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CHAPTER I 

THE NATURE OF THE PROBLEM 

Introduction 

The purpose of this dissertation is to report the results of an 

investigation of the effect of teaching self-evaluation procedures. 

The tools and techniques used were measured by the difference in scores, 

on the Tennessee Self-Concept Scale, between an experimental and a con

trol group. The groups were comprised of elementary education student 

teachers. This chapter will present a general description of the in

vestigation by providing background information, stating the purpose of 

the study, defining the problem, stating the hypotheses, listing limi

tations of the study, stating the statistical methods used in the 

analysis of data, listing definition of terms and the organization of 

the reporto 

Background Information 

Perhaps no facet of the educational process has been the subject 

of more concern, the subject of more discussion or considered of more 

importance than that of evaluating the competence or effectiveness of 

teachers. Teacher attitudes, teacher traits and teacher personality 

characteristics have all been the subjects of study and investigationso 

Domas and Tiedeman, . in their annotated bibliography of studies on 

1 



2 

1 
teacher competence, list over one thousand studies of this nature. 

Generally, the various types of teacher evaluation for competence and 

effectiveness may be divided into the following groups: (1) studies 

based upon the consensus of expert opinion as to the characteristics 

and prerequisites of competency and efficiency, (2) studies using 

school grades, practice teaching grades and ratings of student teaching 

as a criteria of teaching efficiency, (3) use of supervisory in-service , 

ratings, self-ratings and ratings by fellow teachers as the criteria of 

teacher competence, (4) studies using pupil opinion and reaction as the 

criteria of teacher effectiveness, (5) studies using measured pupil 

2 change as the criterion of teacher effectiveness. In many instances 

one might observe a classroom situation and define what had taken place 

as "good teaching" and thus identify the teacher as a good teacher. 

Incorporating those characteristics of the good teacher so observed into 

a program for the preparation and training of prospective teachers is a 

problem, the answer to which administrators, educators and school per-

sonnel in general are seeking. 

The evaluation of teacher effectiveness is related to the tasks in 

education of selection, retention and promotion. In addition evaluation 

has as a goal the improvement of teaching and thereby improvement in the 

learning process. Biddle says that "we do not know how to define, 

prepare for, or measure teacher competence and until we know more about 

classroom interaction," much of what has been developed will go unsup

ported or untested.3 

This report is not concerned with the evaluation process for selec-

tion, retention or promotion purposes. It is assumed that success in 

these areas of the educational process will be by-products of any 
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attempts to improve or enhance the learning situation through more ef-

fective evaluative processes. The development of evaluative procedures 

in the educational field has fairly well followed the developmental 

steps of evaluation in industry. Evaluation in industry began in the 

early part of the twentieth century with the emphasis placed on 

"efficiency" as a part of the scientific management movement. However, 

it has been only within the past two decades and a half that any real 

interest has developed in self-evaluative procedures within the educa-

tional field and this interest centers primarily in the area of teacher 

preparation. Most educational programs provide in some manner or an-

other for teacher in-service training. As in-service teacher training 

programs, however, they are not specifically identified as a procedure 

for self-evaluation. 

One area of common agreement among educators in the discussion of 

teacher training programs is that any program must include the act of 

the actual teaching experience. Student teaching has been a part of 

the teacher training programs in most teacher education institutions 

since the experience was first initiated by Mr. Cyrus Pierce in his 

experimental or model school in 1839.4 

Dr. James B. Conant, in his much discussed recent book entitled 

The F.ducation 2f American Teachers states that : 

Whether or not one approves of including such laboratory 
experiences in the teacher education curriculum, it seems 
clear that the future elementary school teacher has much 
to be learned that can be learned only in the elementary 
school classroom.5 

The student teaching portion of the training program is the 

crucible in which the final product is set. A finished product will not 

emerge from this training experience. Yet the foundation of teacher 
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techniques may first be made and recognized in this part of the programo 

Steps can then be taken by the student teacher to formulate procedures 

in which he will become competent and be comfortable in his future 

classroom activities. Along with this emphasis on the student teaching 

phase, quite naturally comes the concern that the student teachers are 

developing techniques for evaluating their own efforts and accomplish-

ments. Unless they can do this they lack a sound foundation upon which 

6 growth can be built. 

Purpose of the Study 

With emphasis upon quality and excellence in education9 every ave-

nue should be explored to provide the prospective teacher with the tools 

that are necessary for continued personal and professional growth. 

Evaluation has developed a stigma which has caused individuals to shy 

from evaluative procedures. This is due perhaps to a dislike for eval-

uation because of the subjectivity involved or because of an inadequate 

feeling in this area. Andrews says that '9nearly all persons involved 

with student teaching tend either to dislike or to feel i nadequate (or 

both} in the area of evaluation of student- teacher performance . 10 7 

Andrews also suggests that experienced and skillful cooperating teachers 

infrequently provide the student teacher with an excellent experience 

both through direct evaluation and growth in sel f - evaluation 

8 techniques. 

Self-appraisal has been used in teacher education inst itutions 

mainly as a part of the record of the teacher preparation program. 

Little information is available as to what methods of teaching sel f -

evaluation techniques are most meaningful in assisti ng prospective 



teachers to develop self-appraisal habits or techniques. This study 

will provide some information relative to the usefulness of the method 

ut.tlized in developing insights into the procedures of self-evaluation. 

In addition, it is anticipated that results of this study will stimu-

5 

late areas of interest for further study in student teaching evaluation 

procedures. 

Statement of the Problem 

There may be differences of opinion as to the value of self-

evaluation reports due probably to the use or purposes for which they 

are made. If self-evaluation is to be used for administrative pur-

poses, the question of objectivity in ratings may arise and it may be 

likely that the rater will over-rate. However, if self-improvement is 

the purpose of the rating and the identity or the results will prove 

harmful only to the extent the rater deems them to be harmful, more 

objectivity could be expected. 

Therefore, if objective self-evaluation procedures could be identi= 

fied which would assist the student teachers to better understand their 

own actions and behavior9 they may enter the classroom better prepared 

to cope with the bewildering situations they may face as student 

teachers. They may also be more able to establish patterns of their 

own behavior meaningful to their future growth as teachers o 

The objective of this study is to determine if a knowledge and 

ability to use the Interaction Analysis (verbal) system authored by 

Flanders and his associates as a method for developing self-evaluation 

procedures on the part of student teachers has merit for use in the 

teacher education program at Oklahoma State University? The method 
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employed to develop this knowledge and ability is designed to: 

a. assist the student teacher to identify and examine 

the strengths and weaknesses of his verbal class-

room behavior and 

b. place emphasis upon the use of self-evaluation tools 

as a means of continuous personal and professional 

growth. 

Statement of Hypotheses 

Festinger states, among others, two hypotheses worthy of mention: 

and 

There exists, in the human organism, a drive to evaluate 
his opinions and abilities. 

To the extent that objective, non-social means are not 
available, people evaluate their opinions and abilities 
by comparing them with the opinions and abilities of others.lo 

In other words self-evaluation will in all likelihood occur: howeverj 

in the absence of an objective, non-social means the evaluation be-

comes generalized into value judgments. 

\ Leaving self-appraisal to chance development on an individual 
} 
J basis overlooks a most promising and hopeful instrument for developing 

; 

i the ability to self appraisej and thus leaves a void in the profes-

sional training and development of the prospective teachers. Therefore ~ 

training in a procedure that will assist the student t~acher in devel = 

oping an open mind with the ability to be critical of his own behavior 

in an objective manner will assist in the personal and professional 

growth of the student teacher. The study is based upon the premise 

that the concept people have of themselves influences their behavior 

and therefore, a change in behavior will be reflected in a change in 
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which is indicative of the ability to look at self with 

( open mind. ../ 

\_ __ _ 

The following two hypotheses will be tested in this study: 

Hypothesis 1. There will be no significant difference in 

the self-concept of student teachers as measured by the 

Tennessee Self-Concept Scale, after undergoing a period 

of guidance and training in self-evaluation techniques 

using verbal interaction analysis procedures. 

Hypothesis 2. There is no significant relation in the open 

or closed minedness of the individual student teachers and 

their ability to self-criticize as measured by the self-

criticism score of the Tennessee Self-Concept Scale and 

the Rokeach Dogmatism Scale. 

Limitations of the Study 

The study involves those student teachers enrolled in the student 

teaching block at Oklahoma State University during the. fall semester 

1966-67; therefore, the results of this study may be limited to the 

extent of its implications for the teacher education program at 

Oklahoma State University. 

An uncontrolled variable in this study which might have some in-

fluence upon the outcome could be the enthusiasm of the investigator 

who also served as the director of the experimental group seminar . A 

qualified person 9 knowledgeable of the process of the Minnesota System 

of Interaction Analysis, might have conducted the seminar in a more 

unbiased fashion. This study is limited to the extent the enthusiasm 
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of the investigator unwarrantedly influenced the student teachers in the 

seminar. 

Definition of Terms 

The following terms appear throughout the study and are further 

defined here for the reader's understanding of the meanings as used in 

the study. 

(1) Self-concept - The organized perceptual object of 

self resulting from present and past self- observation 

leading to what a person believes about himself. 

(2) Student teacher - Used interchangeably with the term 

prospective teacher. A student enrolled in the 

teacher preparation program and who will be engaged 

in the actual student teaching laboratory experience. 

(3) Episode - Any class period covering twenty or more 

minutes during which time the teacher engages the 

students in verbal interaction. Lecture ~ s t udent 

reading periods, study periods and t he l ike are not 

termed episodes. 

(4) Matrix - A table of ten rows and t en col umns on which 

paired categorizations of verbal interactions are 

tabulated for interpretation. 

Summary 

Chapter I of this study has provided background information to the 

study. The purpose and need for the study as well as the hypo t heses t o 

be tested and the statistical design to be used in the t esting have 



been identified in the chapter. The limitations of the study are 

stated and terms used frequently in the study are defined. Finally, 

this chapter states the organization procedure of the study in summary 

fashion. 

The second chapter treats the literature reviewed relating to the 

study. Literature relating to the studies on self-concept is reviewed 

in the early part of the chapter; this is followed by a review of lit

erature related to the observation and classification of verbal behav

ior and literature relating to open and closed belief systems. The 

chapter ends with a brief summary of all literature reviewed. 

In Chapter III the method used in conducting the experiment is 

described. In addition, charts used in the experiment are shown and 

explained. 

In the fourth chapter the selection of participants is described 

and information is provided on instrumentation, interaction analysis 

procedures and the seminar program of the study. Hypotheses are re

stated at the end of this chapter. 

Chapter V presents the analysis and results of the experiment 

followed by the summary and conclusions in Chapter VI. 

9 
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CHAPTER II 

REVIEW OF RELATED LITERATURE 

Introduction 

There are many research and training activity studies either in 

progress or recently completed on the use of category systems in teacher 

1 training programs. No study has been located that treats specifically 

of the use of a category system as a procedure for training student 

teachers in self-evaluation techniques. Several of the studies indi-

cate implications for the use of a cat.egory system of verbal interac-

tion as a basis for self-analysiso This study is concerned with the 

change in self-concept as a result of exposing subjects to the proce-

dures of a system of observing, recording, tabulating and interpreting 

the tabulations of verbal interaction. 

This review of related literature is divided into three phases as 

follows: (1) literature related to self-concept (this review is made 

in order to properly place the importance of self-concept in the frame= 

work of teacher influence); (2) literature related to the quantifying 

and classifying of verbal behavior ; and finally (3) literature related 

to the open and closed belief system. Upon completion of the review of 

literature, the three areas will be tied together in support of the 

rationale for the study. 

11 
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Self-Concept Studies 

Many studies have been made relative to the achievement of the 

pupil as a means of predicting and determining the competence of the 

teacher. Other studies have been made that identify the personality 

traits of those teachers who have been labeled "good teachers 0 o The 

major dictum of this study is that improvement in the learning situa-

tion should be set in the frame of reference of the teachervs perception 

of self more so than in the pupil's perception of the teachero Combs 

describes the "self" as playing a more dominant role in the approach 

to an understanding of good teaching? He defines the effective teacher 

as one who has learned to use his "self" effectively and efficiently 

for carrying out his own and society's purpose_so Combs further de-. 

scribes a perceptual view of good teaching as characterized by percep-

tual organizations in several areas, one of which is perceptions of 

self. 

