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CHAPTER I 

NATURE OF THE PROBLEM 

Introduction 

Several attempts have been made in the past by educators to 

formulate educational objectives. These are usually stat,ed in broad, 

general objectives, but intensive enough to cover the vital areas of 

students' needs. The difficulties in the implementation of these 

objectives are great, however, if not impossible to effect in the 

public school. (9) Of those objectives which appear to be most 

difficult for schools to deal with are those within or related to the 

affective area of learning. The learning process in public education, 

according to previously stated objectives is not only concerned with 

cognitive and physical development, but affective development also. 

Usually recognized by educators as meritorious efforts in the 

development of specific educational objectives, are the productions 

of Bloom (3) in the cogq.itive domain and Krathwohl, Bloom, and Masia 

(42) in the affective domain. These taxonomies are arranged in an 

ascending fashion, requiring a greater amount of student activity 

at each successive level. It seems that many classrooms are devoid 

or lacking in activity, both in the cognitive and affective domains 

at the higher levels. The writer is concerned with this apparent 

lack of opportunities available for students in public education 

to develop in these nigher abilities. Those specific personal 

l 
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abilities delineated by the above authors and deserving special empha

sis are Evaluation (involving a value judgment) in the Cognitive Domain 

and almost all of the affective objectives. Those in the Affective 

Domain, appearing to be most neglected or mishandled in many classrooms 

are: (1) Valuing, concerning the worth or value a student attaches to 

a particular object, phenomenon, or behavior, (2) Organization, con

cerning the bringing together of different values, resolving conflicts 

between them and beginning the building of an internally consistent 

value system, and (3) Characterization by a Value or Value Complex, 

which implies that the student has a value system which has controlled 

his behavior for a sufficiently long time which results in the develop

ment of a characteristic life style. 

The unattained higher levels in the Cognitive Domain may be 

unreached, not only because of a lack in cognitive experiences, but 

possibly from an underdevelopment in the Affective Domain as well. 

Objectives in the Affective Domain are concerned with the developing 

of attitudes, values, and beliefs about ones environment. The 

acquisition of certain attitudes, values, and beliefs, per se may 

be necessary to our society's existence, however, the process in which 

they are acquired also merits our earnest consideration. That is, are 

they transmitted from one person to another, neatly packaged, and ready 

for consumption, or is the student allowed the privilege of being 

confronted with dilennnas, complex issues, and impasses with his own 

abilities and resources at hand to creatively resolve? It seems that 

an insufficient amount of emphasis has been placed here and that an 

active program involving affective objectives in the learning process 

would be educationally desirable. 



This prominence of affective factors in learning is emphasized 

by Rogers who states that: 

Learning will be facilitated, it would seem if the teacher 
is congruent. This involves the teacher's being the person 
that he is, and being openly aware of the attitudes he holds. 
It means that he feels acceptant toward his own real feelings. 
Thus he becomes a real person in the relationship with his 
students. He can be enth{Jsiastic about subjects he likes, 
and bored by topics he doas not like"· He can be angry, but 
he can also be sympathetic. Because he accepts his feelings 
as~ feelings, he has no need to impose them on his stu
dents, or to insist that they feel the same way. He is a 
person, not a faceless embodiment of a curricular require
ment, or a sterile pipe through which knowledge is passed 
from one generation to the next. 

Learning, rather 11significant learning, 11 is more than an 
accumulation of facts. This type of learning emphasizes 
pervasiveness and makes a difference in the individual's 
behavior, future course of action, attitudes, and 
personality, It is not just an accretion of knowledge, 
but interpenetrates with every portion of his existence. (49) 

Kelly (41) also points out the importance of affective learning. 

3 

What a person knows is not as important as how a person feels~ How one 

feels controls behavior, while what one knows does not. Ones knowledge 

is used in behavior, but the way it is used depends upon positive or 

negative feelings. A saint and a demon may possess similar knowledge. 

He notes further that subject matter and feelings are inseparable. 

Everyone who learns something has some feeling about it. Therefore, we 

should reconsider our ideas and attitudes toward the subject matter 

itself. Too often educators have used the rigorous subject matter 

approach and have closed personalities when they should have been open-

ing them. Students have been subjected to fear tactics (which were 

intended to motivate) instead of being attracted to the material. Cur~ 

riculum materials are chosen too often, not as tools, but as ends in 

the educational process. Coercion is used frequently by teachers to 

effect adult aims and goals in learning. The resulting effects of 
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coercion are negative affects preceding open hostility and rejection on 

the part of both learner and teacher. (41) 

If affective properties are so important in the educational proc

ess, why are they apparently lacking in many classrooms? The writer 

has conjectured that it may have something to do with the role and 

function of the teacher which possibly encompasses more than techniques, 

sizes of classrooms, and materials. Could it be that teachers who 

acquire their attitudes, values, and beliefs mainly from sources of 

"authority" will in turn expect their students to do the same? If this 

is .the case, which receives support from others, the teacher may expect 

her students to adhere to her expressed values, attitudes, or beliefs 

without allowing the student an opportunity to investigate independ

ently_ Some students don't learn well using this approach (which points 

out the difference in students), but make considerable progress when 

they are freed to do their own thinking. (27, 53) 

Pre-service prospective teachers' preparation frequently does not 

direct enough attention toward affective development. This lack of 

attention is observed in many universities which have teacher education 

programs. Oftentimes they are slow in responding to suggestions for 

changes to be made, with some resentment toward those suggesting these 

changes. This is in direct contrast to observations of eagerness and 

openness to change in the public school, which is very apparent in the 

elementary schools. (28) 

During the school year, and many times in the sunnner months, 

teachers involve themselves in various conferences, seminars, courses, 

and workshops. These usually, however, do not provide experiences for 

teachers directed toward affective growth. Consequently, there is a 



need for more in-service assistance with emphasis on affective growth, 

as teachers interact with students during the course of the school 

year. 

School service personnel (specialists in various fields) are 

engaged frequently with students in small groups or individually, 

which have been referred to them. Following the initial contact, 

teacher conferences relative to the referred students are conducted 

often with plans and strategies aimed toward changing the student's 

behavior. During these meetings, many specialists may perceive the 

need for a major change in attitude on the teacher's part if improved 

student behavior is to occur, but feel helpless in dealing with this 

sensitive area. 

5 

If there exists a great lack in affective development among 

teachers, it seems that this lack may influence the affective growth 

of their students. It's not an unusual occurrence to find students 

striving to fulfill the stated requirements of a course in order to 

earn the desired grade or mark, while they are thoroughly disinterested 

with the busy work and see little good which may be derived from it. 

Students in many classrooms have become compliant to a classroom atmos

phere which has little to offer in creativity or affective development. 

Could it actually be that a lack in affective development in teachers 

will influence students in this way? Supporting the affirmative 

position of the question is O. J. Harvey whose research has taken him 

from the laboratory into the classroom. to examine the atmospheres which 

enhance and retard several desired skills such as: attitudes in 

teachers and students that foster openness, sensitivity to change, the 

ability to withstand stress, and to behave adaptively and creatively. 
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The research has focused mainly on how an individual's belief system 

affects these skills, how such come ta be formed, and ways in which 

they can be changed in the direction of ~reater openness, stress toler

ance, and creativity. ijis conclusions are that teachers' beliefs 

(deeply held attitudes and values) affect bath the way they behave in 

the classroom and the influence they exert upon their students. (27) 

The ability to pramote openness and incompleteness appears 

necessary for creativity and problem solving. Although incompleteness 

and openness seem to possess great powers in the motivating of students 

toward learning and achievement, many classrooms are lacking. Hence, 

ways of working with teachers as .they influence the development of 

students at the affective level in the,schoal setting should therefore 

be af great importance to educators. 

Statement of the Problem 

A person's beliefs influence the way he interacts with other 

individuals. Because of this influence upon a person's behavior, it is 

assumed that a teacher may'affect the learning environment in her 

classroom. Teachers holding different beliefs also have a differential 

effect upon the way students learn, some toward openness and creativity, 

while others move toward closedness and simplicity. The questio~ is: 

What assists teachers in affective development or the acquiring of 

beliefs which would facilitate the expression of creativity and 

openness in their classrooms? 

Purpose of the Study 

The purpose of the study is to investigate the effects of two 



in-service training approaches upon teachers' belief systems. 

Since students also need assistance in affective development, 

being probable recipients of uncontested adult beliefs, the investiga

tion will assume a dual purpose and encompass a search for effective 

means of working with students to enhance affective growth also. 

Definition of Terms 

Belief - A person's deeply held attitudes and values. 

Attitude - A readiness to respond in a certain way when the 

appropriate situation occurs. It is generally defined as a learned 

evaluative predisposition to direct ones behavior consistently toward, 

or away from some class of objects. 

Ego-involving Stimuli - Stimuli with high affective properties 

which possess potential for the eliciting of a personal expression 

which reflects ones values and beliefs related to the topics or 

stimuli presented. 
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Belief System - A set of predispositions to perceive, feel toward, 

and respond to ego-involving stimuli and events in a consistent way. 

Concrete Functioning - Mental functioning characterized by sim

plicity in cognitive structure, extreme tendencies toward either-or and 

good-bad judgments, reliance upon status and power rather than informa

tion and expertise relative to problem solving, a noticeable intoler

ance of ambiguity and uncertainty, great inability to change ones 

stated position, a poor demonstration of being able to assume the 

thinking of another person, an obvious tendency toward trite and norma

tive behavior with a lower propensity toward innovation and creativity, 

and a tendency to form and generalize impressions of other people from 



highly incomplete information. 

Abstract Functioning - Mental functioning characterized by high 

task orientation, information seeking, low dogmatism, creativity, open

ness to receive information from many sources, and a high level of 

independence in expressions requiring an exercise of personal judgment. 

Research Questions 

The basic questions to be answered in this study are: (1) Does an 

in-service program with specific involvement in group discussion, 

listening to prerecorded tapes, and reading the book: Expanding the 

Self: Personal Growth for Teachers, lead to more abstractness in 

teachers' belief systems? and (2) Do students move toward more 

abstractness in their belief systems as a result of discussing ego

involving stimuli in a group setting? 

