved that way; "one" means 

that only one teacher behaved that way; "few" means that 

two or three teachers acted in that way; "most" means 

that four or five teachers acted that way; and "all" 

means that all teachers last semester behaved in the way 

described in the statement. 

148 



149 

4. Would you comment on the statements as you perceive their 

application to how you saw your teachers the previous 

semester as behaving in the classroom. 

5. Your comments will be recorded by the interviewer. 

Interview Schedule 

1. I see my teachers as persons who were interested in working 
with me on activities that I felt were valuable. 

None One Few Most All 

Comments: 

I see my teachers as persons who did not try to hit up a per-
sonal friendship with me. 

None One Few Most All 

Comments: 

I see my teachers as persons who limited my choices by plan-
ning activities for me. 

None One Few Most All 

Comments: 
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4. I see my teachers as persons who kept me at a distance from 
them from the very start. 

None One Few Most All 

Comments: 

5. I see my teachers as persons who worked with me in pursuing 
my interests. 

None One Few Most All 

Comments: 

6. I see my teachers as persons who aided me in developing new 
interests. 

None One Few Most All 

Comments: 

7. I see my teachers as persons who made no time to work on 
activities that interested me. 

None One Few Most All 

Comments: 
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8. I see my teachers as persons who decided what I would learn. 

None One Few Most All 

Comments: 

9. I see my teachers as persons who did seek to find out about 
my interests. 

None One Few Most All 

Comments: 

10. I see my teachers as persons who made no attempt to find out 
about me as a person. 

None One Few Most All 

Comments: 

11. I see my teachers as persons who tried to stay in touch with 
me. 

None One Few Most All 

Comments: 
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12. I see my teachers as persons who tried from the very start to 
conduct classes where I felt at ease. 

None One Few Most All 

Comments: 

13. I see my teachers as persons who planned with me concerning 
my interests. 

None One Few Most Ml 

Comments: 

14. I see my teachers as persons who tried to find out about me as 
a person. 

None One Few Most All 

Comments: 

15. I see my teachers as persons who refused to participate with 
me in my interests. 

None One Few Most All 

Comments: 
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16. I see my teachers as persons who usually planned what I would 
learn. 

None One Few Most All 

Comments: 

17. I see my teachers as persons who tried from the very start to 
talk with me. 

None One Few Most All 

Comments: 
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