Only as the teacher sees and understands his own behavior will he 

be able to influence the behavior of the studento In seeing and 

understanding self-behavior, actions may then be initiated to reinforce 

desired behaviors or change the behaviors that are observed as being 

detrimental to the desired learning outcome. - --\ 
Rogers says that as changes occur in the perception of self and \ 

in the perception of reality, changes occur in behavior.3 In therapeu~ 

tic situations these changes refer more to self than to the outside \ 

world and alteration of perception of self alters behavioro Raimy I 
postulates that self-concept is the chart to which a person refers in 

understanding himself, especially when he has a choice to make or is 

4 faced with a crisis. In his study of 14 counseling interview cases, 
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there was a marked shift from a preponderantly self-disapproval level 

at the beginning of the counseling interviews to a preponderantly self

approval by the end of the interviews. In the study by Raimy the re

sponses given in counseling interviews were classified as positive 

self-reference, negative self-reference, ambivalent self-reference~ 

a.mbigious self-reference, external reference, and purely information 

references. Raimy used two different procedures to determine reliabil

ity of his method of analysis. In the first instance Raimy~ personally, 

classified 356 client responses of four selected counseling interviews 

and recorded the information. Six months later and without reference 

to the earlier classification he reclassified the information. By Chi

square analysis he found the differences in the two classifications to 

be insignificant at the .05 level. A second procedure used to estab~ 

lish reliability was the classification by four judges of the 356 client 

responses. While Chi-square analysis of this procedure indicated that 

for one of the interviews the difference between judges 0 classification 

was not by chance, all other differences were insignificant at the .05 

level. Validity of the method of analysis was determined by comparison 

with an independent analysis of two cases by the respective (initial) 

counselors. Again Chi-square was used in determining the probability 

of chance causing any differences. This probability (Fisher's Prob~ 

ability Table) was found to be between .80 and .90 indicating that 

chance probably did cause any differences that occurred. Another met h= 

od of ascertaining validity was by comparison of one set of interviews 

with another method of interview analysis. Both methods revealed the 

same marked changes, thereby indicating validity for Raimy 0 s procedure . 

While strict behaviorists have rejected data observed in immediate 
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experience studies, such as Raimy's, as being unreliable, Raimy says 

that th~ findings of his study cannot be dismissed as "mere superficial 

descriptions of feelings"{ The significance of this statement to the 

present study is that it indicates that in a short time interval the 

beginning of changes in self-concept can be introduced into the sub

ject's perceptual framework. In fact, a self-concept should not b; ---; 

static. This indicates a closed mind. An adequate self-concept must 

be stable but not rigid; it must be changing but not fluctuating. 6~ 

Hatfield made a study of the self-concept of student teachers 

seeking to determine the relationship of self-concept and successful 

performance in student teaching.7 She found that a positive relation-

ship existed between how the student teacher perceived himself and 

success in student teaching. All student teachers at Northern State 

Teachers College, Aberdeen, South Dakota, during the 1958-59 academic 

school year were given four ratings: two by different cooperating 

teachers and two by different college supervisors of student teaching. 

The average of these four ratings served as the determinant of teaching 

success and the students were then divided into two groups of 19 stu-

dents with the highest average and 19 students with the lowest average. 

These two groups formed the study groups. Members of each group were 

asked to sort, by the Q sort technique, 90 items measuring self-concept 

traits. The sorting was completed twice by each member, once accord-

ing to how the student perceived himself and once by how he perceived 

the ideal self. The coefficient of correlation between the sorts was 

determined and the members found to be significantly different indi-

eating that a positive relationship does exist between a student's 

self-evaluation and student teaching success. The difference was more 
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than chance alone would provide. In consideration of Hatfield's study 

the provisions for counseling or preparing student teachers in self-

evaluation techniques appear to have merit. 

Perhaps the teacher, more than any other factor in the classroom 

situation, influences the student. How the teacher views himself may 

have some bearing upon how he influences the student. If this is true 

then some concern and consideration need be given to a procedure, meth-

odor way of bringing about desirable changes in self-perception. 

Rogers indicates that in psychotherapeutic experience the absence of 

threat to the self-concept is important in bringing about any reorgani-

8 zations of self-perception. The individual's 
~---\ 

self-concept resists any \ 

experience which is inconsistent with a proper functioning of self and , \ 

if a change is to be made in self-concept, that change will be enhanced 

only through experiences which enhance self and not through experiences 

that threaten self. 9 

For purposes of this study the method by which a change in self-

concept is brought about is important not so much from the standpoint 

of initiating a change in the self-concept of the student teacher by 

this study, but rather because of the need for the student teacher to 

understand the best method for influencing the behavior of the pupil. 

How any person behaves, either student teacher or pupil, is dependent 

upon how he views himself and the external world. l o The teacher t ask 

is to influence the pupil in such a manner as to bring about adequate 

feelings of self. The teacher provides the cue for learning. Cogan 

f describes the teacher as being identified by the pupil either with 

~~ anxiety or liking. It appears that identification with anxiety would 

11 12 
~ ose as a threat to self as described above. ' This cue 

\ 
l 
! 
I 

- __ .} 
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sets the stage for a high or low performance depending upon how the 

pupil views the teacher. In the study by Cogan the emphasis was upon 

the teacher and the amount of work accomplished by the pupil; the de-

pendent variables were further identified as pupil-required work and 
-----·--- \ 

self-initiated work. Two of the three independent variables of teacher \ 

\ 
\ (1) Preclusive - a type of behavior in behavior listed by Cogan are: 
'· 

which the teacher is dominant and agressive and produces the cue for 

anxiety on the part of the students, (2) Inclusive - behavior of the 

teacher that is warm, integrative, less restrictive, thus permitting 

the student to see here the cue for respect and liking. The third 

independent variable is conjunctive behavior. Cogan describes this as 

incorporating the ability to communicate, competence in classroom man-

agement and the level of demands upon the students. Six hypotheses are 

made, two relative to each of the three independent variables. General-

ly speaking Cogan hypothesizes that inclusive and conjunctive behaviors 

are conducive to self-initiated effort and diligent work on the part of 

the student while preclusive behavior tends to leave the student out or 

creates a desire on the part of the student to avoid the situation and 

induces low performance. A note of interest is that the hypotheses 

relating to inclusive and conjunctive behaviors could not be rejected 

by Cogan 9 s analysis while the hypothesis relative to preclusive behav-

iors was rejected. 

One other factor relative to Cogan 1 s study is worthy of mention-

ing. This study was made with the concept that the independent vari-

ables (teacher behaviors) can be measured by the perceptions of the 

pupils. Teacher self-perception is not used. 

A study made by Flanders supports the idea that the teacher 
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13 
may serve as a cue to anxiety on the part of the student. In this study 

a total of seven students participated; however, each participated in an 

independent method and not as a group. Two adults were used to interact 

with each student; one using a learner-centered role with the intent to 

support the student and one using the teacher-centered role in which 

support of himself is clearly identified. The teacher-centered role 

created within the student a sense of compliance because of the author-

ity enforced by the teacher. The teacher's verbal statements generate 

tension and anxiety on the part of the student. 

Edwards hypothesized that if a behavior was a socially desired 

14 
trait, the subject will attribute this trait to himself and vice versa. 

One hundred and forty personality traits involving fourteen needs were 

used as items of social behavior desired in others. By this method, 

scale values of the desirability of the traits were determined. These 

items were arranged in a personality inventory form and presented to 

one hundred forty pre-medical students who were asked to identify those 

traits characteristic of themselves. The probability of endorsement of 

the items was then plotted on a sociogram against the pre- determined 

social desirability of the items. Edwards reports that the probability 

of endorsement is a linear function of the social desirability of the 

item and the correlation coefficient was a significant .871 . 

The importance of the report of Edwards 0 study for the present re= 

port resides in the knowledge that the individual can endorse a behavior 

when that behavior is deemed desirable. The method whereby student 

teachers improve their professional capability and thus enhance the 

learning environment must be presented in a fashion that will establ ish 

a desirable social value in the mind of the student teacher. 
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Thus the concept the student teacher has of self and the under-

standing of the influence of self-concept upon behavior is important if 

the student teacher is to be able to improve his teaching technique and 

to develop a positive approach to teaching and learning. 

Category Analysis Literature 

It has been mainly within the past twenty-five years that attention 

has been directed by researchers in major studies toward a quantitative 

analysis of classroom verbal behavior. Prior to that time evaluation 

of classroom activities was, generally, by teacher ratings to ascertain 

the degree of effectiveness of the teacher and by testing to ascertain 

pupil achievement which, in turn, reflected teacher effectiveness. 

These procedures were non-quantitative in nature, globular and involved 

value judgments. The studies made prior to World War II might be char-

acterized as naive and conducted "as if we already knew what teaching 

is 0 and we ID,:!rely test to determine the effectiveness of the educa

tional process~5 Researchers responsible for much of the research in 

,, ( quantifying classroom verbal behavior for measurement (Withal, 1949~ 

l Medley and Mitzel, 1958, Flanders, 1960) advise that much remains t o be 

· accomplished in developing a system for quantifying classroom verbal 

I 
\ behavior. 

Most research studies have foundati on in previ ous studies and 

16 
this is true with the research in quantitative analysis. A review of 

research leading to the efforts to classify classroom behavior will 

assist in an understanding of the Flanders System of verbal interaction 

analysis used in this study. The earliest studies relati ng to class-

17 18 19 room behavior were made by Anderson, et al. ' ' These studies 
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were continuous over a period of several years. They started, 

initially, with the purpose of analyzing teacher behavior. These stud-

ies were conducted utilizing the terms dominative and integrative be-

havior described as: 

The use of force, commands, threats, shame, blame, 
attacks against the personal status of the individual may 
be cited as examples of dominative ways of responding to 
others ••• attempts to make others behave according to 
one's own standards and purposes. Domination may be re
garded also as a frustration of the behavior of someone 
else it is consistent with bigotry and with autocracy 

If, instead of compelling the companion to do as one 
says, one asks the companion and by explanation makes the 
request meaningful to the other ••• such behavior is said 
to be an expression not so much of pursuing one's own 
unique purposes ••• the term socially integrative behavior 
is used.20 

These studies are based on the observation of all contacts between the 

teacher and the student as opposed to strictly verbal contacts. 

/-- Kirk indicates that in order to quantify classroom behavior 

21 three determinations are necessary. First, the person recording the 

behavior must determine what behaviors are to be observed. Second, 

he must have a plan for recording and third, he must determine in what 

manner the observations are to be interpreted. These are precisely the 

tasks that researchers have faced in seeking to quantify classroom 

verbal behavior. Withal sought to identify the climate of a class-

22 
room by classifying teacher statements into teacher behavior patterns. 

Withal postulated that learning is most likely to take place when ex-

periences occur in a non-threatening situation. The learner is thus 

free from personal threat and is also helped to evaluate himself on the 

basis of objective criteria. Withal also postulates that the teacher 0 s 

behavior is assumed to be the most important single factor in creating 

a classroom climate and the teacher's verbal behavior is a 
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representative sample of the total behavior. In the study by Withal, 

teacher verbal behavior was initially classified, from taped recordings 

of classroom situations, into twenty-five categories which, upon analy-

sis, were found to overlap and were reduced to thirteen and subsequently 

~a~s. After the verbal statements were classified into 

the seven categories typescripts from other classroom situations were 

analyzed by comparison with the seven categories and teacher verbal 

behavior patterns established.23 Withal concluded from this study that 

(1) a valid measure was obtainable through teacher statements and (2) 

these statements provide a consistent pattern of verbal behavior for a 

given teacher from day-to-day. This study was the earliest to suggest 

the use of teacher verbal statements as a means for analyzing the 

teacher classroom behavior. The categories were to be identified by 

the pupil perception of the teacher. 

Flanders expanded the system of classifying classroom behavior , 

specifically spontaneous verbal behavior of the teacher and the pupil. 

The concept of teacher influence expressed through verbal communication 

is the basis of the Flanders system. Like Withal, Flanders assumes 

that verbal communication on the part of the teacher is a representa-

\ tive sample of the total behavior of the teacher. 
\ 

Teacher infl uence 
I 

exists in the classroom not alone by virtue of the legal authority 

vested in the teacher but also by the importance of the influence of 

teacher behavior upon the existing classroom situati on . The concepts 

of "direct" and II indirect" influence of the teacher are used in t he 

\ Flanders system of interaction analysis. 
,, 

/ Direct influence by the teacher over the classroom climate is 

represented by the verbal communication of the teacher whi ch res t r icts 



\ 
\ 

21 

the freedom of the pupil. These restrictions set up restraints within 

the pupil and serve as cues for possible anxiety and, perhaps, withdrawal 

from verbal interaction. Indirect influence as expressed through the 

teacher's verbal behavior has the opposite result; the student has the 

feeling of acceptance of his ideas and he contributes freely to the 

pattern of verbal interaction.24 1his thought relates to Cogan's 

\..idea that the teacher gives the cue for leaz_:ning and self-initiat~d 

work and compares with the inclusive- reclusi~- R~avior identified by 
-------····-·-- ~-·-_,A••~ ...... _ .... ~ .. -.---·-··---

25 
Cog~n. Indirect and direct influence also relates to integrative and 

dominative types of behavior as identified by Anderson, et al. 

Flanders also identifies two student personality traits as related 

to direct iilld indirect teacher influence. These personality traits are 

26 dependent and independent proneness. Direct influence on the part of 

the teacher will create within the student the tendency to 00 do when 

t old to do'° or "talk when told to talk 1°, while indirect influence will 

create within the student the desire for self directed activity. This ~ 

again, relates to Cogan' s belief that the teacher provides the cue 

for learning and is further supported by Rogers in that the direct 

27 28 influence may be the cue for anxiety on the part of the student. ~ 

The Flanders System is a procedure for observing~ recording and 

interpreting the verbal interchange between student and teachero 

Flanders identifies the classroom behavior to be observed as t he 

spontaneous verbal interaction that takes place in the classroom. The 

Flanders System uses ten categories f or classifying t he teacher--

29 pupil verbal action in a classroom teaching situation. These ten 

categories are broken down into four designations representing indirect 

teacher verbal influence and three categories representing direct 
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teacher verbal influence. Two categories relate to student verbal ac

tion and the tenth is used for denoting silence, confusion or misunder

standing. Indirect influence encourages student participation and re

moves restriction on student verbal communication. Direct influence on 

the other hand places restraints on the students' freedom of participa

tion. Teacher participation increases when direct influence is used. 