Major Assumptions 

1. Assessing belief systems has construct validity. 

2. The Conceptual Systems Test validly classifies respondents on 

the concreteness-abstractness continuum. Scores on the test adequately 

distinguish between correlative behaviors of concrete functioning 

individuals from those of abstract functioning individuals. 

3. The expressed beliefs characteristic of the more abstract 

functioning persons are educationally desirable. 

4. The topics used in the group discussions were sufficiently 

ego-involving. 

5. The specific activities (group discussion, readings, and 

listening to tapes) included in the in-service program complement each 

8 



other in the connnon goal of affective growth. 

Limitations 

1. The findings of this study were limited to the 30 teacher 

volunteers of the school faculty and the 52 student volunteers from 

four sections of the Family Relations classes in the high school. 

2. No attempt was made to control the variables outside of the 

group discussion sessions beyond the scope of the planned activities 

in the treatment package for each group. 

3. The validity and reliability of the findings were dependent 

upon the validity and reliability of the measuring instrument. 

9 



CHAPTER II 

REVIEW OF RELATED LITERATURE 

Introduction 

Research regarding attitude change has been extensive, yet irrele

vant in many ways to the present investigation. The reasons why these 

many research endeavors appear inapplicable are because of dissimi

larities in subjects, inappropriateness of treatment, and differences 

in the experimental environment when compared with these respective 

items in the public school. Therefore, the selection of literature to 

be included in this chapter is made on the basis of its pertinence to 

educational services in the public schools. 

The text of the following review will be developed in four 

sections. The first section will include material related to attitude 

change. The second section will be concerned with studies germane to 

the need for research in education regarding affective growth. In the 

third section, studies related to characteristics of concrete and 

abstract functioning individuals will be presented. Section four con

cludes the chapter with research given on the instrument used in the 

research project. 

Studies Related to Attitude Change 

An approach to attitude change which is acceptable in the school 

milieu is group discussion. Its effectiveness in producing change is 

10 
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supported by many researchers. 

Simpson (51) stated that it is a fact and well substantiated that 

changes in attitudes can be produced through discussion. In an experi

ment with Educational P$ychology and Psychology of Learning students 

using the Minnesota Teacher Attitude Inventory, he produced results 

which showed that small group discussion caused significant shifts: 

(1) toward certainty of the rightness of individual positions on issues 

considered and (2) toward disagreement with the statements discussed. 

Thus the discussant seems to feel more competent in an area after he 

has discussed it. On the other hand, he is likely to feel less sure 

that statements forming the original basis for discussion are sound. 

Briefly expressed, the discussant seems to feel more confidence in him

self and less confidence in the statements presented for discussion. 

In a study by Miller (45) group discussion with third year sec

ondary school students resulted in a significant change of attitude 

toward racial groups. The subjects were selected on the basis of 

sociometric data which allowed the researcher to form two groups, one 

of high cohesiveness and the other of low cohesiveness. The sessions 

were undirected when considering the experimenter's position. He was 

passive and nondirective, averting any questions put directly to him. 

Significant changes in attitude were noted in both groups. 

Garfield (19) investigated the effects of group counseling upon 

creativity. It was hypothesized that creativity is positively related 

to mental health and that subjects who were judged improved after 30 

hours of group co1,mseling would also show improvement on variables 

associated with creativity. Thirty-eight subjects from an urban uni

versity participated in the project. They were pre- and posttested on 
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various measures of creativity and pre- and post-rated on Rogers' 

elements of creativity, i.e. (1) openness to experience; (2) locus of 

evaluation; (3) ability to toy with ideas. At the end of the experi

ment, subjects were assigned to either an improved or unimproved 

category on the basis of therapists' ratings, outside judgments, and Q 

adjustment scores. The results indicate that improvement in group 

counseling correlates significantly with gains in ratings on the more 

dynamic aspects of creativity. 

Group discussion displays its usefulness in permitting individuals 

to discuss topics without making firm commitments before considering 

data from several sources. To force a person, on the other hand, into 

a premature stand in regard to the attitudinal topic may be detrimental 

to his progress toward creativity. Bettinghaus (2) experimented with 

120 undergraduates and produced results which support this observation. 

He found that when individuals are required to publicly commit them

selves to a position on a topic, they tend to be significantly more 

reluctant to change their attitudes than those individuals who are not 

required to make known their opinions on the issue. 

Greenwald's (22) results concur with those of Bettinghaus'. He 

discovered that subjects who were required to publicly corrnnit them

selves to a position on an issue demonstrated significantly less 

behavior change in the direction of the communication than those 

who were not required to publicly corrnnit themselves. 

Hovland (36) has given a possible explanation for this phenomenon. 

He suggests the possibility of a "boomerang" effect occurring when one 

hears messages which argue counterattitudinally to their existing 

beliefs. The arguments may not only fail to change the subject's 



attitudes in the direction of the conununication, but in fact change 

their attitudes in a negative direction such that the subjects appear 

to hold their original position even more tenaciously than prior to 

receiving the persuasive conununication. 
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The effects of group discussion may be maximized toward changing 

attitudes if planned with definite objectives in mind. One aim in the 

process of attitude change is to encourage all members to participate 

as directly as possible in the discussions. (25) The perceived threats 

by those group members who are in greatest need of this involvement 

should be dealt with prudently and cautiously by the group leader. As 

the group continues to meet, cohesiveness among members becomes appar

ent. Another objective is beginning to be accomplished in attitude 

change when this occurs. Members now, through the process of group 

pressure will attempt to force others to conform. (44) For this pres

sure to be effective, a third aim must be achieved, and that is for the 

topic or attitudinal stimuli at hand to have potential for the elicit

ing of a strong degree of conunitment from the group members. (40) 

Finally, such conformity or conunitment will become maximized if the 

attitudinal topic is presented in an ambiguous manner. (16) 

Haiman (24) viewed the effects of courses devoted to sensitivity 

and skills training in group processes at a large university. Pre- and 

posttests designed to measure changes in the extent of open-mindedness 

were administered to 425 students. The results provide clear evidence, 

with the exception of Phase 4 that the courses in discussion and group 

leadership did produce a significant change in open-mindedness. The 

author conjectures that the possible reason for in~ignificance in 

Phase 4's results was that pretesting showed the respondents to be 
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relatively high in open-mindedness before the treatment began. 

Leib and Snyder (43) compared group discussion with the lecture 

method using 28 underachieving college students. As a result of the 

group discussions, participants showed significant gains over their 

student counterparts in self-actualization while suffering no losses in 

grades. The researchers felt that the special attention awarded these 

underachievers fulfilled lower level needs and released them for self

actualization. 

Barlow ,:1) investigated the effects of small encounter group 

experiences upon individuals' perceptions. He selected 33 subjects 

between the ages of 21 and 50 to participate in one of three groups, 

The groups varied in numbers, meeting places, number of hours in the 

group experience, and leaders. A semantic differential attitude measur

ing device was designed for the project, using twenty bipolar adjectives 

to measure the evaluative perception of the subjects on fifteen 

religious concepts. The results from the data conclude that the 

interaction of the small basic encounter group does produce change in 

attitudes of individuals. The researcher advocates this method as a 

viable means of behavior change which holds many possibilities for per

sons in our society responsible for molding attitudes and modifying 

behavior. 

The Need for Affective Development 

in Education 

Concentration upon affective development among teachers and pros

pective teachers should not only occur in the public schools, but also 

in the teacher training institutions themselveso Some efforts to 



provide such training for teacher trainees has been observed, but a 

unified approach is lacking in many universities. (28) 
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On the positive side are the results of Carr's (8) investigation 

with students enrolled as education majors in a university setting. He 

found that large changes in attitude towards themselves and others 

occurred after taking a course in human development. 

In another study with favorable features, 250 undergraduates in 

teacher education were pre- and posttested on the Minnesota Teacher 

Attitude Inventory in conjunction with a ten week teacher education 

program. The results showed a significant change had occurred in the 

trainees in the direction of more liberal positions in attitude toward 

children. 

On the negative side are two studies, which are not contradictory 

to the above studies, but are somewhat different, in that they focus 

upon the ineffectiveness of the student teaching experience. First, 

are the findings of Jacobs (38) who notes the effectiveness of most 

teacher education programs in being able to effect a progression in 

students from an impersonal, formal, and rigid style of behavior 

through intermediate styles to a personal, informal, and indirect style 

of behavior. This continuum is similar to the one which shows progres

sion from an authoritarian point of view through intermediate steps to 

a democratic point of view. The present investigation confirms the 

observations above, indicating that such modifications were accom

plished in the initial courses of professional education offered by the 

institutions, but not in the student teaching semester. The evidence, 

in fact, points out that trends toward more democratic responses were 

reversed by the student teaching experience. One of the reasons for 
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this reversal, he observes, may be due to "unrealistic" changes in 

prospective teachers' attitudes during the initial phases of teacher 

education compared with what they find in the teaching situation. 

Another reason may be that the student teaching experience presents 

situations that create a conflict with previous learnings in education 

courses. The researcher concludes with a plea for more cooperation 

between teacher training institutions and public schools in regard 

to the education of prospective teachers. 

In the same vein of thought is a study by Dutton (14), which also 

points out the aftermath of student teaching experiences on 91 

elementary school student teachers. This study deals with manifest 

anxiety as a variable in attitude change during student teaching, 

serving as a preliminary atep in the study of effects of anxiety upon 

the performance of student teachers. As a result of the student 

teaching encounter, he reports that both highly anxious and nonanxious 

elementary school student teachers changed their attitudes toward 

youth in a negative direction. The author suggests that the influences 

of student teaching may be a critical factor in the development of 

teachers' attitudes toward children. By the way, the 150 students 

enrolled in methods courses only, maintained their high positive 

attitudes toward children throughout the semester. 

Classroom atmospheres may contribute greatly to the change in 

attitudes noted in the two studies referred to above. One writer 

remarks; 

Many public and private schools list as one of their 
primary objectives the development of human potential and 
individual growth. Yet most classrooms in the United 
States are dominated by methods that place a heavy emphasis 
upon productivity and achievement according to arbitrarily 
established standards. Teachers feel pressured to help 



children learn about "things" and to have facts repeated 
to the satisfaction of others. In addition, there is an 
increasing regard to behavioral objectives and scientific 
evaluation. Both teachers and counselors should be cau
tioned, however, that although such procedures may be impor
tant and scientifically warranted, they should not lead to 
a de-emphasis of personal feelings and meanings in the 
classroom. This is already being done at an alarming 
rate. (46) 

Flanders (18) in his studies, has also placed emphasis on the 

classroom environment, He has studied closely the interaction that 

frequently takes place between child and teacher in the classroom. 

After years of study and observation, he has arrived at the rule of 

two-thirds: "About two-thirds of the time in the classroom someone 

is talking. The chances are two out of three that this person is the 

teacher. When the teacher talks, two-thirds of the time is spent by 

teachers' expressing their opinion, giving facts, some direction, and 

occasionally criticizing the pupils." 

In another study, Flanders (17) notes that the type of verbal 
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exchange between teacher and student is very interesting. Teachers, he 

states, use less than three percent praise and encouragement, and less 

than five percent of their talking time reacting to, and using ideas 

that students initiated. Even more recently, the Systematic Observation 

Conference held at the University of Florida reported that less than 

one-half of one percent of teacher talk is directed to a child's feel-

ings, either negative or positive! (46) 

Dinkmeyer offers suggestions for a resolution of the dilenuna: 

If educational research and theory are to be an accepted part 
of practice, it is vital that a staff member who is a spe
cialist in consultation and counseling encourage teachers to 
recognize the relationship between cognitive and affective 
development and its significance for the educative process. (13) 



The specialist can affect the learning climate by organizing and 

collaborating with teacher groups. Teacher participation in the group 

allows expressions to be emitted which reflect the teachers' attitudes 

and beliefs regarding children. The group experience also provides an 

opportunity to affect a large number of children in a most significant 

manner. 

Some functions the leader performs in effective teacher group 
consulting include the following: 
1. Structuring the group from the beginning so purposes and 
focus are apparent. 
2. Being sensitive to verbal and nonverbal cues. 
3. Linking related ideas of members in an attempt to under
line similar problems, therefore bringing cohesiveness to the 
group. 
4. Enabling quiet members to participate verbally as well as 
through spectator therapy. 
5. Helping the group focus on what is happening here-and-now 
as well as in their classrooms. 
6. Focusing on assets and strengths to develop feelings of 
adequacy. 
7. Helping the group to clarify problems and find alternate 
solutions. 
8. Enabling teachers to make a commitment to action. (13) 
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Teachers may become more involved outside of the group sessions by 

implementing guidance activities in the classroom. The specific activi-

ties may include sociometrics, scattergrams, role-playing, incomplete 

sentences or stories, pictorial techniques, and group guidance 

materials. (13) 

Characteristics of Concrete and Abstract 

Functioning Individuals 

The postulated differences between concrete and abstract function-

ing individuals could be generalized to many areas of ones existence. 

The present concentration, however will be upon the differences rela-

tive to the educational process. Two applicable areas have been 
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investigated: (1) Differential effects of arousal and (2) Characteris-

tics of an effective source. 

Differential Effects of Arousal 

Studies by Harvey, Reich, and Wyer (29), Graybow and Harvey (20), 

and Harvey (27) confirmed the earlier hypothesis that: 

Involvement and arousal within the concrete individual 
results in domination by the autonomic system and an 
inability to cerebrally and informationally process inputs, 
while involvement and autonomic activity within the 
abstract person does not readily interfere with his cere
bral functioning and information processing. (30) 

The results of the three studies were interpreted as being consist-

ent with the assumptions concerning the developmental histories of 

these individuals, i.e. concrete individuals presumably have a high 

level of arousal conditioned to stimuli about which they report intense 

attitudes. On the other hand abstract individuals either do not have 

conditioned emotional responses to stimuli toward which they have 

intense attitudes, or their differentiation is not impaired by arousal. 

Additional evidence points to anxiety acting as a possible facilitator 

for abstract individuals. 

Confirmation of the general hypothesis that differential 
performance of concrete and abstract subjects is mediated 
by arousal and autonomic activity would have clear 
implications for educators. It would say, for example, 
that in order for the more concrete students to learn in 
ways we espouse, that is inductively and insightfully, 
that they particularly must be surrounded by conditions 
that minimize the activity of the autonomic system. This, 
in turn opens up a broad but significant area of research: 
to determine the classroom and pedagogical methods that 
accomplish this. Of these, clearly attributes of the 
teacher and the environment he or she creates in the class
room are crucial. The methods of System 1 teachers, which 
involve high surveillance, high dictatorialness, high costs 
to students for failure and the apparent conception of 
students as chattel or pawns, to borrow a term from Dick 
DeCharms, are bound to result in failure for most students, 



particularly the more concrete ones. This isn't to say 
that the methods of the System l instructor may not 
effectively inculcate certain responses catechismically 
and as conditioned responses, but they cannot produce 
learning with insight and the ability to be open, 
independent, flexible, and creative individuals. (27) 

Characteristics of an Effective Source 
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The concrete functioning person is highly responsive to individu-

als of high status and power. Four studies by Harvey and Beverly (31), 

Harvey (32), Harvey (33), and Garso (21) have dealt specifically with 

source characteristics and their influences on representatives of 

different belief systems. The findings reveal that while the concrete 

functioning individual may be very receptive to the message of a high 

source, he tends to move slowly in understanding. 

An educational strategy for moving the concrete functioning 

individual toward abstractness is to have a great deal of structure and 

guidance from high sources initially, but with time and experience, 

move away from external structure toward requiring the individual to 

make more and more decisions on his own. This, hopefully, would wean 

the individual from "outside authorities" and help him take the 

responsibility for his own criteria and behavior. (28) 

Studies R~lated to the Instrument 

From the writings of Harvey, Hunt, and Schroder (30), plus a 

series of research studies, two instruments for measuring concreteness-

abstractness have been developed. The terms refer to a general and 

presumably more or less standardized way an individual organizes and 

articulates the concepts of the relevant aspects of his environment. 
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The This.! Believe test is a subjective measure of ones placement 

on the concreteness-abstractness continuum. Stimulus items are pro-

vided for the respondents. Each begins: "This I believe about ___ " 

with the referents being "religion," "education," "marriage," 

"friendship," "the American way of life," "sin," "the family," 

"compromise," "capital punishment," and "world government." Two or 

three sentences are requested for each item with an item time limit of 

two minutes. A guide and sample responses are provided for scoring. 

The Conceptual Systems Test was later developed, using statements 

made by the subjects on the This.! Believe test. An objective instru

ment was the result. Subjects respond by marking the items with one of 

the numerical options -provided. They are: 1 - I agree completely, 

2 - I agree mostly, 3 - I agree and disagree about equally, 4 - I 

disagree mostly, 5 - I disagree completely. Using Tyron's method of 

cluster analysis, six highly consistent clusters have been identified. 

They are: Divine Fate Control, Need for Structure and Order, Need to 

Help People, Need for People, Interpersonal Aggression, and General 

Distrust. A scoring key with cutoff levels for concrete-abstract 

classifications is provided. (27) 

Research followed which concentrated on identifying classroom 

behaviors peculiar to persons classified as either concrete or abstract 

in their belief systems. Student behaviors were also investigated and 

identified which are characteristic of those behaviors expected when 

the classroom teacher is classified as either concrete or abstract. 

In the first of these studies, concrete and abstract teachers of 

kindergartners and first-graders were observed in the classroom and 

rated by pairs of trained judges on 26 dimensions assumed to reflect 
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attributes relevant to the fostering of flexibility, adaptability and 

creativity in children. The rating categories were: (1) expression of 

warmth toward the children, (2) perceptiveness of the children's wishes 

and needs, (3) flexibility in meeting the needs and interest of the 

children, (4) ability to maintain relaxed relationships with the child

ren, (5) attention to the individual child, (6) task involvement, (7) 

enjoyment of teaching, (8) enlistment of child participation, (9) 

encouragement of individual responsibility, (10) encouragement of free 

expression of feelings, (11) encouragement of creativity, (12) teaching 

new concepts, (13) ingenuity in improvising teaching and play materials, 

(14) utilization of physical resources, (15) task effectiveness, (16) 

diversity of activities simultaneously permitted, (17) smoothness of 

classroom operation (especially in the transition from one activity to 

another), (18) consistency of rule enforcement, (19) use of functional 

explanation of rules, (20) use of unexplained rules, (21) rule 

orientation, (22) determination of classroom and playground procedure, 

(23) need for structure in teaching activities and relationships with 

children, (24) punitiveness, and (25) anxiety induced by observers 

presence. (34) 

Teachers representing System 4 differed from representatives of 

System 1 in what was presumed to be the direction favoring adapta

bility and flexibility on all dimensions. In addition, the total 

dimensions were factor analyzed and three major factors extracted: 

teacher resourcefulness, dictatorialness and punitiveness. System 4 

teachers were resourceful, less dictatorial and less punitive than 

System 1 teachers. (34) 
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After having demonstrated in the preceding study that concreteness

abstractness of teachers' belief systems influence the kind of class

room environments they create, a study was carried out to assess the 

influence of teachers' beliefs and behavior upon the performance of 

their students. In the second study, concrete and abstract teachers of 

kindergarteners and first-graders were again rated by a trained observ

er on the same rating scale as above. In addition, the students were 

rated on the following 30 performance dimensions: (1) overall adher

ence to the teacher's rules, (2) irmnediacy of response to the rules, 

(3) adherence to the spirit (vs. the letter) of the rules, (4) informa

tion seeking, (5) independence, (6) cooperativeness with the teacher, 

(7) task attentiveness, (8) enthusiasm, (9) voice in classroom activi

ties, (10) voluntary participation in classroom activities, (11) free 

expression of feelings, (12) diversity of goal relevant activities, 

(13) student-initiated activity, (14) amount of activity, (15) con

siderateness toward classmates, (16) reciprocal affection between class

mates, (17) cooperation with classmates, (18) taking turns with class

mates, (19) amount of interaction with classmates, (20) novelty of 

response to problem or teacher's question, (21) appropriateness of 

response, (22) accuracy of facts, (23) integration of facts, (24) 

orientation toward specificity of facts, (25) roteness of answers or 

solutions, (26) active hostility toward the teacher, (27) passive 

hostility toward the teacher, (28) aggression toward classmates, 

(29) guidance seeking, and (30) approval seeking. (33) 

In addition to replicating the results of the first study, the 

second study also found students of concrete and abstract teachers to 

be differentially influenced in the ways anticipated. An analysis 
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of the 31-item student rating scale yielded seven factors, termed (1) 

cooperation, (2) student involvement, (3) activity level, (4) nurturance 

seeking, (5) achievement level, (6) helpfulness, and (7) conc·reteness 

of ·response. Students of more abstract teachers, in comparison to 

their counterparts, were more cooperative, more involved in classroom 

activities, more active, higher in achievement, more helpful, lower in 

nurturance seeking and less concrete in their responses. (33) 

The theoretical framework of the Conceptual Systems Test is based 

upon the earlier work of Harvey and others. (27) Some of the most 

important theorizing and research has dealt with the postulation of 

four distinct belief systems and the identification of representatives 

in each. They are as follows: 

System 1 

1. A simpler cognitive structure in regard to domains of high 

invo 1 vement. 