As can readily be seen the Flanders System is suitable mainly for 

classroom situations in which the teacher and the pupils actively 

engage in classwork discussion. 

To merely observe, record and tabulate classroom verbal interac

tion is insufficient. Purposive comparisons can be planned in advance. 

Thus if a teacher wishes to develop the practice of expanding the 

students' ideas he should be able to look at the matrix row and column 

3 cell.30 In this manner he may analyze his verbal behavior as it is 

represented in this cell. 

Verbal behavior patterns of superior teachers can be identified by 

the Flanders System of interaction analysis.31 In a study by Amidon 

and Giammatteo 153 suburban Philadelphia teachers were used. Thirty

three of the total number were identified by administrators and super

visors as superior or master teachers. The remainder were selected at 

random from the same school districts in which the thirty-three supe

rior teachers were located. All teachers were observed during a 

language arts classroom period lasting approximately thirty minutes. 

No special or substitute teachers were observed and the class session 

followed no specific or special event. Profiles were established on 

the superior teachers and on the 123 teachers selected at random who 

made up the normative group. In addition to comparing the patterns of 



interaction, the researchers compared the frequencies of each category 

of the Flanders System with the following general indications evident: 

(1) Acceptance of student feeling (category 1) was used 

three times as much by the superior teachers as it 

was by the normative group; however, a low incidence 

was noted in this category. 

(2) Questions occupy one-fifth of all talk in both groups. 

The superior group asked about twice as many broad 

questions (tends to permit leeway for student response 

of a wide nature). The normative teachers asked nar-

row, limited, one word answer type questions calling 

for predictable answers. 

(3) Praise and encouragement were used equally; however, 

the superior group used this category after student 

initiated response more frequently than did the 

normative group. 

(4) The normative group used more continuous type lecture 

than the superior group. Total time for lecture was 

about equal. 

(5) Directions were used twice as much by normative gr oup 

and this elicited more silence from the students than 

did the superior group. In addition~ criticism f ollowed 

directions in the norm group twice as much indicating 

discipline or control problems. 

(6) Criticism, over-all, used sparingly by teachers in both 

groups. 

(7) Twice as many student initiated responses appeared i n 
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\ 

superior group pattern. 

The normative group students participated approximately 

40% of the time while in superior group the students 

32 
participated approximately 52% of the time. 

This study concluded that verbal behavior patterns of the two 

groups differed markedly. Superior teachers were identified by value 

judgments on the part of the administrators and supervisors. 

The information contained in the study by Amidon and Giammatteo 

supports the results of the studies by Flanders concluded in 1960.33 

This study by Flanders followed earlier studies in Minnesota and in 

New Zealand under a grant from the U.S. Office of Education. The 

24 

earlier studies provided a set of hypotheses related to teacher influ-

ence and student achievement and serve to identify superior teachers by 

relating the high achievers to an identified teacher influence pattern. 

By identifying the patterns of influence used by teachers associated 

with student achievers, the superior teacher might be identified with-

out the use of value judgments. Two of the hypotheses used by Flanders 

in Minnesota in J958 relate to: 

(1) Restricting student freedom of participation early in 

the cycle of classroom learning activities increases 

dependence and decreases achievement. 

(2) Expanding student freedom of participation earl y in 

the cycle of classroom learning activities decreases 

dependence and increases achievement. 

Teacher influence was designated as the independent variable and 

achievement as the dependent variable. Four observers rated 16 mathe-

matics and 16 social studies teachers an average of 42 times. In this 
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manner the teacher statements of each teacher could be converted into an 

indirect-direct ratio. Fi~ally, three groups were determined from the 

total 32 teachers. These groups were the "most direct", "average", and 

"most indirect". Comparison of the most direct to most indirect 

teachers followed the pattern shown above for the study by Amidon and 

Giammatteo. Indirect teachers made greater use of student ideas and 

student statements. More extended questions were asked by indirect 

teachers. Direct teachers experience more discipline problems as indi-

cated by more use of criticism followed by directions. Direct teachers 

give longer and more involved directions and students more often tend to 

question and even resist directions given by the most direct teachers.34 

The Interaction Analysis system was used to study the behavior of 

student teachers in elementary schools to ascertain patterns, if any, 

common among student teachers and to determine whether a knowledge of 

the interaction analysis would cause student teachers to change their 

teaching behavior.35 Thirty student teachers were equally divided into 

control and experimental groups. The groups were equated relative to 

age·-, experience, basic personality and attitude toward teaching. This 

study was conducted during the actual student teaching phase of the 

teacher preparation program. 

The experimental group received instruction in the procedures of 

interaction analysis prior to reporting for their student teaching as-

sigrunents. While they were not experts, after five hours of training in 

the interaction analysis process, they did understand the basic proce-

dures and could categorize with fair reliability. Both control and ex-

perimental group student teachers were observed during their student 

teaching for four periods of an open discussion in social studies.36 



26 

The control group was given no training in the interaction analysis 

process. Becoming knowledgeable in the basic fundamentals of interac-

tion analysis produced changes in the bahvior patterns of student 

teachers. 

Upon completion of the study the experimental group student 

teachers were inclined to talk less than control group personnel and 

seemingly resisted the tendency to exert more direct influence. In 

addition, they gave fewer directions and asked more questions after a 

student voluntary response. The direct to indirect influence ratio was 

determined by examining the observational matrices tabulated by the 

visiting supervisory college staff member. Knowledge of interaction 

analysis did cause the experimental group to alter their teaching be-

havior and patterns of common student teacher behavior were evident. 

One major hypothesis of a study conducted by Amidon and Powell 

was that student teachers are more indirect at the end of the student 

teaching phase of training after being taught the Flanders Interaction 

Analysis process than those not so taught.37 A total of approximately 

60 student teachers was envolved in this study for five consecutive 

semesters. This study incorporated a total of 105 hours of training in 

the interaction analysis procedures or approximately 21 hours for each 

semester. Amidon indicated that from 12 to 30 hours training in 

Interaction Analysis affects the student teachers' behavior.38 

At the time of printing of the mimeographed paper reporting this 

study only the data gathered during the first semester of the report 

had been analyzed. Some pertinent results of comparisons between stu-

dent teachers who had been taught Interaction Analysis and those who 

had not been taught Interaction Analysis are: (1) student teachers 
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who knew Interaction Analysis talked less in the classroom, (2) student 

teachers who knew Interaction Analysis were more indirect in using 

motivating and controlling type behaviors, (3) student teachers taught 

Interaction Analysis used more extended indirect influence and less 

extended direct influence, and (4) student teachers taught Interaction 

Analysisusedmore extended acceptance of student ideas. Implications 

of this study are for self-directed supervision. The teacher can ob-

serve himself, using a tape recorder, and thus provide his own feedback 

without the presence of another person.39 

Literature Related to Open-Closed Belief Systems 

Getzels and Jackson list the personality of the teacher as a sig

~ 
nificant variable in the classroom. Rogers, (1947), Raimy, (1948), 

Fitts and others relate the self-concept to the individual personality 

~ 
structure. The Dogmatism Scale developed by Rokeach has been a useful 

instrument in measuring certain aspects of this structure which is an 

important factor in the study of the teachers and pupils in a school 

42 social system. 

The Dogmatism Scale was developed for the purpose of measuring 

individual differences in the open or closed belief systems.43 This 

belief system is comprised of two parts: (1) all beliefsj expect-

ancies, sets, or hypotheses, conscious and unconscious, that a person 

accepts as true and (2) all disbeliefs, sets and expectancies, both 

conscious and unconscious, that a person looks upon as untrue. High 

scores on the Dogmatism Scale represent a closed mind while low scores 

are indicative of an open mind. Of course, a completely open and a 

completely closed mind are ideal types and in reality no one ever 
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possesses a completely open or a completely closed mindo44 The open 

minded person is deemed capable of receiving, evaluating and acting on 

information from without himself unfettered by irrelevant facets of 

that information originating within himself or coming from without him-

self. He evaluates and acts solely upon the basis of the relevancy of 

the information received. Examples of irrelevant information originat-

ing from within that might preclude or interfere with open minded 

reception and evaluation are: preconceived ideas, habits, ego motives, 

anxiety, personal needs. Examples of irrelevant information coming 

from without are: external authority, social norms, cultural norms, 

peer expectancies and parental influences. On the other hand, the 

closed mind will experience greater difficulty in resisting the irrele-

vant factors unrelated to the information received. Because of the 

pressures of the irrelevant factors the closed mind evaluates and acts 

upon the information received in accordance with the manner in which 

the irrelevant internal or external factors force him to act. The open 

minded person views his environment as being friendly and he evaluates 

on t he strength of the intrinsic merit of the informati on he receives . 

Conversely, the closed minded person views the worl d as t hreatening and 

he evaluates information on the strength of the influence of the source 

of the information and the degree to which the information does not 

conflict with his own ideas and beliefs. This behavior is characteri s-

t ic of the dominative type described by Anderson as ii behavior of one 

who is so insecure that he is not free to utilize new data, new infor 

mation, new experience." 45 This type of behavior on the part of the 

% teacher also parallels the "direct influence" described by Flanders . 

The openness of the belief system was found by Hough and Amidon 
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to influence the attitudes student teachers have for teaching. 47 A 

student teacher or an inexperienced teacher is confronted with a host 

of confusing, challenging and on-the-spot situations in the classroom. 

His ability to cope with the classroom developments rests to a great 

extent upon his own value system. If he possesses a closed belief sys-

tern his preconceived thoughts, ideas and feelings may preclude the 

proper and correct evaluation of the classroom situation and thus 

appropriate handling of classroom learning situations may be lost. 

In the study by Hough and Amidon, two groups of forty student 

teachers were used: twenty as a control group and twenty as an experi-

mental group. The experimental group was taught the Interaction Analy-

sis process while the control group followed the normal course work. 

The groups did not differ significantly on the Dogmatism Scale, (one 

instrument used in the study) at the beginning of the study. A signif-

icant change in scores pre to post-test on the Teaching Situation 

Reaction Test (second instrument used in the study) was noted for 

those students who scored in the lower quartile of the Dogmatism 

Scale and who had received instruction in the Interaction Analysis 

process. Hough and Amidon concluded that the openness of the student 

teachers' personality structure was influential in changing their 

attitudes toward teaching. 48 

Summary 

This chapter describes and relates the concepts of (1) self

perception, (2) interaction analysis as a means of ev·aluating self

perception and (3) open mindedness. Studies in the area of the self-

concept indicate the increasing importance of this component of 



30 

personality in achieving personal and professional growth. Studies 

relating to the use of Flanders' Interaction Analysis provide evidence 

of this system as a valuable tool for the study of verbal behaviors in 

the classroom. Open mindedness as measured by the Dogmatism Scale 

relates to an ability to change as information is received and evaluated 

in a healthy, critical and constructive manner. The self-perception of 

an individual influences his behavior; and changes in behavior will be 

reflected in changes in self-concept. When changes occur in the self

concept it is indicative of the ability to view self with an open mind. 



FOOTNOTES 

1 Anita Simon, ed., Classroom Interaction Newsletter, I. 
(Philadelphia, 1965), P• 1. 

2 A. W. Combs, "The Personal Approach to Good Teaching", 
Educational Leadership, XXI .(1964), P• 373. 

3Carl R. Rogers, "Some Observations on the Organization of 
Personality", American Psychologist, II (1947), p. 359. 

4 Victor C. Raimy, "Self Reference in Counseling Interviews", 
Journal 2f Consulting Psychology, XII (1948), p. 155. 

5 Ibid., P• 161. 

6 A. W. Combs and Donald Snygg, Individual Behavior: ! Perceptual 
Approach to Behavior (New York, 1959), P• 157. 

7Agnes B. Hatfield, "An Experimental Study of the Self-Concept of 
Student Teachers", The Journal of Educational Research, LV (1961), 
PP• 87-89. . 

8 Rogers, p. 265. 

9Prescott Lecky, Self-Consistency: ! Theory of Personality 
(New York, 1945), P• 150. 

10 6 · . Rogers, p, 2 5. 

11 Morris L. Cogan, "Research on the Behavior of Teachers: A New 
Phase", Journal of Teacher F.ciucation, XIV (1963) ~ p . 239. 

12 Morris L. Cogan, "The Behavior of Teachers and the Productive 
Behavior of Their Pupils: I Perception Analysis ", Journal of 
Experimental F.ciucation, XXVII (1958), p. 90. 

13Ned A. Flanders, "Personal-Social Anxiety as a Factor in Experi
mental Learning Situations", Journal 2f Educational Research, XLV 
(1951), PP• 100-110. 

14 Allen L. F.ciwards, "The Relationship Between the Judged Desirl!J.bil-
ity of a Trait and the Probabil ity That the Trait Will be Endorsed"fi ', 
The Journal Q.! Applied Psychology, XXXVII (1953), P• 90. 

31 



l5Bo o. Smith, "Conceptual Framework for Analysis of Classroom 
Social Interaction", Journal of Experimental Education, XXX (1962), 
P• 326. 

32 

16 Ned A. Flanders, "Teacher Influence, Pupil Attitudes and Achieve-
ment", Cooftrative Research Monograph No. g, United States Office of 
Education Washington, 1965), P• 3. 