2. A greater tendency toward more extreme, either-or and good-bad 

judgements. 

3. A greater reliance upon status and power than upon information 

and expertise as guidelines to beliefs and judgments. 

4. A greater intolerance of ambiguity and uncertainty, expressed 

in higher scores on measures of authoritarianism and dogmatism and in 

the tendency to form judgments quickly of novel stimuli. 

5. A greater need for cognitive consistency together with a 

greater tendency toward negative arousal from the experience of incon

sistency. 

6. A greater inability to 'change set and hence greater rigidity 
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in the solution of complex and/or changing problems. 

7. A greater insensitivity to subtle cues in the environment and 

hence a greater susceptibility to obtrusive clues even when they 

provide false leads. 

8. A poorer capacity to "act as if," to assume the role of the 

other or to think and act in terms of a make-believe or hypothetical 

situation. 

9. A holding of opinions with greater strength and certainty 

which are difficult to change. 

10. A higher score on the factor of dictatorialness as reflected 

in such behavior as high need for structure, low flexibility, high rule 

orientation, high dictation of procedure, high frequency of the use of 

unexplained rules, and low encouragement of individual responsibility 

and originality. 

11. A greater tendency toward trite and normative behavior and a 

lower tendency toward innovation and creativity. 

12. A greater tendency to form and generalize impressions of other 

people from highly incomplete information. 

System 2 

This system, only somewhat more differentiated and integrated than 

System 1, differs in its representatives tending to distrust, reject 

and weigh negatively many of the cues, especially those relating to 

established custom and authority, which are used as positive guidelines 

and signs of validity by persons of System 1. 
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System 3 

Representatives of this system are more abstract, less dogmatic, 

less pro- or anti-establishment, and less evaluative than individuals 

from .either System 1 or System 2. At the same time, they are more 

concerned with interpersonal harmony, empathic understanding, mutual 

dependencies and highly developed skills of interpersonal manipulation 

aimed at averting social isolation, aloneness, interpersonal rejection, 

and failure when having to perform alone. 

System 4 

This is the most abstract of the four systems. It is character

ized by high task orientation, information seeking, low dogmatism, 

creativity (offering solutions to problems that are high in both 

novelty and appropriateness), openness to inputs from diverse sources, 

and a high independence of judgm~nt. 



CHAPTER Ill 

RESEARCH METHODOLOGY AND PROCEDURES 

Design of the Study 

The design for the study was the Posttest-Only Control Group 

Design, which is classified as t;t "true experimental design" by Campbell 

and Stanley. (7) This design has provisions for randomization in the 

selection of subjects and provides for control of the possible sources 

of internal invalidity. Additionally, Interaction of Testing and 

Treatment, a source of external invalidity, is also brought under 

control with this design. 

The remaining sources of external invalidity which require atten

tion when using this design are: (1) Interaction of Selection and 

Treatment, and (2) Reactive Arrangements. The first, Interaction of 

Selection and Treatment, became very difficult to bring under experi

mental control. Discarding the idea of administrative coercion in the 

involvement of both teachers and students, the researcher took an 

alternate route. This required the writiQg of a form letter (Appendix 

A) to all teachers, informing them of the future project and asking for 

their participation. To make the project more appealing and increase 

the dissimilarity of attitudinal stances among faculty members, one 

hour of in-service credit was offered by the administratioQ to each 

participant. Students were also urged to participate by excusing them 

from their regular cLass and course requirements for that day. 

27 
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The second threat to external validity, Reactive Arrangements, was 

given consideration by gaining teacher and administrative cooperation 

in forming the student groups. The students met in empty classrooms 

which seemed to reduce the possibility of reactions against environ

mental factors. Conceivable reactions from teachers were also con

sidered and reduced to a minimum by presenting the research project 

as teacher in-service training, utilizing the researcher as experi

menter because of his acquaintance with most of the teaching staff, 

and meeting in a faculty lounge on the school campus. 

Instrumentation 

An instrument which could identify and classify respondents 

relative to their beliefs, differentiate dissimilarities in beliefs by 

using numerical values, effectively note fine changes in a person's 

beliefs, and be administered to high school students and teachers in a 

group setting was needed. All of these qualities were found in the 

Conceptual Systems Test which was constructed and validated by 0. J. 

Harvey. 

From the writings of Harvey, Hunt, and Schroder (30), plus a 

series of subsequent research studies, two instruments for measuring 

concreteness-abstractness have been developed. The terms refer to a 

presumably more or less standardized way an individual organizes and 

articulates the concepts of the relevant aspects of his environment. 

The This 1. Believe test is a subjective measure of ones placement 

on the concreteness-abstractness continuum. Stimulus items are pro-

vided for the respondents. Each begins: "This I believe about __ _ 

with the referents being "religion," "education," "marriage," 

II 
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"friendship, " "the American way of life," "sin," "the family," 

"compromise," "capital punishment," and "world government." Two or 

three sentences are requested for each item with an item time limit of 

two minutes. A guide and sample responses are provided for scoring. 

The Conceptual Systems Test was later developed, using statements 

made by the subjects on the This! Believe test. An objective instru

ment was the result. Subjects respond by marking the items with one of 

the numbers, 1 through 5 which corresponds to the following answers: 

I agree completely, I agree mostly, I agree and disagree about equally, 

I disagree mostly, and I disagree completely. Using Tyron's method of 

cluster analysis, six highly consistent clusters have been identified. 

They are: Divine Fate Control, Need for Structure and Order, Need to 

Help People, Need for People, Interpersonal Aggression, and General 

Distrust. A scoring key with cutoff levels for concrete-abstract 

classifications is provided. A duplicate of these instruments is 

included in Appendices B, C, and D. 

The Sample 

The population for this study was selected from the instructional 

staff and Family Relations classes (seniors) in an Oklahoma school 

system of medium size. Faculty members received a letter (Appendix A) 

requesting their participation in the group sessions. Students were 

introduced to the project by their regular teacher after prior briefing 

with the researcher and urged to participate in the student discussion 

groups. From a total number of 38 teacher respondents, 30 were randomly 

assigned to the two experimental groups and one control group, comprised 

of ten members each. The students were divided because of randomization 
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difficulties into.two populations: morning and afternoon. The number 

of student volunteers were 27 and 25 in the morning and afternoon sec

tions, respectively. The morning experimental group consisted of 14 

students with 13 in the control group. The afternoon experimental 

group contained 11 students with 14 in the control group. All subjects 

(teachers and students) were assigned to the particular groups by 

randomization procedures, utilizing a table of random numbers. 

Group Treatment 

The treatment for all of the experimental groups was basically the 

same on the following points. 

1. The subjects were seated in a circular seating arrangement 

facing each other. 

2. Initial general remarks were made during the first meeting. 

The discussion leader began the session with: "I'm delighted to have 

you attend the first group session. Topics will be presented for 

discussion which, hopefully, will elicit an expression from you, 

reflecting your values relative to the topic under consideration. As 

you interact with other members of the group, attempt to understand 

what they are saying, verbally, emotionally, and with gestures. You 

are encouraged to state your heartfelt opinions regarding each topic, 

even though they may differ from another member's. If there is an 

opinion expressed which is different from your own, try to understand 

why the other person believes as he does." 

3. The discussion leader made every attempt to understand what 

each member was saying. Statements such as: "Let me see if I under-

stand what you said, ____ " "-----• this is what I hear you 



saying," and "Does everyone know what 

used. 

____ has just said?" were 

4. Subjects were given the opportunity to role play during the 

sessions. As they played the role of another person, new insights 

were apparent, judging from their expressions afterward. 
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5. The differences between the groups in regard to treatment 

were: (a) Both teacher experimental groups were required to read the 

book, Expanding the Self: Personal Growth for Teachers, by Boy and 

Pine, whereas the students were required to do nothing outside of the 

group sessions. (b) Two hours of listening to tapes outside of the 

groups were required of each participant in the two experimental 

teacher groups. Group 1 members were requit;-ed to listen to recorded 

tapes from their group sessions, whereas Group 2 members were required 

to tape their class sessions and play the recordings back for listen

ing. (c) The teachers' Experimental Group 1 and students' Experimental 

Groups 4 and 6 were introduced to the discussion topic at the beginning 

of each session, whereas teachers' Experimental Group 2 was given a 

verbal summary of the students' remarks in previous sessions. 

6. Topics for discussion in Experimental Group 1 were: (1) Capi

tal punishment, (2) World government-control, (3) Compliments and 

criticisms, (4) Rules and punishment, (5) Religion, (6) Identity, 

(7) Trust, and (8) Topic Summary. 

7. Topics for discussion in Experimental Group 2 were: (1) Capi

tal punishment, (2) World government-control, (3) Rules and punishment, 

(4) Compliments and criticisms, (5) Religion, (6) Identity, (7) Trust, 

and (8) Topic summary. 
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8. Discussion topics for Experimental Group 4 were: (1) Capital 

punishment, (2) World government-control, (3) Rules and punishment, 

(4) Compliments and criticisms, and (5) Religion. 

9. Discussion topics for Experimental Group 6 were: (1) Capital 

punishment, (2) World government-control, (3) Rules and punishment, 

(4) Compliments and criticisms, and (s)' Religion. 

Rationale for Treatment 

Group Discussion 

Group discussion was used in all of the experimental groups. It 

was a component of the treatment in the teacher groups and became the 

total treatment in the student groups. Its potential effectiveness in 

producing attitude change is supported by several studies. (48, 43, 2, 

22, 41) Group discussion appeared to be especially applicable to the 

present investigation because of its administrative acceptance and 

applicability in the school program. It further provides a medium 

whereby informational input can be accomplished. Group discussion also 

permits one to express his feelings toward certain attitudinal topics, 

followed by other group members' comments on the same topic. This 

interactional process is intended to function as a mirror, providing 

feedback for group participants. Listening, thinking, feeling, and 

expressing, therefore are very important elements in group discussions. 

Recognizing the cogency of such processes, encouragement by the leader 

for group member involvement was constant. The affective and cognitive 

processes in these activities are characteristics of abstract function

ing individuals. The promotion of such activities within a group set

ting will, hopefully, influence the concrete functioning individual 
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toward abstractness. 

Topics 

These attitudinal topics were selected because of their potential 

stimulus value in the promotion of group discussion at the affective 

level. They are assumed to possess sufficient intensity to elicit 

expressions from group members which reflect their values and beliefs 

related to the topic being discussed. 

Readings 

The book, Expanding the Self: Personal Growth for Teachers, 

by Boy and Pine was selected for the two teacher experimental groups 

to (1) meet school board in-service credit requirements and (2) comple

ment the group discussions with an additional activity. 

Tapes 

The third component of the treatment for teachers in Experimental 

Groups 1 and 2 was the use of prerecorded tapes. Even though two 

hours of listening time were required of subjects in both groups, the 

purposes for usage and recording environments differed. Experimental 

Group 1 members listened privately to prerecorded tapes of their 

in-service training sessions; the purpose being to bolster the achiev

ing of the specific aims delineated under "Group Discussion" above. 

Experimental Group 2 members recorded their classes in session for 

private playback. The purpose was to provide additional feedback for 

the teacher relative to her proficiency as she functions in the capacity 

of teacher. She was encouraged by the experimenter to be especially 



attentive to the recordings of her attempts to express herself and 

respond to the expressions of her students. 

Summaries of Student Discussions 
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Summaries of student discussions we:r.e pt:-esented as initial stimuli 

for Egper-imental Group 2. The plan was for the experimenter to reflect 

the comnents of students (during previous student sessions) on the 

particular topics being introduced for teacher discussion. The purpose 

was to support the objectives listed under "Group Discussion" and 

"Tapes," but with emphasis upon teacher and student interaction. 

Role Playing 

Role playing opportunities were available (which actually became 

a minor part of the treatment) to the participants, intending to serve 

as a further means to inter-individual understanding. An indication of 

its relevancy to the present goals is found in Harvey's (27) research 

which shows that a lack in role playing ability is a characteristic of 

the concrete functioning person. Therefore, such activities were 

included in the treatment with the purpose of fostering movement 

away from concreteness toward abstractness. 

Subjective and Informal Objective Data 

As an adjunct to the formal design and methodology, data in the 

form of weekly discussion summaries and informal group questionaires 

were collected. The written summaries were intended to provide process 

data relative to the overall objective of influencing belief systems. 

The informal paper and pencil questionaire permitted the teachers and 



35 

students to state their positions toward the items with one of five 

digits: 1 - I disagree completely, 2 - I disagree mostly, 3 - I agree 

and disagree about equally, 4 - I agree mostly, and 5 - I agree com

pletely. The purpose of this exercise was to compare the respondents' 

scores with the conceptual systems classifications data in Appendix H 

and the formal research data analysis in Chapter IV. 

Data Collection 

During the week of the last session, all members of both experi

mental and control groups were administered, the Conceptual Systems 

Test, a copy of which is found in Appendix B. Also during this week, 

all experimental groups were asked to respond to a group questionaire. 

The teachers' questionaire has been placed in Appendix F with the 

students' in Appendix G. Teachers' and students' formal and informal 

data, which had been kept separated by groups during administration 

and collection were prepared for final analysis. 

Statistical Analysis of the Data 

The total item and factor mean scores were computed for each 

experimental and control group respondent on the Conceptual Systems 

Test. Next, the group means and standard deviations were computed for 

all of the groups. Following this, the one-way analysis of variance 

technique was used in analyzing the data from all experimental and con

trol groups. Finally, the F test was calculated to determine if the 

groups were significantly different relative to the stated hypotheses. 
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Summary 

The design of this study was the Posttest-Only Control Group 

Design. Advantages for using this design were given with comments on 

its appropriateness for the present study. Attempts were made to 

rationalize research maneuvers which were intended to bolster external 

validity. A discussion of the instrument followed. The samples which 

were taken from the faculty and Family Relations' classes were 

described. Ramifications and rationale of the group treatment were 

presented, with elaboration on the collection and analysis of the data 

concluding the chapter. Chapter IV will contain the presentation and 

analysis of the data. 



CHAPTER IV 

PRESENTATION AND ANALYSIS OF THE DATA 

Introduction 

The purpose of this chapter is to present an analysis of the data 

as they relate to each of the hypotheses. An analysis of total 

Conceptual Systems Test scores for each group will be presented first, 

with an analysis of factor scores following. This chapter also includes 

the reporting of informal data in the form of relevant material from the 

discussion summaries, results of an objective questionaire, and comments 

on conceptual systems classifications. 

Analysis of the Data Relating 

to the Hypotheses 

The total mean scores and standard deviations are given first. A 

set of hypotheses with a more intensive analysis of instrument factor 

comparisons follows. 

Mean scores were derived from the Conceptual Systems Test item 

values denoted by a numeral from 1 through 5. Subjects were requested 

to select from the possible choices, the number which most adequately 

represented their position toward the item. The available choices for 

each item were: 1 - I agree completely, 2 - I agree mostly, 3 - I agree 

and disagree about equally, 4 - I disagree mostly, and 5 - I disagree 

completely. Positive significant differences between experimental 
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group mean scores and their controls indicate movement toward abstract

ness while significant differences in the opposite direction denote 

movement toward concreteness. 

Hypothesis One 

Hypothesis One: There will be no significant differences in belief 

systems scores between Experimental Group 1 (Teachers) and Control 

Group 3 (Teachers) due to the treatment. 

Hypothesis Two 

Hypothesis·Two: There will be no significant differences in 

belief systems scores between Experimental Group 2 (Teachers) and 

Control Group 3 (Teachers) due to the treatment. 

The mean scores and standard deviations of the three groups are 

graphically presented in Table I. Table II exhibits the calculations 

in the analysis of variance between groups and within groups. The 

computed F reveals that the treatments administered in Experimental 

Group 1 and Experimental Group 2 had no significant effects (,05 level 

of significance) when compared with Control Group 3. 

A .more comprehensive analysis of variance was conducted, engaging 

the six factors of the Conceptual Systems~ for comparisons. These 

factors are: (1) Divine Fate Control, (2) Need for Structure-Order, 

(3) Need to Help People, (4) Need for People, (5) Interpersonal 

Aggression, and (6) Anomie. 

The treatments in the two experimental groups did not significantly 

affect the participants' scores on any of the aforementioned CST factor& 

Tables III through XIV present the data from the three teacher groups. 



TABLE I 

TEACHERS' TOTAL CST MEANS 
AND STANDARD 

DEVIATIONS 
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Group Sample Size Means Standard Deviations 

Experimental Group 1 
Experimental Group 2 
Control Group 3 

10 
10 
10 

TABLE II 

2.67 
2.80 
2.61 

ANALYSIS OF VARIANCE: TOTAL g,ll. SCORES 
OF EXPERIMENTAL . GROUPS 1 AND 2 

COMPARED WITH TOTAL CST 
SCOR.ES OF CONTROL 

GROUP 3 

Source S.S. d.f. M.S. 

Total 2.80 29 
Between Groups .19 2 .0950 
Within Groups 2.61 27 .0967 

Critical F ( .OS) • 3.35 

F 

,2646 
.3224 
.2950 

Level of 
Significance 

.982 N.S. 



TABLE 111 

DIVINE FATE CONTROL MEAN SCORES OF TEACHER 
EXPERIMENTAL GROUPS 1 AND 2, AND 

TEACHER CONTROL GROUP 3 
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Group Sample Size Means Standard Deviations 

Experimental Group 1 10 2.12 
Experimental Group 2 10 1.98 
Control Group 3 10 2.10 

TABLE IV 

ANALYSIS OF VARIANCE t DIVINE FATE CONTROL 
SCORES OF TEACHER GROUPS 1, 2, AND 3 

.8526 
~4438 
.9327 

Source s .s. d, f. M.S. F Level of 
Significance 

Total 18.07 29 
Between Groups .11 2 .0550 

.0178 N.S. Within Groups 17.96 27 .6652 

Critical F ( .05) 3.35 



TABLE V 

NEED FOR STRUCTlfRE .. ORDER MEAN SCORES OF 
TEACHERS ' EXPERIMENTAL GROUPS 1 & 

2, AND TEACHER CONTROL GROUP 3 
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Group Sample Size Means Standard Deviations 

Experimental Group 1 10 2.01 
Experimental Group 2 10 2.33 
Contro 1 Group 3 10 2.16 

TABLE VI 

ANALYSIS OF VARIANCE: NEED FOR STRUCTURE-ORDER 
SCORES OF TEACHER GROUPS 1, 2, AND 3 

Source S.S. d. f' M.S. F 

Total 11.18 29 

.4806 

.7483 

.5235 

Level of 
Significance 

Be tween Groups .52 2 .2600 
.6586 Within Groups 10t66 27 • 3948 N.S • 

Critical F (.05) = 3.35 



TABLE VII 

NEED TO HELP PEOPLE MEAN SCORES OF 
TEACHER GROUPS 1, 2, AND 3 
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Group Sample Size Means Standard Deviations 

Experimental Group l 
Experimental Group 2 
Control Group 3 

10 
10 
10 

TABLE VIII 

1.79 
2.02 
1.82 

ANALYSIS OF VARIANCE: NEED TO HELP PEOPLE 
SCORES OF TEACHER GROUPS 1, 2, AND 3 

Source S.S. d.f. M.S. 