17Harold H. Anderson and Helen Brewer, "Studies of Teachers Class
room Personalities, I", Applied Psychological Monographs, No. 6 (1945), 
pp. 1-157. 

18 Harold H. Anderson and J.E. Brewer, "Studies of Teachers Class-
room Personalities, II", Applied Psychological Monographs, No. 8 
(1946), PP• 1-128. 

19Harold H. Anderson, J.E. Brewer and Mo F. Reed, "Studies in 
Teachers Classroom Personalities", Applied Psychological Monographs, 
No. 11 (1946), pp. 1-157. 

20 Harold H. Anderson and Helen Brewer, p. 9. 

21 Jeffrey Kirk, "Effects of Teaching the Minnesota System of 
Interaction Analysis to Intermediate Grade Student Teachers", (Unpub. 
Ed. D. dissertation, Temple University, 1964), p. 16. 

22 John Withal, "The Development of a Technique for the Measurement 
of Socio-Emotional Climate in Classrooms", Journal .2f Experimental 
Education, XVII (1949), p. 347. 

23see Appendix D. 

24 
Flanders, 1965, PP• 7-9. 

25 Cogan, P• 3230 
'\ 

26 I 

.,,flanders, 1965, ppo 9-12. 

27Cogan, P• 323. 

28 
Rogers, P• 365. 
~ 

29 ' 
_ -~ee page 36 in Chapter III. 

30 · 8 ' ~:::!landers, 1966 a, P• 1 • 
7 . 

1 ' 
3 E. Amidon and M. Giammatteo, "The Verbal Behavior of Superior 

Teachers", Elementary School Journal, LXV (1965), p. 2850 

32Ibid. 
-----\ 

~~Ned A. Flanders, Interaction AnalAsis in the Classroom: 
for Observers (Minneapolis, 1960), PP• 5 -62.- --

A Manual ---



34Ned A. Flanders, "Some Relationships Between Teacher Influence, 
Pupil Attitudes and Achievement", A pre-publication manuscript. 
Personal Communication, 1966. 

35Kirk, P• 2. 

33 

36E. Amidon, "Interaction Analysis and Its Application to Student 
Teaching", Association .f2!: Student Teaching Yearbook 1.222. (Dubuque, 
1965), P• 78. 

37E. Amidon and E. Powell, "Interaction Analysis as a Feedback 
System in Teacher Preparation", A paper given at the ASCD Curriculum 
Research Institute in Washington, D. c., November 1965 (Mimeograph), 
P• 7 0 

38Amidon, p. 90. 

39Ibid. 

40J. w. Getzels and P. w. Jackson, "The Teacher's Personality and 
Characteristics", in N. L. Gage (ed.), Handbook 2f Research .2!! Teachip.g 
(Chicago, 1963), P• 5o6. 

41w. H. Fitts, Manual for Tennessee Self Concept Scale (Nashville 
1965), P• 1. 

42 W. K. Hoy, "Dogmatism and the Pupil Control Ideology of Public 
School Professional Staff Members," (Unpub. F..d.D. dissertation. The 
Pennsylvania State University, 1965), p. 20. 

43Milton Rokeach, The Open and Closed Mind (New York, 1960), p. 71. 

44H 11 oy, po • 

45Harold H. Anderson, "The Measurement of Domination and Socially 
Integrative Behavior in Teacher's Contacts With Children", Child 
Development, X (1939), P• 73. 

46Flanders, 1960, p. 8. 

47Amidon, p. 75. 

48 
Amidon, P• 77. 



CHAPTER III 

CONDUCT OF THE EXPERIMENT 

Introduction 

The research was conducted during a nine week period just prior to 

the student teachers' e~try into their student teaching assignments. To 

preclude disruption in the regularly scheduled program the investigator 

worked with the Director of Student Teaching and the education profes

sors in charge of the student teaching seminars. These seminars are 

designed to discuss and review student teaching assignments, procedures, 

problems and, in general, prepare the student teacher for the coming 

student teaching assignment. 

The control group was comprised of twenty-five participants. This 

group met the student teaching seminar on Tuesday and Thursday for one 

hour and forty minutes each session. After the pre-test no further 

contact was made with this group until the last hour of the seminar work 

when they were post-tested using the same instruments as the pre-test 

except that the Rokeach Dogmatism Scale w~s not used in the post-test " 

The experimental group was comprised of twenty participants. This 

group met on Tuesday and Thursday for one hour and forty minutes each 

session. (See schedule - Appendix A.) In stimulating, emphasizing and 

creating an incentive for self-evaluation of their efforts as student 

teachers and even later as teachers, the Minnesota Sys tem of 
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Interaction Analysis was used. The use of this tool was the central 

theme for the development of self-evaluative techniques and approximate-

ly 9CJX, of the 15 hours (or 13 hours) was devoted to the discussion of 

analysis of classroom verbal interaction. 

Both groups were initially administered the Tennessee Self-Concept 

Scale (see Appendix B)asa pre-test instrument. The experimental group 

was treated for nine weeks at one seminar per week, prior to departing 

for their various student teaching assignments, in the procedures of 

Interaction Analysis as developed by Dr. Ned A. Flanders and associates 

at the University of Minnesota. A series of five film strips and one 

tape containing three classroom episodes were used in the experimental 

group during the nine week period as a tool for self-evaluation. The 

control group attended the regular student teacher seminar program and 

received no experimental treatment. 

The Minnesota System of Interaction Analysis 

The following description of the interaction analysis process will 

assist the reader in an understanding of the work accomplished during 

the seminar sessions. 

Interaction analysis is a system of observing and coding verbal 

interchange that takes place between the teacher and pupil during a 

:class period. Any class activity (other than a straight lecture ses-

sion, reading lesson or study period) and especially class periods such 

as general discussion, group work, teacher-pupil planning session pro-
\) 

/ 
vide an excellent opportunity to observe classroom verbal interactiono ,,/ _ ..... -
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1.• ACCEPTS FEELING: accepts and clarifies the feeling tone of the 
students in a non-threatening manner. Feelings may be positive 
or negative. Predicting or recalling feelings are included. 

2.• PRAISES OR ENCOURAGES: praises or encourages student action or 
behavior. Jokes that release tension, but not at the expense of 
another individual; nodding head, or saying "um hm?" or "go on" 
are included. 

3.• ACCEPTS OR USES IDEAS OF STUDENTS: clarifying, building, or 
developing ideas suggested by a student. As teacher brings more 
of his own ideas into play, shift to category five. 

4.* ASKS QUESTIONS: aeking a question about content or procedure with 
the intent that a student answer. 

5. * LECTURING; giving facts or opinions about content or procedures; 
expressing his own ideas, asking rhetorical questions. 

6.* GIVING DIRECTIONS: directions, commands, or orders to which a 
student is expected to comply. 

?.* CRITICIZING OR JUSTIFYING AUTHORITY: statements intended to 
change student behavior from non-acceptable to acceptable pattern; 
bawling someone out; stating why the teacher is doing what he is 
doing; extreme self-reference. 

8.* STUDENT TALK--RESPONSE: talk by students in response to teacher. 
Teacher initiates the contact or solicits student statement. 

9.* STUDENT TALK--INITIATION: talk by students which they initiate. 
If "calling on" student is only to indicate who may talk next, 
observer must decide whether student wanted to talk. If he did, 
use this category. 

10.* SILENCE OR CONFUSION: pauses, short periods of silence and 
periods of confusion in which communication cannot be understood 
by the observer. 

*There is NO scale implied by these numbers. Each number is 
classificatory; it designates a particular kind of communication event. 
To write these numbers down during observation is to enumerate, not to 
judge a position on a scale. 

Figure 1. Categories of Interaction Analysis 
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( three seconds there should be verbal activity and for every three 

seconds one categorization is made identifying one of the ten categories 

of verbal interaction developed by the Minnesota researchers. On this 

basis, a twenty minute general discussion period would produce 400 cate-

gory identifications. This number of categorizations will provide an 

excellent picture pattern when tabulated on a matrix (see Figure 2). 

An example of the categorization process as the observer listens 

and records category markings: 

Teacher - For this period in our geography lesson we will 
make an imaginary (1) visit to the land of the Incas. Mary 
informed us yesterday about the importance of cleanliness 
in our (2) daily living habits. Can you add to that dis
cussion Peter, by telling us about the (3) daily living 
habits of the Incas? 

Student - Yes'm, I don't know but I believe the outdoor 
life of (4) the early Indians was important for their 
health. 

Teacher - Yes, go on. (5) 

Student - an~ besides that - Indians didn't have frozen 
foods like we have today and my mother believes (6) ••••• 

Proper categorization of the above six statements might be: 

The first statement by the teacher is directive in nature (6) and this 

is followed by identifying an idea a student presented previously (3). 

The teacher shifts from 6 to 3 to 4 by asking a question of a particular 

student and his response is teacher solicited (8); however, the student 

continues and expands into self-initiated response (9). Each three ) 
I 

second interval is identified by a verbal interaction category. The I category numbers are entered into the matrix (see Figure 2) in pairs 

\ 
\ 
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as indicated above. In this manner each number receives both a row and 

a column entry in the 10 x 10 matrix. The row entry of the matrix is 

represented by the first number of the pair and the column entry by the 

second number of the pair. A twenty minute class period should provide 

an excel~ent picture pattern. This is especially true when several 

twenty minute sessions are compared in the light of the individual self 

observer goals that should have been established (i.e., the student 

teacher might select as one goal the development of more use of verbal 

communication relating to indirect influence). Reviewing a series of 

matrices of twenty minute sessions will provide indications of how the 

student teacher is progressing toward attainment of the goal established. 

This could be accomplished by examining cells 1-1, 2-2, and 3-3· In-

creases in the number of category entries in this area would provide 

some indication of increased use of indirect inf~uenceo 

Further examination of a matrix could reveal many things about the 

classroom verbal interaction. For the following description the reader 

should refer to the matrix table, Figure 3. Area E of the matrix is a 

block of nine cells. Heavy loading in this area indicates continued use 

of praise, acceptance of student feelings and development of student 

ideas. Any goals aimed at developing the teacher's use of these cate-

gories would require an analysis of this block of nine cellso Area Fis 

a block of four cells and high or heavy loading in this area indicates 

continued use of criticism and directions and could reflect classroom 

management problems. Area H indicates the type of teacher talk that 

induces student response. High loading in the 4-8 cell indicates a 

rapid drill class session. Area I indicates continued or sustained 

student participation. The cells forming a line from top left to bottom 
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1 right are termed the steady state cells, i.e., 1-1, 2-2 •••• 8-8, 9-9. 
I 

\ 
' \ 
\ 

\ 

\ 
\ 
\, 

\ 

Heavy loading in any of these cells denote continued, sustained talk -

1 is teacher talk, accepting feeling of the student, high loading in 

1-1 indicates the teacher sustains the verbal statements in the cate-

gory. The content cross represents the staying close to the textbook 

in discussion. A comparison of the number of entries in this area with 

the number outside this area gives an indication of the content orienta-

tion of the class activity. 

Dividing the sum of entries in Area A by the sum of Area B pro-

vides a ratio of indirect to direct teacher talk. Likewise, by dividing 

the sum of Area A, Band C individually, by the total number of cate-

gorizations the percent of teacher talk (both direct and indirect) can 

be determined as well as the percent of student talk. 

Thus by analysis of the interaction matrix, in the light of clearly 

defined goals, changes can be effected in the verbal behavior of the 

student teacher. A brief description of the procedure for each seminar 

periqd follows. 

First Seminar Period 

The Tennessee Self Concept Scale (Appendix B) and the Rokeach 

Dogmatism Scale (Appendix C) were administered during the first seminar 

period. The pre-testing was accomplished with the experimental group 

on the first class hour of the fall semester 1966 and at the second 

class hour of the fall semester for the control groupo The purpose for 

testing was not explained to either group inasmuch as intercommunica-

tion between groups in the least amount possible was desired. The 

experimental design made it advisable not to mention the program as 
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comprising two groups at any time during the study. 

Second Seminar Period 

During the second hour of the program, the experimental group was 

informed relative to the purpose of the study. At this time it was 

emphasized that each student teacher should develop the attitude (if not 

already possessed) that the student teacher, individually, was the most 

important person in developing habits and techniques that would serve as 

a base for improvement in teaching and professional growth. A twenty

five minute film "You, Yourself Incorporated" was shown. This film 

stresses the importance of "self" and the development of a positive 

attitude toward self as the source of improvement in any endeavor. A 

partial bibliography of writi~s related to Interaction Analysis and 

classroom behavior was distributed. The bibliography was not for re

quired reading; however, it was suggested that information could be 

found in the writings that would enhance professional growth as a 

teacher. 

Third Seminar Period 

The third seminar session included the first of five film strips 

and accompanying typescript on the Minnesota System of Interaction 

Analysis. The film strip and typescript were developed by the College 

of Education at the University of Minnesota in connection with the pub

lic schools of St. Paul and Minneapolis. The first film strip sets the 

stage for a program of instruction in interaction analysis by dealing 

with attitudes, opinions and teacher reactions to an in-service educa

tion program. Following the {ilm strip a brief discussion was held 



relating the film "You, Yourself Incorporated" to the idea of self

evaluation through a program of self-inservice education. 