Total 8.36 29 
Between Groups .31 2 .1550 
Within Groups 8.05 27 .2981 

Critical F ( .05) = 3.35 

F 

.4528 

.4254 

.6481 

Level of 
Significance 

. 5199 N.S • 



TABLE IX 

NEED FOR PEOPLE MEAN SCORES OF 
TEACHER GROUPS 1, 2, AND 3 
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Group Sample Size Means Standard Deviations 

Experimental Group 1 
Experimental Group 2 
Control Group 3 

10 
10 
10 

TABLE X 

2~86 
2.45 
2.13 

ANALYSIS OF VARIANCE: NEED FOR PEOPLE 
SCORES OF TEACHER GROUPS 1, 2, AND 3 

Source S.S. d.f. M.S. 

iotal 15.84 29 
Between Groups 2.75 2 1.3750 
Within Groups 13.09 27 • 4848 

Critical F (.OS) 3.35 

F 

2.836 

.6992 

.5805 

.6950 

Level of 
Significance 

N.S • 



TABLE XI 

INTERPERSONAL AGGRESSION MEAN SCORES 
OF TEACHER GROUPS 1, 2 , AND 3 
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Group Sample Size Means S ta nda rd Deviations 

Experimental Group 1 10 4.05 
Experimental Group 2 10 4.30 
Control Group 3 10 4.03 

TABLE XII 

ANALYSIS OF VARIANCE: INTERPERSONAL AGGRESSION 
SCORES OF TEACHER GROUPS 1 , 2, AND 3 

Source S.S. d.f. M.S. F 

Total 9.93 29 

.7362 

.2683 

.5736 

Level of 
Significance 

Between Groups .47 2 .2365 .6749 N.S. Within Groups 9.46 27 .3504 

Critical F (.05) = 3.35 



Group 

Experimental Group 
Experimental Group 
Control Group 3 

TABLE XIII 

ANO}:IE MEAN SCORES OF TEACHER 
GROUPS 1, 2, AND 3 

Sample Size Means 

1 10 3.20 
2 10 3. 72 

10 3.41 

TABLE XIV 

ANALYSIS OF VARIANCE: ANOMIE SCORES 
OF TEACHER GROUPS 1, 2, AND 3 

Source S.S. d' f. M.S. 

Total 12.69 29 
Between Groups 1.36 2 .6800 
Within Groups 11.33 27 .4196 

Critical F ( .05) = 3.35 
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Standard Deviations 

.6804 

.6663 

.4754 

F Level of 
Significance 

1,620 N .S. 
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Hypothesis Three 

Hypothesis Three: There will be no significant differences in 

belief systems' scores between Experimental Group 4 (Students) and 

Control Group 5 (Students) due to the treatment. 

The total CST statistics for student groups 4 and 5 are presented 

in Tables XV and XVI. As is indicated in the comparing of the calcula-

ted F with its critical value, treatment was not effective in changing 

students' beliefso 

The six Conceptual Systems~ factors were singled out for 

statistical analysis with the data on each in Tables XVII through 

XXVIII. Treatment was ineffectual in producing significant differences 

in CST factor scores. This conclusion is arrived at on the basis of 

comparing the calculated F with its critical value which is given in 

each table. 

TABLE XV 

TOTAL CST MEANS AND STANDARD DEVIATIONS 
FOR STUDENT GROUPS 4 AND 5 

Groups Sample Size Means Standard Deviations 

Experimental Group 4 
Control Group 5 

14 
13 

2.66 
2.57 

.2379 

.2843 



Source 

Total 
Between Groups 
Within Groups 

TABLE XVI 

ANALYSIS OF VARIANCE: TOTAL ~ SCORES OF 
EXPERIMENTAL GROUP 4 COMPARED WITH CST 

SCORES OF CONTROL GROUP S -

S.S. d.f. M.S. 

1.90 26 
.06 1 .060 

1.84 25 .0736 

Critical F (. 05) • 4.24 

TABLE XVII 

DIVINE FATE CONTROL MEANS AND STANDARD 
DEVIATIONS FOR EXPERIMENTAL GROUP 

4 AND CONTROL GROUP 5 
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F Level of 
Significance 

.8152 N.S. 

Group Sample Size Means Standard Deviations 

Experimental Group 4 
Control Group 5 

14 
13 

2.40 
2,29 

.6075 
1.043 



Source 

Total 

TABLE XVIII 

ANALYSIS OF VARIANCE: DIVINE FATE CONl'ROL 
SCORES OF EXPERIMENTAL GROUP 

4 AND CONTROL GROUP 5 

S.S. d. f. M.S o F 

19.39 26 

48 

Level of 
Significance 

Between Groups .08 1 .080 
.1035 N.S. Within Groups 19.31 25 .7724 

Critical F (.05) = 4.24 

TABLE XIX 

NEED FOR STRUCTURE-ORDER MEANS AND STANDARD 
DEVIATIONS FOR EXPERIMENTAL GROUP 

4 AND CONTROL GROUP 5 

Group Sample Size Means Standard Deviations 

Experimental Group 4 
Control Group 5 

14 
13 

2.61 
2.26 

.6843 

.6626 



Source 

TABLE XX 

ANALYSIS OF VARIANCE: NEED FOR STRUCTURE-ORDER 
SCORES OF EXPERIMENTAL GROUP 4 

AND CONTROL GROUP 5 

S.S. d .f. M.S. F Level of 
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Significance 

Total 
Between Groups 
Within Groups 

Critical F (.05) 

13 .11 26 
.84 1 .84 

12.27 25 .4908 

4.24 

TABLE XXI 

NEED TO HELP PEOPLE MEANS AND STANDARD 
DEVIATIONS FOR EXPERIMENTAL GROUP 

4 AND CONTROL GROUP 5 

1. 7142 N.S. 

Group Sample Size Means Standard Deviations 

Experimental Group 4 
Contro 1 Group 5 

14 
13 

2.32 
2.25 

.4429 

.4939 



Source 

Total 

TABLE XXII 

ANALYSIS OF VARIANCE: NEED TO HELP PEOPLE 
SCORES OF EXPERIMENTAL GROUP 4 AND 

CONTROL GROUP 5 

S.S. d.f. M.S. F 

5.97 26 

50 

Level of 
Significance 

Between Groups .03 1 .03 .1262 N.S. Within Groups 5.94 25 .2376 

Critical F (.05) = 4.24 

TABLE XXIII 

NEED FOR PEOPLE MEANS AND STANDARD DEVIATIONS 
FOR EXPERDmNTAL GROUP 4 AND 

CONTROL GROUP 5 

Group Sample Size Means Standard Deviations 

Experimental Group 4 
Con tro 1 Group 5 

14 
13 

2.55 
2.53 

.5631 

.5137 



Source 

Total 

TABLE XXIV 

ANALYSIS OF VARIANCE: NEED FOR PEOPLE SCORES 
OF EXPERIMENTAL GROUP 4 AND 

CONTROL GROUP 5 

S.S. d. f. M~S. F 

7.87 26 

51 

Level of 
Significance 

Between Groups .01 1 .01 
.0318 N.S .• Within Groups 7.86 25 .3144 

Critical F (.05) = 4.24 

TABLE XXV 

INTERPERSONAL AGGRESSION MEANS AND STANDARD 
DEVIATIONS FOR EXPERIMENTAL GROUP 4 

AND CONTROL GROUP 5 

Group Sample Size Means Standard Deviations 

Experimental Group 4 
Control Group 5 

14 
13 

3.20 
3.33 

.6881 

.5830 



Source 

TABLE :XXVI 

ANALYSIS OF VARIANCE: INTERPERSONAL AGGRESSION 
SCORES OF EXPERIMENTAL GROUP 4 

AND CONTROL GROUP 5 

s.s. d.f. M.S. F 

52 

Level of 
Significance 

Total 
Between Groups 
Within Groups 

Critical F (.05) 

11.16 26 
.12 1 .120 

11.04 25 .4416 

= 4.24 

TABLE :XXVII 

ANOMIE MEANS AND STANDARD DEVIATIONS FOR 
EXPERilfENTAL GROUP 4 AND 

CONTROL GROUP 5 

. 2717 N.S • 

Group Sample Size Means Standard Deviations 

Experimental Group 4 
Control Group 5 

14 
13 

2.90 
2.74 

.4606 

.4795 



Source 

TABLE XXVIII 

ANALYSIS OF VARIANCE: AOOMIE SCORES OF 
EXPERIMENTAL GROUP 4 AND 

CONTROL GROUP 5 

S.S. d.f. M.S .. 

53 

F Level of 
Significance 

Total 6.14 26 
Between Groups .16 1 .160 

.6688 N.s. Within Groups 5.98 25 .2392 

Critical F (.05) = 4.24 

Hypothesis Four 

Hypothesis Four: There will be no significant differences in 

belief systems' scores between Experimental Group 6 (Students) and 

Control Group 7 (Students) due to the treatment. 

The data were treated statistically in the same manner as they 

~ere in the preceding tables associated with Experimental Group 4 and 

Control Group 5. The group treatment in Experimental Group 6 yielded 

no significant differences in total CST scores as is evidenced in the 

tables below. 



TABLE XXIX 

TOTAL Qfil:. -MEANS AND STANDARD. DEVIATIONS FOR 
. STUDENT GROUPS 6 AND 7 
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Groups Sample Size Means Standard Deviations 

Experimental Group 6 
Control Group 7 

11 
14 

2.61 
2.50 

Source 

Total 

TABLE XXX 

ANALYSIS OF VARIANCE: TOTAL CST SCORES 
OF EXPERIMENTAL GROUP 6 COMPARED 

WITH f§! SCORES OF 
CONTROL GROUP 7 

S.S. d.f. M.S. F 

2.36 24 

1.022 
.9022 

Level of 
Significance 

Between Groups .07 1 .070 .7035 N.S. Within Groups 2.29 23 .0995 

Critical F (.05) = 4.28 
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The six Conceptual Systems Test scores from Experimental Group 6 

and Control Group 7 were examined for significant differences. Tables 

XXXI through XLII sunnnarize the data for each factor. The treatment in 

Experimental Group 6 did not produce significant differences in CST 

factor scores when comparing the calculated F with its respective 

critical value. 