Fourth Seminar Period 

The second film strip and typescript on interaction analysis were 

to be used during the fourth seminar period. The second film unfortu

nately did not arrive in time to be used in proper sequence. Although 

this film strip was later received it was decided not to interrupt the 

sequence and therefore this film strip and accompanying typescript were 

not used. The intent or purpose of the second film strip was accomp~ 

lished by discussion of the concepts of direct and indirect teacher 

influence; dependent and independent prone students and the necessity 

for the teacher or student teacher to have clearly defined goals to be 

accomplished before interaction analysis can be of value in examining 

teacher behavior. Studies conducted by Amidon and Flanders (1961) and 

Amidon and Giammatteo (1965) were used to develop the understanding of 

direct and indirect teacher influence, and dependent and independent 

prone children. Clearly defined goals were identified as goals identi

fying the type of verbal behavior the teacher or student teacher 

desired to develop. A handout showing the ten categories of verbal 

behavior, identified by Flanders, was distributed. The student teachers 

were asked to review this listing and to commit it to memory. 

Fifth Seminar Period 

During the fifth seminar session the third film strip was used 

along with its accompanying typescript. This film strip describes the 

ten categories of verbal behavior developed by Flanders. Each category 
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was explained and illustrated in the film strip. This film strip served 

to reinforce the information provided in the fourth session relative to 

direct and indirect teacher influence and dependent and independent 

prone children. 

During this period, and in succeeding periods, an effort was made 

by the investigator to indicate the value of using a tape recorder and 

therby becoming a self observer of any classroom session the teacher 

might wish to observe. No effort was made to play down the use of an

other individual as an observer; however, it was noted that the absence 

of a trained observer need not be a deterrant to successful use of 

interaction analysis as a tool for improving classroom technique. In 

fact, acting as a self observer would increase the reliability of ob

server catego:rization of verbal interaction. The problem of knowing 

when shifts in categories were made and whether the teacher had shifted 

from developing the student's idea (category 3) to praise (category 2) 

or lecturing (category 5) would be eliminated because the self observer 

would recognize his own intentions whereas another observer would have 

had to observe the particular teacher a sufficient number of times to 

establish his reliability of categorizations. The effort by the inves

tigator during the fifth seminar period was a deliberate attempt to 

promote the idea of self-evaluation of the teaching performance by 

analysis of verbal interaction. 

At the close of the fifth session a copy of the typescript of the 

first episo~e of a classroom teaching situation was distributed. This 

typescript was developed at the University of Michigan by Flanders. The 

student teachers were urged to read this typescript and to continue 

committing to memory the ten categories of interaction analysis. A 



handout listing possible problem areas that might develop during the 

categorization process was distributed at the close of the session 

(Figure 4). Thorough memory of the ten categories and continued 

training in categorization were stressed in assisting the student 

teachers to become skillful observers. 

Sixth Seminar Period 
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The fourth film strip showing how to tabulate a 10 x 10 matrix and 

how to interpret the tabulation was used during the sixth session. 

After the film strip showing and a discussion of matrix tabulation and 

interpretation the first attempt at categorization was initiated. The 

third episode of the training aid tape was used for categorizing (see 

Appendix E). 

Seventh Seminar Period 

The seventh session consisted entirely of examining matrices and 

categorizing verbal statements from the training aid tape of classroom 

episodes. At the beginning of this session the suggested proper cate

gorization of the third episode (used in the previous session) was 

reviewed and comparisons made with the categorizations by the student 

teachers, on the day before. The suggested properly categorized state

ments totaled 284 and the highest number of categorizations by the 

student teachers was approximately 100 short of this number. This was 

an indication that difficulty was being experienced in estimating an 

elapsed time of three seconds or that the categories were not known 

sufficiently well for the student teacher to decide in what category 

the statement should be placed. A comparison by patterns indicated 
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No. 1 - When there is a choice of two or more acts within a three second 

period of time always choose the numerical designation most 

distant from five. 

No. 2 - Always make category decisions in the light of the total social 

situation involved restricting or expanding. 

No. 3 - Shift problems - Shift from five to three and vice versa some

times difficult to recognize. Example - Teacher repeats what 

student has said. Is it category five or has teacher shifted 

to category three? 

No. 4 - Teacher habit problems - Example - Teacher may have habit of 

responding to student talk with "right" or "good 0. Should it 

be category two or five? 

No. 5 - In actual classroom situations the observer must distinguish 

between category eight or nine. 

No. 6 - Student-to-student spontaneous communications. 

No. 7 - Problem of the use of a question as criticism. 

Figure 4. Caveats 
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that the first statement was more likely the case. The patterns re

corded by student teachers followed generally the patte~n suggested by 

Flanders except that there were fewer entries in the pattern cells. 

Further discussion followed on estimating an elapsed three second period 

of time and upon difficulties in determining shifts in II steady state" 

cells. 

Eighth Seminar Period 

During the eighth session a final film was shown. This film 

summarized the preceding film strips and developed the process of 

interaction analysis into an orderly procedure. The last twenty-five 

minutes of the film strip consisted of a recording of a ninth grade 

teacher-pupil planning session in a social studies class followed by a 

discussion of the matrix tabulation and interpretation. This served as 

~ review of all the preceding portions of interaction analysis. Follow

ing the fi~m strip the student teachers engaged in categorizing the 

second episode of the training aid tapee The categorizations were then 

tabulated into a matrix and patterns were compared between students. 

Dnphasis during this session was placed upon interpretation of the goals 

that might have been established, by the teacher and the pupils, prior 

to the planning session. 

Ninth Seminar Period 

The final session was used for post testing both the experiment al 

group and the control group. 
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Summary 

The manner in which the experiment was conducted has been explained 

in this chapter by briefly describing the activity of each seminar 

period. The Minnesota System of Interaction Analysis is briefly dis

cussed to provide the rea4er with a clearer idea of the seminar activi

ties. The following chapter describes the instrumentation used in the 

analysis of the study. 



CHAPTER IV 

PROCEDURES 

Introduction 

This study reports the effects of teaching the Flanders Interaction 

Analysis system as a tool for developing self-evaluation techniques and 

procedures. The self-concept is the dependent variable, with changes 

1 in this variable being measured by the Tennessee Self-Concept Scale. 

The Dogmatism Seale scores are used to test the prediction that changes 

in the self-concept relate to the open or closed mindedness of the in

dividual belief system.2 

Selection of Participants 

Elementary education majors enrolled in the student teaching block 

during the fall semester of 1966-67 at Oklahoma State University were 

used in this study. For purposes of control and to preclude interrup

tion of the regular training program the prospective teachers enrolled 

in the seminar course F.a.ucation 450 sections! and 2 were used as an 

experimental group while prospective teachers enrolled in sections g 

and 4 were used as a control group. Both groups were considered equiva-

lent to the extent that all had completed the requirements for admission 

to the teacher training program and had completed course requirements 

that permitted their enrollment in the student teaching block. 

49 
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All participants had been admitted to the Teacher Education pro-

gram. The average age was 22 years and 2 months with ages ranging from 

20 years to 38 years. All participants in the experimental group were 

education majors and enrolled in the College of Education with the 
. 

exception of two who were enrolled in Home F.conomics. All participants 

in the control group were education majo~s including 3 who were graduate 

students and 2 others who were enrolled in Home F.conomics. All partici-

pants except one were females and to equate the groups on the sex vari-

able the one male participant was eliminated from the analysis. None 

of the participants had any prior teaching experience; all participants, 

regardless of age or classification of enrollment, were pursuing a 

course leading to certification in elementary education. 

Instrumentation 

The Tennessee Self-Concept Scale. The self-concept has become an 

important means for studying and analyzing human behavior. As a result 

of the increasing interest in this variable in studying human behavior 

a wide variety of instruments has been developed to measure this vari

able.3 The Tennessee Self-Concept Scale consists of 100 descriptive 

type statements which portray the picture the individual has of him-

self. The last 10 statements were taken from the L-scale of the 

Minnesota Multiphasic Personality Inventory (1951) and is called the 

self-criticism scale. The 90 descriptive statements were derived f rom 

a large pool of written self descriptions. They were arranged in a t wo 

dimensional 3 x 5 scheme (3 horizontally aligned dimensions and 5 

vertically aligned dimensions). One dimension identifies what the 

person says he is, arranged in horizontal fonn, relative to his 
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physical, moral, personal, family and social self (the five vertically 

aligned dimensions). The other two horizontal dimensions are (1) how 

he accepts self along the vertical dimensions and (2) how he acts (his 

behavior) along the vertical dimensions. The most important single 

score on the Self~Concept Scale is the total positive score. This score 

reflects the over-all level of self esteem. High scores reflect a 

liking for self; feelings of worth and value; indicate confidence in 

self. Low scores portray generally the opposite. The self-criticism 

items are mildly derogatory statements about self that most people admit 

as being true for them. Thus, high scores, except above the 99th 

percentile (above the 99th pe~centile indicates defensiveness), indicate 

a normal, healthy openness and capacity for self criticism.4 The total 

positive score and the self.criticism score of the Self-Concept Scale 

are used in the present study. 

Reliability of the scale was established by the test-retest method 

applied to 60 college students over a two week period. A reliability 

coefficient for the total positive score, which is the prime score of 

the scale, was establis~ed as .92. Fitts reports that in a study, made 

by Congdon in 1958, using psychiatric patients a reliability coeffi

cient of .88 was obtained for the total positive score of the scale.5 

Validity of the Self.Concept Scale is reported by Fitts by several 

separate validation procedures. Initially, the 90 items comprising the 

scale (excluding 10 self-criticism items) were classified into the 3 x 5 

dimension scheme by seven clinical psychologists. The 90 items used in 

the scale represent unanimous agreement by the judges as to the proper 

classification of each item. This is content validity and reflects 
. 6 

that the items are logically meaningful and publicly communicable. 
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A discrimination between-groups procedure was used for validation pur-

poses. Personality theory and research suggest that groups which differ 

on psychological dimensions should also differ in self-concept. Several 

studies of different groups: patients and non-patients, delinquents and 

non-delinquents, indicate that the Self-Concept Scale does differentiate 

between these groups.7 The validity of the Self-Concept Scale was also 

determined by examining the correlation between the scores on this scale 

and other measures for which a correlation should be expected. For 

example, by the nature of the purpose of the two instruments (Tennessee 

Self-Concept Scale - Minnesota Multiphasic Personality Inventory) a 

negative correlation might be expected between the total positive score 

of the Self-Concept Scale and the various scales on the Minnesota 

Multiphasic Personality Inventory. Most of the Self-Concept scores 

correlate with the Minnesota Multiphasic Personality Inventory in this 

8 direction. Fitts supports the validity of the Self-Concept Scale in a 

study he conducted on changes in self-concept through psychotherapy. 

It is logical to expect, from psychotherapy and other positive experi-

ences, an enhancement of self-concept while stress, tension or failure 

would produce a lowering of self esteem. In this study of 54 patients~ 

in therapy (experimental group) and awaiting therapy (control group) 

test-retest scores using the Self-Concept Scale reflected changes in the 

expected direction on 18 of the 22 variables studiedo9 

The Dogmatism Scale. The main purpose of this scale is to measure 

10 
individual differences in open or closed degree of belief systemso 

This scale went through a series of revisions in efforts to refine and 

establish reliability until the final Form E composed of 40 items 

evolved. Reliability was established for this Form from several 
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different populations ranging from a reliability coefficient oi .68 to 

.93. In arriving at these reliabilities a comparison was made of scores 

of the upper and lower quartile of the frequency distribution. The 

analyses show that high and low dogmatic subjects differ consistently 

11 and in a ~tatistically significant manner. 

Validity' of the Dogmatism Scale was determined by what is termed 

12 the "Method of Known Groups" in two separate studies. In the first 

study college professors were asked to nominate graduate students whom 

they considered to be the most and least dogmatic. In a second study 

graduate students in psychology identified high and low dogmatic persons 

among their acquaintances. Those identified as highly dogmatic (closed 

minded) scored higher than those identified as low dogmatic (open 

minded). The differences were very significant, meaning that the dif

ferences could have arisen by chance one time in a hundred (probability 

) 13 = .01 or less • 

Form E was used in the present study. The Dogmatism Scale requires 

the subject to respond to the forty items by indicating a +1 9 +2, +3 or 

-1, -2, -3 according to whether he agrees, respectively, a little, on 

the whole or very much or whether he disagrees, respectively, a little9 

on the whole or very much. F.a.ch score was converted to a positive 

algebraic value by adding a constant (+4) to each score. The scoring 

range then was from 40 to 280. Dogmatism is rated along the continuum 

from a low score (open minded) to a high score (closed minded). 

Statistical Design Used in the Study 

The statistical design used to examine the data relating to the 

prediction that no significant differences exist between the Tennessee 



Self-Concept Scale scores is the analysis of covariance method. 

Garrett states: 

Covariance analysis is especially useful ••• when for various 
reasons it is impossible or quite difficult to equate control 
and experimental groups at the start: a situation which 
often obtains in actual experiments. Through analysis of co
variance one is able to effect adjustments in final or termi
nal scores4which allow for differences in some initial 
variable.l 
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The second null hypothesis was tested by the Mann-Whitney nonpara-

metric U-test. This test was used because of the selection of the first 

and fourth quartiles of the dogmatism score distribution. Use of these 

quartiles makes the distribution skewed (leptokurtic) and is consistent 

with the findings of Rokeach.15 The .05 level of significance was used 

to determine whether the hypotheses should be accepted or rejected. 

Summary 

This chapter describes the selection of participants for the study, 

the instruments used to analyze the data and the statistical design used 

in the analysis of data. 

The major premise of this study is that improvement in teacher 

competence is set in the framework of reference of the teacher's self-

perception. Training the student teacher in the use of interaction 

analysis of spontaneous verbal interaction in the classroom provides a 

tool for the student teacher to critically evaluate his own behavior. 

This will assist in the personal and professional growth of student 

teachers. The two hypotheses to be tested in this study are restated 

here: 

(1) There will be no significant difference in the self~ 

concept of student teachers as measured by the 



Tennessee Self-Concept Scale, after undergoing a 

period of guidance and training in self-evaluation 

techniques using verbal interaction analysis 

procedures. 

(2) There is no significant relation in the open or 

closed mindedness of the individual student teachers 

and their ability to self-criticize as measured by the 

self-criticism score of the Tennessee Self-Concept 

Scale and the Rokeach Dogmatism Scale. 

The following chapter presents the analysis of the data and the 

results of the study. 
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CHAPTER V 

ANALYSIS OF DATA 

Introduction 

This chapter will present the analysis of the data gathered during 

the study. The .05 level of confidence is used for all hypotheses in 

determining the significance of test results. 

Data from the one experimental group and one control group were 

gathered by the investigator in the form of pre-test scores on the 

Tennessee Seif-Concept Scale and the Dogmatism Scale and post-test 

scores on the Self-Concept Scale. The Self-Concept Scale contains a 

self-criticism score tabulated separately from the Self-Concept positive 

scores (P scores). Table I presents a tabulation of test scores. 

Analysis of Covariance for the Two Groups 

on Self-Concept Scores 

The analysis of covariance was employed with the pre- and post-

test Self-Concept Scores to test Hypothesis Number 1. 

Hypothesis 1. There will be no significant difference in the 

self-concept of student teachers as measured by the Tennessee 

Self-Concept Scale, after undergoing a period of guidance and 

training in self-evaluation techniques using verbal interac

tion analysis procedures. 

57 
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TABLE I 

TABULATION OF SCORES USED IN THE STUDY 

Student Self-Concept 
Number Dogmatism Pre-Test Post-Test Self-Criticism 

1 105 382 371 39 
2 106 397 420 42 
3 110 362 368 45 
4 117 383 378 31 
5 118 377 379 38 
6 120 370 368 42 
7 120 373 378 27 
8 121 336 357 34 
9 121 380 407 35 

10 122 381 375 36 
11 123 4o6 415 38 
12 124 418 428 25 
13 125 398 423 34 
14 126 356 348 42 
15 127 364 357 49 
16 129 367 366 27 
17 129 364 374 29 
18 133 308 322 45 
19 134 387 388 35 
20 135 354 391 23 
21 138 353 350 32 
22 138 .-r 370 393 23 
23 139 361 369 33 
24 139 ,.-'·1 , \ 372 363 37 
25 - ~ 369 381 45 
26 141 · 417 423 19 
27 143 367 376 35 
28 144 361 395 38 
29 148 353 352 33 
30 J,48 345 352 38 
31 150 ~---.... 373 388 44 
32 150 353 352 42 
33 154 380 387 38 
34 156 307 289 35 
35 157 357 359 32 
36 158 312 333 43 
37 159 399 394 37 
38 160 332 320 42 
39 166 387 352 25 
4o 166 315 331 37 
41 169 362 405 32 
42 174 323 323 42 
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TABLE I (Continued) 

Student Self-Concept 
Number Dogmatism Pre-Test Post-Test Self-Criticism 

43 175 345 348 25 
44 177 359 350 34 
45 200 353 365 33 

-
N = 45 6334 16,388 16,663 1590 

M = 140.755 M = 3q4.18 M = 370.36 M = 33.11 
I 

J 
. \v1·r-1l'v.,, 

J.--
.~.-\; 

,•' 
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The analysis of covariance statistical design calculates the vari-

ance ratio, referred to as!, between the "Among Means" variance and 

"Within Groups" variance of the two groups. The pre ... test score served 

as the covariable. Table II gives a summary of the data obtained in the 

pre and post-test Self-Concept scores. The sums of squares and the sums 

of crossproducts are reflected in this table. This table demonstrates 

the significance of the difference in the means after equations have 

been calculated and adjustments made in the sums of squares. The F -
ratio of variance value of 4.29 with one and forty-two degrees of 

freedom is significant beyond the .05 level of significance. For a sig-

nificant difference to prevail at the .05 level of confidence there must 

be a differential of 4.07 at the one and forty-two degree freedom 

1 value. When the! ratio is found to be significant by the application 

of analysis of covariance at-test is appropriate to further verify and 

2 evaluate the differences in the group means. The application of the 

t-test is also reflected in Table II. A! value of 2.02 at forty-two 

degrees of freedom indicates that five times out of 100 trials a! 

value of 2.02 or less will result by chance. The t value obtained in 

this study (2.07) indicates that the result is significant beyond the 

.05 level of confidence. Therefore, the null hypothesis is untenable 

and must be rejected. The method of teaching self-evaluation techniques 

by use of the verbal interaction analysis procedures has influenced 

changes in the self concept scores. 

Correlation of Self-Criticism Scores 

With Dogmatism Scores 

The Mann-Whitney U-test was employed in calculating the correlation 



TABLE II 

SUMMARY OF ANALYSIS OF COVARIANCE PRE- AND POST-TEST 
TENNESSEE SELF-CONCEPT SCORES 

Source or 
Variation 

Among Means 

Within Groups 

Total 

F = 999.6~~ 
232.8 

F = 4.29 

df 

1 

Adjusted 
Sum of Squares 

999.677 

9,780.407 

10,780.o84 

t =V-Y
t = V 4.29 

t = 2.07 

Variance 

999.677 

232.866 

1,232.563 

Probability at .05 = 4.07 Probability at .05 = 202 
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F -

4.29 

4.29 
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between the dogmatism scores and the self-criticism scores. The formula 

for this analysis can be found in Seigel (1956). 

Hypothesis 2. There is no significant relation in the open 

or closed mindedness of the student teachers and their 

ability to self-criticize as measured by the self-criticism 

score of the Tennessee Self-Concept Scale and the Rokeach 

Dogmatism Scale. 

By dichotomizing the scores on self-criticism with the first and 

fourth quartile scores of the Dogmatism Scale the normal distribution 

is disrupted. Use of a parametric statistical design is based upon the 

assumption that scores are normally distributed around the mean. 

Therefore, the use of a non-parametric statistic.al design is employed 

to analyze the data relating to Hypothesis Number 2. 

Rokeach indicates that there is a differential effect of dogmatism 

upon the degree that a person's belief-disbelief system is open or 

closed.3 The more dogmatic person is more likely to remain unchanged 

in his views when compared to a person with a lesser degree of dogma-

tism. Open and closed mindedness are identified on the Dogmatism Scale 

by low and high scores, respectively. Therefore, scores in the top and 

bottom quartiles of scores on the Dogmatism Scale were correlated with 

the subjects comparable sc;ore on the self-criticism scale of the Self-

Concept Scale. Self-criticism is defined by Fitts as portraying the 

4 degree of healthy openness and a capacity for self criticism. 

Table III presents the sums used and employed in calculating the 

correlation. The resulting U (46.5) indicates that the data do not 

present evidence sufficient to warrant rejection of the null hypotqesis 

and it is concluded that the hypothesis is tenable. 



TABLE III 

SUMMARY OF SCORES USED IN MANN-WHITNEY 
U-TEST 

s~ of Critical Value 
Source Ranks u of U 

1st Quartile 140.5 
46.5 34 

4th Quartile 112.5 
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Summary 

The hypotheses of the study were subjected to statistical tests. 

Hypothesis 1 was rejected as test results reflect significance at the 

.05 level of confidence and verified by an acceptable! test as signifi

cant at the .05 level of confidence. Hypothesis 2 cannot be rejected as 

the data are insufficient to indicate that there is a correlation be

tween the variables of dogmatism and self-criticism. 

The following chapter contains the conclusions and summary of the 

present study. 



FOOTNOTES 

1J. E. Wert, Charles O. Neidt, J. Stanley Ahmann, Statistical 
Methods!,!! F.d.~cational ~ Psychological Research (New York, 1954), 
P• 421. . 

2 Ibid., P• 183. 

3Rokeach, P• 90. 
4 Fitts, P• 2. 
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CHAPTER VI 

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

Summary 

The principal purpose of this study was to determine whether 

guidance and training in self-evaluation techniques could have useful 

and meaningful purposes in the teacher education program at the Oklahoma 

State University. The Flanders System of Interaction Analysis was used 

as a self-evaluation tool. The system is designed to train the student 

in a method of observing, recording, tabulating and interpreting class

room verbal interaction. ·v Th_e procedure should provide a tool with which 

the teacher may review his own, and the student's verbal behavior in an 

effort to permit personal and professional growth. At the same time the 
V 

procedure should provide for improvem~nt of the learning situation. 

The major premise of the study is that improvement in the teaching-
... -----·-- . ---- . ·· - ···- . ----··-·· 

l~arning process should be set in the frame of reference of the 

t _eacher' s perception of self. The personal! ty characteristic of self-

concept is important in changing the behavior of the teacher . A change ,........____. ____ _ 
in behavior will be reflected in a change in self-concept. The change 

in self-concept would infer a relation between the variables of sel f-

concept and the ability to look at self with an open mind. Two hypoth-

eses were stated and the data gathered during the experiment were used 

in statistical tests to determine the significance of any differences 

found. 
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The experimental and control groups for the study were comprised 

of student teachers at the Oklahoma State University. These students 

were enrolled in the student teaching block during the fall semester of 

the 1966-1967 academic year. All students were pursuing a course of 

instruction leading to teacher certification. 

The analysis of covariance statistical design was used in the 

analysis of the data gathered. ~r~~ult indiQates that a significant 
------- --~------ ........ ,, .. -···-- ,---,·- ....... ,.,, 

difference in means does exist and the null hypothesis is untenable. 

Analysis of the relation between dogmatism and self-criticism was made 

J)y_us, _of . the Mann-Whitney U-test. The resulting U value did not pro

vide sufficient evidence to indicate that there was a significant rela-

tion between these v.ariables. The null hypothesis cannot be rejected 

upon the basis of the ap.alysis of the scores on self-criticism and 

dogmatism. 

Conclusions and Recommendations 

Student teachers in this study did not have the opportunity to 

observe, record, tabulate and interpret an actual classroom situation 

of verbal interaction. Their experiences during the study consisted of 

recording, tabulating and interpreting taped classroom sessions. 

Studies conducted by Amidon (1965) and Kirk (1964) report that 8 to 12 

hours of instruction, while not producing experts, are sufficient for 

developing an understanding and an ability in using the procedure. The 

implication of the study is that student teachers at the Oklahoma State 

University can benefit from a method of guidance and instruction in 

self-evaluation techniques using the verbal interaction analysis proce-

dure. This finding could possibly be reinforced and strengthened by 
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utilization of actual classroom experiences. Even though a significant 

difference was obtained in this study the lack of the actual classroom 

experience may have limited the results. 

An additional limitation that could conceivably affect the results 

of this study is the unavoidably small sample size. The reader should 

be aware of the sample size in the review and analysis of the study. 

Skill in techniques of self-evaluation is a major factor in con

tinued teaching success and professionalgrowth. Choosing methods to be 

employed in developing this skill is a matter of concern to all person

nel in the teaching profession. A review of the analysis of data in the 

preceding chapter and the summary portion of this chapter reveals a 

statistically significant finding in the difference of means of the 

Tennessee Self-Concept Scale pre and post-test scores. Although the 

difference between dogmatism scores and self-criticism scores was not 

significant, a larger N might produce a more definite relation between 

these variables. 

Based upon the analysis of the data and the review above, the fol

lowing recommendations are made. 

l. That the use of interaction analysis procedures as a tool 

for developing self-evaluation techniques be incorporated 

in the program of teacher education at the Oklahoma State 

University. 

2. That further study be conducted which would cover the 

entire period of the student teaching semester. This 

study could involve a larger group of student teachers, 

either elementary or secondary. Introducing interaction 



analysis procedures to the cooperating teachers (which 

might be necessary in a prolonged study) might produce 

fruitful results. 
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September 20, 1966 

September 22, 1966 

September 27, 1966 

October 4, 1966 

October 11, 1966 

October 18, 1966 

October 25, 1966 

November 1, 1966 

November 8, 1966 

November 15, 1966 

FALL (1966-67) SD1INAR SCHEDULE 

EDUCATION 450 

Pre-Test Experimental Group 

Pre-Test Control Group 

Film - "You, Yourself- Incorporated"• 

Film St~ip and Discussion on Interaction 
Analysis. 

Discussion - Indirect and Direct Teacher 
Influence and Dependent-Independent 
Proneness. 

Film St~ip on Categorization of Verbal 
Statements. 

Film Strip on Matrix Tab~lation and Third 
Episode of Classroom Session Categorized. 

Discussion of Matrices Interpretation and 
First Episode of Classroom Session 
Categorized. 

Film Summarizing Interaction Analysis 
Procedures and Categorization of Taped 
Classroom Sessions, 

Post-Test - Both Groups. 