TABLE XXXI 

DIVINE FATE CONTROL MEANS AND STANDARD 
DEVIATIONS FOR EXPERIMENTAL GROUP 

6 AND CONTROL GROUP 7 

Group Sample Size Means Standard Deviations 

Experimental Group 6 
Control Group 7 

11 
14 

2.70 
2.18 

.8678 

.2769 



Source 

Total 

TABLE XXXII 

ANALYSIS OF VARIANCE: DIVINE FATE CONTROL 
SCORES OF EXPERIMENTAL GROUP 

6 AND CONTROL GROUP 7 

S.S. d.f. MoS. F 

10.96 24 
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Level of 
Significance 

Between Groups 1.60 1 1.60 
3.930 N .s. Within Groups 9.36 23 .4069 

Critical F (.05) = 4.28 

TABLE XXXIII 

NEED FOR STRUCTURE-ORDER MEANS AND STANDARD 
DEVIATIONS FOR EXPERIMENTAL GROUP 

6 AND CONTROL GROUP 7 

Group Sample Size Means Standard Deviations 

Experimental Group 6 
Control Group 7 

11 
14 

2.69 
2.34 

.7050 

.6598 



Source 

TABLE XXXIV 

ANALYSIS OF VARIANCE; NEED FOR STRUCTURE-ORDER 
SCORES OF EXPERIMENTAL GROUP 6 

AND CONTROL GROUP 7 

s .s. d.f. M.S. F 
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Level of 
Significance 

Total 
Between Groups 
Within Groups 

12.34 24 
.77 1 • 770 

11.57 23 .503 

TABLE XXXV 

NEED TO HELP PEOPLE MEANS AND STANDARD 
DEVIATIONS FOR EXPERIMENTAL GROUP 

6 AND CONTROL GROUP 7 

1.530 N ~S. 

Group Sample Size Means Standard Deviations 

Experimental Group 6 
Control Group 7 

11 
14 

2.20 
2.15 

.5488 
,6482 



Source 

Total 

TABLE XXXVI 

ANALYSIS OF VARIANCE: NEED TO HELP PEOPLE 
SCORES OF EXPERDmNTAL GROUP 6 AND 

CONTROL GROUP 7 

s.s. d.f. M.S. 

9.21 24 

58 

r-'-

F Level of 
Significance 

Be tween Groups .01 1 .01 .250 N .. S. Within Groups 9.20 23 .40 

Critical F (.05) = 4.28 

TABLE XXXVII 

NEED FOR PEOPLE MEANS AND STANDARD DEVIATIONS 
FOR EXPERDmNTAL GROUP 6 AND 

CONTROL GROUP 7 

Source Sample Size Means Standard Deviations 

Experimental Group 6 
Control Group 7 

11 
14 

2.24 
2.37 

.3873 

.3768 
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TABLE XXXVIII 

ANALYSIS OF VARIANCE: NEED FOR PEOPLE SCORES 
OF EXPERIMENTAL GROUP 6 AND 

CONTROL GROUP 7 

Source S.S. d.£. M.S. F Level of 
Significance 

Total 3.82 24 
Between Groups .10 1 .10 

.618 N.S. Within Groups 3.72 23 .1617 

Critical F ( .05) = 4.28 

TABLE"XXXIX 

INTERPERSONAL AGGRESSION MEANS AND STANDARD 
DEVIATIONS FOR EXPERIMENTAL GROUP 6 

AND CONTROL GROUP 7 

Group Sample Size Means Standard Deviations 

Experimental Group 6 
Control Group 7 

11 
14 

3.34 
3.41 

.9897 

.6707 



Source 

Total 

TABLE XL 

ANALYSIS OF VARIANCE: INTERPERSONAL AGGRESSION 
SCORES OF EXPERIMENTAL GROUP 6 

AND CONTROL GROUP 7 

S.S. d.f. M.,S, F 

17c.10 24 
.02 1 .020 
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Level of 
Significance 

Between Groups 
Within Groups 17.08 23 .7426 .0269 N,,S. 

Critical F (.05) - 4.28 

TABLE XLI 

ANOMIE MEANS AND STANDARD DEVIATIONS FOR 
EXPERIMENTAL GROUP 6 AND 

CONTROL GROUP 7 

Group Sample Size Means Standard Deviations 

Experimental Group 6 
Control Group 7 

11 
14 

2.45 
2,54 

,6557 
.5542 



Source 

TABLE XLII 

ANALYSIS OF VARIANCE: ANOMIE SCORES OF 
EXPERIMENTAL GROUP 6 AND 

CONTROL GROUP 7 

S.S. d.f. M.S. F 
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Level of 
Significance 

Total 9.08 24 
Between Groups .04 1 .040 

.1017 N.S. Within Groups 9.04 23 .3930 

Critical F (. 05) = 4.28 

Subjective Data 

The researcher lifted from the compilation of subjective data that 

material which appeared relevant to the purpose of this project. 

Consequently, data which indicated (1) a reconsideration of ones 

beliefs, (2) a need for teacher-student communication, and/or (3) a 

promising approach in attitude change were reported. 

Item 20 of the Student Questionaire (Appendix F) was also treated 

as subjective data. Its pertinence lies in the strivings for the 

attainment of functioning which is characteristic of that ascribed to 

abstract functioning. These strivings are depicted as unfulfilled 

needs deserving further attention in educational research. 

Evidence of Reconsideration of Beliefs 

Several comments from both teachers and students indicated a 



reconsideration of their belief tendencies in regard to many topics. 

Statements such as: 

"I saw myself get angry at someone right after leaving the 
session last week, and had said previously that it did not 
happen to me." 

"I thought I knew what I believed, but now I'm not sure. 11 

''What I believe is right is not always practicaL" 
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are given as examples of movement toward abstractness as a resultant of 

the treatment. 

Lack in Teacher-Student Understanding 

were: 

Students' connnents relative to a lack in teacher understanding 

''Why can't we let our hatr grow long? Can anyone explain the 
harm?" 

"If we are to be governed, then we should be permitted to 
help form the rules." 

"Students are able to function independently of so much adult 
guidance." 

Why this rule, why that rule, who knows?" 

The teachers' connnents were: 

''Why don't students participate more in class with the sub
ject matter? They talk in the halls afterward." 

"Teachers must force some things upon students whether they 
like them or not. 11 

"The students wanted the more humorous literature (from a 
high school questionaire) instead of the adult selections." 

''Yes, I would pass my values on to another person without 
deviation if I had the power to do so." 

"Why are students so different in their values from adults?" 
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The students' statements were an integral part of the treatment 

component (student discussion summaries) used in Teacher Experimental 

Group 2. The teachers' comments were gleaned from both teacher groups, 

some denoting direct reactions to students' comments, others related. 

The statements are interpreted as indicators of students' and teachers' 

awareness in belief systems' discrepancies, which is a preliminary 

step toward abstractness. 

Role Playing 

It appeared to be difficult for members in both teachers' and 

students' groups to engage in role playing activities. When they did, 

typical comments were: "That's weird" and ''My, I feel terrible." 

The purpose of this part of the treatment was to encourage 

participants to identify with other roles. The comments are inter

preted to mean that the treatment was successful in producing movement 

toward abstractness among some of the group members. 

Student Questionaire, Item 20 

The Student Questionaire (an objective test except for item 20) 

was administered to all students in the two experimental groups. Items 

1 through 19 are treated as informal test data in a following section 

of this chapter. Item 20 is a sentence completion stimulus item. 

Sample responses to this item are found in Appendix G. Students' 

responses to it are listed under three categories of influences which 

are related to the present investigation. The responses can be 

summarized by stating that students would enjoy life more if they could 

gain more independence from adult influences and have the perceived 
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social and psychological needs fulfilled. 

The perceived unfulfilled needs for independence, social stability, 

and psychological autonomy are seen by the researcher as hindrances 

to the attaining of abstractness. While treatment did not appear to be 

sufficient in producing the desired movement toward abstractness, the 

nature and intensity of the expressions are interpreted as indicators 

of strivings toward this goal. 

Informal Test Data 

The data from the informal Teacher Questionaire are presented in 

Table XLIII below. Consistent directional differences between group 

scores (except item 2 which was expected to be in this direction) can 

be observed on all items. Since some of the items reflect project 

objectives, the researcher suggests that the differences in the treat

ments' effects may be noted in the discrepancies between these item 

scores. Those supporting the probable effectiveness of the Group 2 

approach are items 3 and 4: "I have given more thought to my own 

beliefs since attending these sessions" and" I have given more thought 

to the beliefs of others since attending these sessions." The magnitude 

of mean score differences is noted by the 4 plus ratings given to Group 

2 as contrasted with the 3 plus ratings for Group 1. 

Table XLIV contains the data from the informal Student Questionaire 

administered to the student experimental groups. Because of identical 

treatment, extreme differences between the two groups were not expected. 

Some of the test items were constructed to aid in an informal evaluation 

of the treatment's effectiveness. An arbitrary decision was made to 

consider mean scores above 3.99 and below 2.00 as possible indicators of 
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effectiveness. Those relevant items ranking within this range are: 

Item 10: Since these group discussions, I have given more 
thought to my own beliefs. 

Item 11: Since these group discussions, I have given more 
thought to the beliefs of others. 

Other item6 indicating a strong interest in student group discus-

sion activities are: 

Item 4; The group topics should be discussed among high 
school groups. 

Item 7: I would like to find out more about the thoughts 
and feelings of other group members. 

Item 9: I think I would learn more if we had class dis
cussions. 

Item 12: My mind is pretty well made up about most things, 
so it doesn't help me to discuss with others. 

Responses to these items suggest the appropriateness of group dis-

cussion for projects of this nature and its intrinsic value for involve-

ment in learning .enviromnents with high school students. 

Items 

1. 
2. 
3. 
4. 
5. 

TABLE XLIII 

MEANS AND STANDARD DEVIATIONS 
FOR TEACHER QUESTIONAIRE 

Experimental Group 1 Experimental 
Means Standard Means 

Deviations 

3.22 .833 4.33 
2.11 1. 763 1.22 
3.22 1.090 4.44 
3.44 1.014 4.33 
3.00 .866 3.22 

Group 2 
Standard 

Deviations 

.943 

.395 
~727 
.707 
.834 



6. 
7. 
8, 
9. 

10. 

Items 

L 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 

10. 
lL 
12. 
13. 
14. 
15. 
16. 
17. 
18. 
19. 