75 

• 



APPEtiDIX B 

76 



TENNF.sSEE SELF CONCEPT 
SCALE 

77 

Mark each answer on the score sheet in the block corresponding to the 
question numbers on the page. Responses are to be marked on the 1-5 
scale below. 

Responses-
Comple~ely 

false 

1 

Mostly 
false 

2 

1. I have a healthy body 

3. I am an attractive person 

Partly false 
and 

partly true 

3 

. . . . 

Mostly 
true 

4 

. . 
5. I consider myself a sloppy person. . . . . 

19. 

21. 

23. 

37. 

I am a decent sort of person 

I am an honest person •. • • 

I am a bad person •• • • 

I am a cheerful person . . . 

. . . . . . . . . 
. . . . 

. . . . 
. . . . . . . . . . 

Completely 
true 

5 

1 

• . • . • 3 

. . . 5 

. . ••• 19 

• •••• 21 

• • 23 

• • 37 

39. I am a calm and easy going person. • • . . . . • • 39 

. 41 41. I am a nobody. . . . . . . . . . 
55. I have a family that would always help me in any kind 

of trouble . . . . . . . . . . . . . 
57. I am a member of a happy family. . . . . . 
59. My fr:!,ends have no confidence in me . . . • . . . . 
73. I am a friendly person • . . 
75. I am popular with men. . 
77. I am not interested in what other people do 

91. I do not always tell the truth • . • . . . . 
93. I get angry sometimes. . . . . . 
2. I like to look nice and neat all the time. . . 
4. I am full of aches and pains . . . • . 
6. I am a sick person . . . . . . . . . . . . 

. • 

. . 

• 

. . 

•• 55 

• 57 

• 0 59 

. • 73 

. • 75 

• 77 

• • 91 

• . 93 

2 

. • 4 

. • 6 
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20. I am a religious person • • . . . . . . . . • . . . . . • • 20 

22. I am a moral failure • • . . . . . . • . . 22 

24. I am a morally weak person . . 24 

38. I have a lot of self-control • . . • . . . . • 38 

40. I am a hateful person • • . • . . • . . . 40 

42. I am losing my mind • • . • • • . • . . . . • 42 

56. I am an important person to my friends and family. • • . • . . 56 

58. I am not loved by my family. • • • • • . • • . . . . . • • . • 58 

60. I feel that my family doesn't trust me • • • . . . • • • 60 

74. I am popular with women. • • . • . • .. . • . • • • • • 74 

76. I am mad at the whole world . • . . • . . • . . • . . • . . . . 76 

78. I am hard to be friendly with . • . . . • . . • 78 

92. Once in a ~hile I think of things too bad to talk about • . 92 

94. Sometimes, when I am not feeli!l.g well, I am cross • . • . • . • 94 

7. I am neither too fat nor too thin. • • . . . . • . . . . . . • 7 

9. I like my looks just the way they are • • . . . . 9 

11. I would like to change some parts of my body • . . . 11 

25. I am satisfied with my moral behavior • • • • . . . . 25 

27. I am sati~fied with my relationship to God • . . . . . . • 27 

29. I ought to go to church more • • . . . . . . . . . . . • 29 

43. I am satisfied to be just what I am • . • . . . • . . . • . 43 

45. I am just as nice as I should be . . . . 45 

47. I despise myself • • . . . • . . . . . • . . • . . 47 

61. I am satisfied with my family relationships • . . . . 61 

63. I understand my family as well as I should • • . . • . • 63 

65. I should trust my family more • • . • . . . • 65 

79. I am as sociable as I want to be . • . . . . . . . . . . • 79 



81. I try to please others, but I don't overdo it •••• , 

79 

•• 81 

83. I am no good at all from a social standpoint . . . • • • 83 

95. I do not like everyone I know • • . • • • • • . . • • . . • 95 

97. Once in a while, .I laugh at a dirty joke • . • • . . • 97 

8. I am neithez, too tall nor too short . • . . . . . • . • 8 

10. I don't feel as well as I should • . . • • • . . . . • • • 10 

12. I should have more sex appeal • . • • . . . . . • . . • 12 

26. I am as religious as I want to be . • . . . . . . . • . . • 26 

28. I wish I could be more trustworthy ... • • • . • . • 28 

30. I shouldn't tell so many lies . • • . . • . • • • . . . . 30 

44. I am as smart as I want to be • • • • . . • . • . . . • • • 44 

46. I am not the person I would like to be • . . • . . . . • 46 

48. I wish I didn't give up as easily as I do • . . • . . . . • . • 48 

62. I treat my parents as well as I should (Use past tense 

if parents are not living). . • • • . . . . • . • . • . . • 62 

64. I am too sensitive to things my family say . . . . . . . . 64 

66. I should love my family more ••••••• • • • • • • • • 66 

Bo. 

82. 

84. 

96. 

98. 

13. 

15. 

17. 

I am satisfied with the way I treat other people . . . . . . . 
I should be more polite to others. . . . . . . . . . 
I ought to get along better with other people . . . . 
I gossip a little at times . . . . . . . . . . . 
At times I feel like swearing. . . . . . . . . . . . . 
I take good care of myself physically . . . . . . . . . . . • • 

I try to be careful about my appearance •• . . . 
I often act like I am "all thumbs" • • • . . . • • . . 

Bo 

82 

84 

96 

98 

13 

15 

17 

31. I am true to my religion in my everyday life ••••••••• 31 

33• I try to change when I know I'm doing things that are wrong •• 33 



35. I sometimes do very bad things ••••••••• 

I can always take care of myself in any situation ••• 

I take the blame for things without getting mad •• 

I do things without thinking about them first • 

I try to play fair with my friends and family •••••• 

I take a real interest in my family ••••• . . . . . . 
71. I give in to my parents (Use past tense if parents 

80 

• 35 

•• 49 

• 51 

• • 53 

••• 67 

• 69 

are not 11 ving) • • • • • • • • • • • • • • • • • • • 71 

85. 

87. 

89. 

99. 

14. 

16. 

18. 

32. 

34. 

36. 

I try to understand the other fellow's point of view 

I get along well with other people ••••• 

• • ••• 85 

•• 87 

I do not forgive others easily . . . . . . . . . . . . . • • • 89 

I would rather win than lose in a game . . . . . • •••• 99 

I feel good most of the time ••••••• . . • 14 

I do poorly in sports and games . . . . . ~ . • • 16 

I am a poor sleeper. • • • • • • • • •• 

I do what is right most of the time ••• 

I sometimes use unfair means to get ahead •••••• 

I have trouble doing the things that are right ••• 

. . ••• 18 

• 32 

• •• 34 

. . 
50. I solve my problems quite easily • , •• , ••• • • • 50 

. . . . . . . • 52 52. I change my mind a lot ••••• 

54. I try to run away from my problems . . . . . .••• 54 

68. 

70. 

72. 

86. 

88. 

90. 

I do my share of work at home . . . . . . 
I quarrel with my family . . . . . . . . . 
I do not act like my family thinks I should ••• 

I see good points in all the people I meet •••• 

I do not feel at ease with other people ••• 

I find it hard to talk with strangers •• 

. . . . . 
. . . 

.• 68 

•••• 70 

• • 72 

• 86 

• • 88 

• •• 90 



100. Once in a while I put off until tomorrow what I 

ought to do today ••••••••••••••• . . . . , . 
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ROKEACH OOGMATISM SCALE 

The following statements represent what the general public thinks and feels about a number of important 
social and personal questions. The best answer to each statement is your personal opinion. There are many 
different and opposing points of view; you may find yourself agreeing strongly with some of the statements, 
disagreeing just as strongly with others, and perhaps uncertain about others; whether you agree or disagree 
with any statement, you can be sure that many people feel the same as you do. 

Mark each statement in the left margin according to how much you agree or disagree with it. Please 
mark every one. Write +l, +2, +3, or -1, -2, -3, depending how you feel in each case. 

~ 

~ 

-
-

+l I agree a little 
+2 I agree on the whole. 
+3 I agree very much 

-1 I disagree a little. 
-2 I disagree on the whole. 
-3 I disagree very much. 

1.• The United States and Russia have just about nothing in common. 

2.• Once I get wound up in a heated discussion, I just can't stop. 

3. Most people are failures and it is the system which is responsible for this. 

4~ In times like these, a person must be pretty selfish if he considers primarily his own happiness. 

_ 5. It is by returning to our glorious and forgotten past that real social progress can be achieved. 

6.• The highest form of government is a democracy, and the highest form of democracy is a government 
run by those who are most intelligent. 

7.• Fundamentally, the world we live in is a pretty lonesome place. 

8.• There is so much to be done and so little time to do it in. 

9. While the use of force is wrong by and large, it is sometimes the only way possible to advance 
a noble ideal. 

~~- 10.• In a discussion I often find it necessary to repeat myself several times to make sure I am being 
understoodo & 



11.• A man who does not believe in some great cause has not really lived. 

12. If I had to choose between happiness and greatness, I'd choose greatness. 

13. It is only natural for a person to have a guilty conscious. 

14. There is nothing new under the sun. 

15.• In this complicated world of ours, the only way _we can know what's going on is to rely on 
leaders and experts who can be trusted. 

16. Young people should not have too easy access to books which are likely to confuse them. 

17. Communism and Catholicism have nothing in common. 

18.• Most people just don't give a "damn" for others. 

19.• It is only when a person devotes himself to an ideal or cause that life becomes meaningful. 

20.• It is better to be a dead hero than a live coward. 

21.• In the long run, the best way to live is to pick friends and associates whose tastes and beliefs 
are the same as one's own. 

22.• The worst crime a person could commit is to attack publicly the people who believe in the same 
thing he does. 

23.• I'd like it if I could find someone who could tell me how to solve my personal problems. 

24.• In the history of mankind, there have probably been just a handful of really great thinkers. 

25. My hardest battles are with myself. 

26.• When it comes to differences of opinion in religion, we must be careful not to compromise with 
those who believe differently from the way we do. 

00 
~ 



27.• A person who thinks primarily of his own happiness is beneath contempt. 

28.• The present is all too often full of unhappiness. It is only the future that counts. 

29.• Even though freedom of speech for all groups is a worthwhile goal, it is unfortunately necessary 
to restrict the freedom of certain political groups. 

30.• My blood boils whenever a person stubbornly refuses to admit that he is wrong. 

31.• If a man is to accomplish his mission in life, it is sometimes necessary to g~b1e "all or 
nothing at all." 

32. In a heated discussion people have a way of bringing up irrelevant issues rather than sticking 
~ to the main issue. 

33.• Man on his own is a helpless and miserable creature. 

34.• The main thing in life is for a person to want to do something important. 

35. There is no use in wasting your money on newspapers which you know in advance are just plain 
propaganda. 

36.• Most people just don't know what's good for them. 

37. There are certain "isms" which are really the same even though those who believe in these "isms" ' 
try to tell you they are different. 

38. • It is only natural for a person to be rather fearful of the future. 

39.• In a heated discussion, I generally become so absorbed in what I am going to say that I forget 
to listen to what others are saying. 

40.• Of all the different philosophies which exist in this world, there is probably only one which 
is correct. 

41. At times I think that I'm no good at all. CX> 
\JI 



42. I'm sure I'm being talked about. 

43.• There are a number ~f people I have come to hate because of the things they stand for. 

44.* Unfortunately, a good many people with whom I have discussed important social and moral problems 
don't really understand what's going on. 

45. It is sometimes necessary to resort to force to advance an ideal one strongly believes 1n. 

46.* A person; who gets enthusiastic about too many causes is likely to be a pretty "wishy-washy" sort 
of person. 

47.• It is often desirable to reserve judgment about what's going on until one has had a chance to 
hear the opinions of those one respects. 

48.* To compromise with our political opponents is dangerous because it usually leads to the betrayal 
of our own side. 

49. It's all too true that people just won't practice what they preach. 

50.• If given the chance, I'd do something of great benefit to the world. 

51.• In times like these it is often necessary to be more on guard against ideas put out by people 
or groups in one's own camp than those in the opposing camps. 

52. I have often felt that strangers were looking at me critically. 

53.• There are two kinds of people in this world: 
are against the truth~ 

(1) those who are for the truth, or (2) those who 

54.* A group which tolerates too much differences of opinion among its own members cannot exist for 
long. 

55. 

56. 

I sometimes have a tendency to be too critical of the ideas of others. 

To compromise with our political opponents is to be guilty of appeasement. CX> 

°' 



57.• While I don't like to admit this even to myself, my secret ambition is to become a great man, 
like Einstein, or Beethoven, or Shakespeare. 

58.• Most of the ideas which get printed nowadays aren't worth the paper they are printed on. 

59. Even though I have a lot of faith in the intelligence and wisdom of the common man I must say 
that the masses behave stupidly at times. 

60.• It is only natural that a person would have a much better acquaintance with ideas he believes 
in than with ideas he opposes. 

•Denotes the original 40 statements of the Rokeach Dogmatism Scale. 

CX> 
-,,J 



APPENDIX D 



WITHAL'S SEVEN CATEnORIES 

(1) Learner supportive statements that have the intent of 

reassuring or commending the pupil. 

(2) Acceptance and clarifying statements having an intent 

to convey to the pupil the feeling that he was under

stood and help him eluei~ate his ideas and feelings. 

(3) Problem structuring statements or questions which 

proff~r information or raise questions about the prob

lem in an objective manner with intent to facilitate 

learner's problem solving. 

(4) N~utral statements which comprise polite formalities, 

administrative comments, verbatim repetition of some

thing that has already been said. No intent 

inferra,ble. 

(5) Directive or hortative statements with intent to have 

pupil follow a recommended CQurse of action. 

(6) Reproving or deprecating remarks intended to defer 

pupil from continued indulgence in present "unacceptable" 

behavior. 

(7) Teacher self supporting remarks intended to sustain or 

justify teacher's position or course of action. 
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THIRD EPISODE 

(Two other classroom episodes were used in this study. They are 
similar to the third episode except for the fact that the third episode 
was conducted in a sound proof classroom for recording purposes, thus 
eliminating extraneous classroom noise.) 

The third episode is a first grade arithmetic class that will be 
concerned with what a number is and what it means. 

T -- Well, this morning we're going to do some arithmetic. (1) Who can 
tell me something about arithmetic? (2) What do I mean when I 88.'1 
arithmetic? Do you know? (3) Anybody? What (4) do I mean when 
I say numbers? (5) (6) What are numbers? (?) Do you know? 
Any (8) number? 

S -- Yes. (many answers) 

T -- All right, what (9) tell me one James. 

S -- Ten 

T -- Ten's a (10) .number. Robert? 

S -- Twenty. 

T -- Gail? (11) 

S -- 100 

T -- Yes. Karen do you know a number? (12) 

S -- Nine. 

T -- Yes. Terry? 

S -- 101 (13) 

T -- Well what, how many (14) are ten? (15) Anybody know? 

S -- Ten. 

T -- Ten what? (16) 

S -- Things 

T -- Ten things. All (17) right, how many are eight? 

s -- Eight ~18) things. 

T -- Eight things. How many are two? (19) 

S -- Two things. 
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T -- Well that's what we're going to do today. We're (20) going to 
talk about just one number. (21) And we're going to tell how 
many things are in that number. (22) Take a look at our reading 
group and see if (23) you can tell me how many are in our (24) 
reading group. (25) 

S -- (whispering) One, two, three, four, five, six, seven, eight. 
Eight! (26) 

T -- Let's count and be sUJ"e. One, two, (27) three, four, five, six, 
(28) seven, eight! All right, I only (29) have circles, I don't 
have children (30) to put up on the flannel board, but (31) let's 
pretend that these circles are the children (32) in our reading 
groups. So let's count eight of them out. (33) (in unison with 
the children) One, (34) two, three, (35) four, five (36) six, 
(37) seven, (38) eight. All right, (39). 

S -- Can't we have nine? (40) 

T -- Now if Mrs. Kelina wanted to make (41) two separate reading 
groups. (42) This is all one reading group, if I wanted (43) to 
make two separate ones, one (44) here and one here, how could we 
do (45) that? 

S -- Four each. (46) 

S -- Take it oµt of there and have four. (47) 

T -- Take it out of where? 

S -- In our, (48) um, class. 

T -- Take it 

S -- You take foU+ out of (49) there and have two groups and you have 
another left. (50) · 

T --. All right, you want me to take and put four in each (51) group. 
Is that what you want me to do? All right, let's try (52) that 
and see if that works? (53) How many do I have there? 

S (In unison) four. (54)(55) 

T How many do I have here? 

S (In unison) four. (56) 

T -- How many did we put (57) in each group now Robert? 

When different speakers can be clearly recognized and the classifi
cation is simple, tallies are sometimes made at faster rates than one 
every 3 seconds for short periods of time. 
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S -- Four. (58) 

T -- Four. All right, I got mixed up on the Roberts, didn't I? (59)• 
All right, four is how (60) much of our reading group? 

S -- Eight. (61) 

s -- Half. 

T -- It's half, isn't it James? (62) We just took our group and cut it 
right in half, didn't we? (63) And we put four on one side and 
four on the other (64) side. Well today we're just going to work 
with the one (65) number four. With just the one (66) number. 
Did it make any difference (67) how Mrs. Kelina put the circles up 
there? 

S -- (in unison) No. (68) 

T -- No. She had some on top and some (69) on the bottom. But they 
all made how many together? (70) 

S -- Four. 

T -- Four • . All right, I've .got some pencils (71) here, (72) and I 
wonder .if Eileen if (73) you can take up four pencils for me. 
(74) (75) All right, let's see if she took up four. Let's (76) 
count them. 

S -- One, two, (77) three, four. 

T -- Were there (78) four? 

S -- Yes 

T -- Yes there were. All right, (79) I've got some apples here (80) 
James. Can you see if you can take out four apples for (81) me. 
(82) Let's count and see? 

S -- One, (83) two, (84) three, four. 

T -- Did he take out (85) four, Karen? 

S -- Yes. 

T -- He certainly did. He knows his (86) nmnber four, doesn't he? Now 
we're going to try something (87) with the circles. And let's 
see if I can get you (88) just a little bit mixed up. Let's leave 
all of the circles (89) pink this morning and then we can try 
(90) something with them. All right, (91) how many do I have now? 

•(59) The seven is used for self justification. 



S -- Three. 

T -- How (92) many do I have now? 

S -- Four. 

T -- How many do I (93) have now? 

S -- Four. (94) 

T -- This time? 

S -- Four, four, (95) four. (96) 

T -- Did it make any difference where I (97) put the circles? 

S -- No. 

T We still had (98) how many. Robert Walker? 

S -- Four. 

T -- Four. (99) This time I'm going to try to catch you. (100) Are 
you ready? 

S -- Yes. 

T -- All set? All (lOl) right, how many arms do you have Robert (102) 
Walker? 

S -- Two. 

T -- Two (103) arms. How many boys are you? 

S -- One (104) 
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T -- One boy has two arms. All :right (105) how many arms will two boys 
(106) have Robert? 

S -- Four. 

T -- Good fo.r you. (107) How many legs do you have Gail? (108) 

S - ... Two. 

T -- How many will, legs will two (109) girls have? 

S -- Four 

T -- Kathy, how many legs (110) does a chair have? 

S -- Four. (111) 



T -- How do you know? (112) How do you know that a chair has four? 
(113) 

S -- So, so it could stand. (114) 

T It has to have the legs where? (115) 

S Underneath. 

T -- Yes, where else? (116) 

S -- I know 

T -- Robert? (117) 

S -- On each side. 
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T -- On each side doesn't it? (118) And there's another name for that 
side, it's not (119) a side but it's what? Where is it that (120) 
the legs are? 

S -- In the back. (121) 

T -- Well, I'm thinking of another word that starts like come. (122) 
(123) 

S -- Corner. 

T -- Corner, they're on the corner. How many (124) corners does a 
chair have? 

S -- Four. (125) 

T -- Four corners, and that's where the legs have to be. (126) All 
right, how many noses (127) do you have? Terry? (128) 

S -- One. 

T -- One nose. How (J,29) many noses, or how many children's noses 
would you (130) have to have to make four? 

S -- Four children. (131) 

T -- Four children. All right, how (132) many are in your family 
Robert Walker, ah, Rocky? (133) 

S -- Nine 

T -- Nine in your family. Is that (134) more or less than four? 

S -- More. (135) 

T -- It's more than four. Do you know how many more than (136) four? 
(137) 



S -- Five. 

T -- Good (138) for you. Five more than four. How (139) many are in 
your family Eileen? 

S -- Four, (140) and two downstairs. 

T -- And how many would that (141) make all together? 

S -- Six. (142) 

T -- Is that more or less than four? 

S -- More. (143) 

T -- More than four. James, how many do you ••• 

S -- I can't count (144) all in my family. 

T -- You can't. Well, let's start right now. (145) 

S -- (child counting slowly up to twelve) (146)(14?)(148) Twelve. 

T -,- Good, (149) twelve. Is that more or less than four? 

S -- More, (150) I know. 

T -- More than four. (151) How many more? 

S -- Eight. (152) 

T -- Eight more than four. Isn't that something. (153) That's a 
pretty big family. Karen how many (154) do you have in your 
family? 

S -- Four. 
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T -- You have (155) four. Is that more or less than four or (156) the 
same? 

s -- The same. 

T -- It's the same, isn't it? (157) Terry did I ask you how many you 
have in your fa.inily? (158) How many do you have? (159)(160) 

S -- Eight. 

T -- Eight. Is (161) that more or less than four? 

S -- More. 

T -- And how (162) many more? (163)(164)(165) How many children did 
(166) we have in our reading group? Do you remember? 
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S -- Eight. (167) 

T -- And what did we do with that reading group? We (168) split it in 
• • 

s -- Half. 

T -- And how many did we put (169) on each side? 

S -- Four. 

T -- How many (170) more than four then do you have? We've got (171) 
your family here with four and how many more? (172) You had eight 
di~'t you? We've got (173) half of them here, how many more? 
(174)(175) Who can help her? (176) Robert? 

S -- Four. 

T -- Four more. (177) All right, Kathy did I ask you how (178) many 
you have in your family? 

S -- No. 

T -- How many do you have? (179) 

S -- Six. 

T -- Is that more or less than four? (180) 

S -- No, (181) no. 

T -- More or (182) less than four, do you know? Let's (183) count, how 
many do we see up here? · 

S -- One, two, •• (184) 

T -- And you (185) BB4d you had how many? 

S -- Six. 

T -- Six, (186) l;ll.l right, let's go Oil, and see if we can get six, how 
many (187) do we have up here now? 

S -- Four (188) 

T -- What will this make? (189) 

S -- Five. 

T -- Five. 

S -- Six. 



T -- All right, (190) is that more or less than four? (191)(192)(193) 

S -- No. 

T -- Well, let's take (194) this in another way. (195) How many did 
you say we had here Kathy? (196) 

S -- Four. 

T -- Four, all right, that's (197) the number that we're looking for, 
isn't it? If~ (198) took one away how many would we have? 

S -- Three. (199) 

T - That would mean we had less than four because (200) I took one 
away. All right, (201) how many do I have now? 

$ -- Four. 

T -- But (202) I'm putting on some more to make six. (203) Is that 
more than (204) four? (205)(206)(207) Did we take any away 
Kathy? (208) This time, did we take any away? (209) No we 
didn't. (210) We put some more on didn't we. (211) So that 
makes what? 

S Six. (212) 

T -- It makes more than four, because we put (213) some more on. If we 
take them (214) away that means we have less (215) than four, but 
if we put (216) more on that means we (217) have more than four. 
Let's try it (218) again Kathy. How many do we have now? (219) 

S Four. 

T All right, how many now? (220) 

S -- Two. 

T -- Is that more or less (221) than four? (222) 

S -- Less. 

T -- All right, because what did we do? 

S -- We took some away. 

T -- We took some away. (223) How many do we have now? 

S - ... Four. 

T -- All right. (224) We're going to, what did we do this (225) time? 

S -- Put some more on. 
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T -- Do we have more (226) or less than four? (227) 

S -- More. 

T -- We have more because what did (228) we do? 

S -- We put them on. 

T -- All right, how many (229) do we have here now? 

S -- Six. 

T -- Is that more (230) or less than four? (231)(232)(233) If you 
have four pencils (234) over here (235)(236) and six pencils (237) 
over here, which one's (238) more, four or six? 

S -- Six. (239) 

T -- Six is that more than four? (240) All right, do you have more or 
less than four (241) here? 

S -- More. (242) 

T -- More, we had to put them on didn't we? (243) Good for you Kathy. 
All right (244) is there anybody I missed? Didn't I get your 
family (245) Robert? Oh, how many do you have? 

S -- Six. (246) 

T -- You have six too. Is that more or less (247) than four? 

S -- More. 

T -- That's more. (248) All right, now I've got something e.lse. 
Listen carefully. (249) Is four cents (250) more or less than a 
nickel? (251) 

S -- I don't know. 

S -- I don't know. (252) 

T -- Eileen? 

S -- Less. (253) 

T -- How much less? 

S -- One penny. (254) 

T -- One penny. All right, does (255) school close before or after 
(256) four o'clock? (257) Gail? 

S -- Before. (258) 
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T -- Before four o'clock. All right, what time is your (259) favorite 
T.V. show? (260) Who can tell me? C~ you think? (261) 
Eileen? 

S -- Twelve O'clock, (262) Noon. 

T -- Twleve O'clock, Noon. Is that before (263) or after four o'clock? 
(264) 

S -- After 

T -- Twelve (265) O'clock noon. Well, ha, ha, ha, we can (266) kind of 
take that two ways if we're talking about four (267) o'clock in 
the morning or fo~ o'clock in the afternoon. (268) I'm talking 
about four o'clock in the afternoon now. (269) Would twelve noon 
(270) be before or after four (271) o'clock in the afternoon? 
(272) 

T -- Figure that one out. (2'73)(274)(275) Twelve Noon comes when? 
(276) 

S -- At noon. 

T -- At noon. When you have what? (277) 

S -- Lunch. 

T -- Lunch. All right (278) now I'm talking about four o'clock in the 
afternoon. (279) When did you say school closed? Before (280) 
or after four o'clock? 

S -- Before. 

T -- Before. (281) All right, when is twelve o'clock noon. (282) Is 
that before or after four o'clock? 

S -- Before. (283) 

T -- Before. Good for you. (284) 

THAT'S THE END OF THE THIRD EPISODE. 
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