2.11 
1.89 
2.78 
3 .11 
3.44 

TABLE XLIII (Continued) 

1.452 
1.268 

.972 
1.166 
1.334 

TABLE XLIV 

2.78 
3.00 
3 .11 
3.89 
3.89 

MEANS AND STANDARD DEVIATIONS 
FOR STUDENT QUESTIONAIRE 

1. 714 
1.650 
1.268 
1.166 

.600 
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Experimental Group 4 Experimental Group 6 
Means Standard Means Standard 

Deviations Deviations 

3.94 .306 3.09 1.300 
1.06 .242 1.09 .301 
1. 76 1.200 2.18 1.249 
4.65 .866 4.09 1.220 
3.12 1.655 2.55 1.571 
3.58 1.175 3.27 1.421 
4 .12 .781 4 .. 18 .751 
2.24 1.300 2.18 1.326 
4. 77 .437 4.64 .675 
4.35 .862 3.73 L349 
4.06 .898 3.73 1.349 
L59 .870 2.00 1.673 
3.00 1.513 3.00 1.265 
2,53 1.015 2.82 .310 
3.94 1.435 3.55 1.380 
3.53 1.375 3.45 1.438 
2.76 1.562 2.09 1.445 
2.24 1.523 2.09 1.4.45 
2.06 1.145 1.91 .831 
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Conceptual Systems Classifications 

The motivating force behind teachers volunteering for the groups 

was of concern to the researcher. A partial explanation, he felt could 

be given by considering the conceptual systems classifications of the 

volunteers. 

Characteristics of representatives from each of the four con

ceptual systems proposed by Harvey (27) are based upon a considerable 

amount of research. The first system is characterized by expressions 

of high absolutism, high tautologicalness, high frequency of platitudes 

and normative statements, high ethnocentricism, high religiosity, 

assertion of the superiority of American morality, and expression of 

highly positive attitudes toward institutional referents. The second 

system included respondents who in addition to being highly evaluative 

and absolutistic, expressed strong negative attitudes toward such 

referents as marriage, religion, and the American way of life. System 

3 individuals are identified by their strong positive beliefs about 

friendship, people, and interpersonal relations. System 4 functioning, 

the highest of the four levels of abstractness, was indicated by expres

sions of novelty and appropriateness, independence without negativism, 

high relativism and contingency of thought, and the general usage of 

multidimensional rather than unidimensional interpretative categories. 

First, all participants (students and teachers) were classified 

with the Conceptual Systems Test (Appendix B) and the Profile Analysis 

Cutting Points in Appendix D. The data are exhibited in Tables XLVI 

and XLVII, Appendix H. Secondly, because of the difference in 

characteristics among systems' representatives, it was surmised that 

the major portion of the volunteers classified as Systems 3 and 4 would 



68 

participate because of their interest in such activities while the 

greater percentage of System 1 representatives would need an additional 

incentive. This incentive was the offering of in-service credit to all 

participants. Table XLV gives the in-service credit needs of the 

teacher volunteers (information derived from the superintendent's 

office) and their conceptual systems classifications. 

TABLE XLV 

COMPARING TEACHER PARTICIPANTS RELATIVE 
TO CONCEPrUAL SYSTEMS CLASSIFICATIONS 

AND IN-SERVICE CREDIT NEEDS 

Conceptual Systems Classifications 
1 2 3 4 

Teachers needing in-
service credit 7 2 

Teachers not needing 
in-service credit 3 6 12 

Totals 10 6 14 

Summary 

Total 

9 

21 

30 

The format of this chapter arranges the hypotheses in the original 

sequence with tables summarizing the data between. An analysis of total 
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Conceptual Systems Test scores for each experimental and control group 

was given first. After these data were presented, the factor scores 

were analyzed and presented in the same manner. The null hypothesis of 

no significance relative to the treatment was supported with all 

comparisons at the .05 level. After completing the formal analysis, 

subjective and informal test data were introduced to provide a more 

thorough investigation. Concluding the chapter was the presentation of 

possible motivating influences toward group participation. 



CHAPrER V 

SUMMARY OF RESULTS, IMPLICATIONS 

AND RECOMMENDATIONS 

Introduction 

This chapter will first present a surrnnary of the problem under 

study. Implications from the findings, documented in Chapter IV will 

follow. Recommendations for further study will conclude the chapter. 

Summary 

The central purpose of this study was to investigate the influence 

of a teachers' in-service training program and student group counseling 

on teachers' and students' belief systems. 

After securing permission from the school administration, a 

letter was written to all members of the instructional staff, informing 

them of the proposed in-service opportunity. Thirty-eight potential 

participants responded, indicating their desire to attend the sessions. 

Random assignments were made from the 38 faculty volunteers to form two 

experimental groups and one control group, comprised of ten members in 

each group. 

The teacher of the Family Relations classes rendered her services 

by introducing the project to her classes and securing 52 volunteers 

from the four sections. Because of scheduling difficulties and the need 



for randomization, the two morning classes were dealt with separately 

from the afternoon classes. The result was one experimental and one 

control in the morning with the same in the afternoon. 
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The treatment for Experimental Group 1 consisted of the discussion 

of affectively laden stimulus topics with encouragement intermittently 

given by the leader to be aware of other members' expressions. Further 

requirements were to read the book, Expanding the Self: Personal 

Growth for Teachers, by Boy and Pine, and listen to two hours of tapes 

which were recorded during their group sessions. Experimental Group 2 

was given a different treatment. Summaries from the students' group 

sessions were introduced to the teachers for discussion at the begin

ning of each session. Encouragement from the leader was also given to 

intensify their efforts in understanding other members' expressions. 

The above requirement for the reading of the book was included, along 

with two hours of listening to tapes which were recorded in their 

classrooms. Treatment for the student groups (experimental) was 

essentially the same as Experimental Group 1 without the book and 

tapes. Teacher and student control groups received no treatment. 

The teachers' groups were scheduled for eight one-hour meetings 

with the students' groups meeting for five 55 minute sessions. Each of 

the experimental groups and their controls was administered the 

Conceptual Systems Test upon completion of the treatment program. 

The four hypotheses were tested utilizing an 1 X 3 and an 1 X 2 

analysis of variance. Nondirectional tests at the .05 level of 

significance were used throughout the study. Individual findings of 

this study are sunnnarized below: 



Hypothesis Or-2 

Hypothesis One stated that there would be no significant 

differences in belief systems' scores between Experimental Group 1 

(teachers) and Control Group 3 (teachers) due to the treatment. The 

hypothesis was supported. 

Hypothesis Two 

Hypothesis Two stated that there would be no significant 

differences in belief systems' scores between Experimental Group 2 

(teachers) and Control Group 3 (teachers) due to the treatment. The 

hypothesis was supported. 

Hypothesis Three 

Hypothesis Three stated that there would be no significant 

differences in belief systems' scores between Group 4 (students) and 

Control Group 5 (students) due to the treatment. The hypothesis was 

supported. 

Hypothesis Four 

Hypothesis Four stated that there would be no significant 

differences in belief systems' scores between Experimental Group 6 

(students) and Control Group 7 (students) due to the treatment. The 

hypothesis was supported. 

Implications 

To draw implications from this study, the researcher must limit 

any statements to the sample population and instrument used. To make 
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applications to othe~ populations of teachers and senior students would 

be speculative. The following implications are made, keeping the above 

limitations in mind. 

In this study the researcher requested responses from an 

instructional faculty of 230 with 38 volunteering. Students also were 

taken on a voluntary basis resulting in 52 out of a total enrollment of 

103. The nonselective approach with volunteer participants did not 

reveal any significant differences in group members' belief systems as 

a result of the treatment. Because of the possibility of a higher per

centage of "abstract" individuals among those who volunteered, compared 

with Harvey's (28) research, more studies using teachers lacking in the 

characteristics of abstractness are n~eded. 

An indication of a person's beliefs being resistant to change is 

seen in the "no significant difference" ratings given to the hypotheses. 

The treatment did, however, succeed in gaining sufficient overt expres

sions from the group members which was a necessary prerequisite for 

treatment effectiveness.. The creation of an atmosphere of openness, 

which also is a highly significant factor in abstract functioning, was 

observed in most of the sessions. 

Role playing, a facet of the treatment, received many comments 

concerning the difficulty involved when one plays the role of another. 

These difficulties are interpreted to imply that one group member is 

trying to understand the functioning of another person with different 

beliefs. As one plays the role of another, he supposedly identifies 

with the thinking and feeling of that role which may be quite different 

from his own. The fostering of this relationship (a means to abstract 

functioning) while not sufficient enough to effect significant changes 



in Conceptual Systems Test scores, appeared to be prevalent in all of 

the group sessions where role playing was used. 
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The voluntary expressions of students when informed that their 

conments would be relayed on to a group of teachers, are indicative of 

the facilitating group atmosphere, which was a necessary part of the 

treatment process. Teachers also responded with apparent interest to 

the students' conments. Even though a lack in understanding was 

observed in many of the teachers' and students' conments, they are seen 

as manifestations of concern for apparent discrepant beliefs, which the 

researcher views as being essential in the modification of belief 

systems. 

Although there were no significant differences shown in belief 

systems' scores, an informal questionaire (Appendix E) did suggest that 

the treatment used in teachers' Experimental Group 2 was partially 

effective in producing desired movement toward abstract functioning. 

An informal questionaire (Appendix F) was also administered to the 

students. The results imply that the treatment was probably influen

tial in causing students not only to reflect upon their own beliefs, 

but compare them with the beliefs of others. Support for the appro

priateness of treatment (discussions) was given, not only with 

attitudinal topics, but academic material as well. 

Reconunendations for Further Study 

The reconunendations for further study are made on the basis of 

test data, observations during the sessions, and the problems encoun

tered during the procedural arrangements. 



1. Although no significant differences appeared between the 

groups as a result of the treatment, it is recommended that the 

approach used in this study be tested more thoroughly by increasing 

the number of concrete functioning individuals in the study. 
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2. This study was concerned with the relationship of teachers' 

belief systems with those of their students. Further study of this 

relationship is essential by comparing relative effects of teachers' 

belief systems upon the attainment of educational goals such as: 

increasing independence of thought, problem solving strategies, social 

maturity, and improved attitudes toward authority. 

3. Although no significant differences appeared due to the treat

ment, the involving effects of role playing seemed to merit further 

investigation for belief systems' change. It was observed that belief 

systems of individuals in the study were involved more during role 

playing than any other part of the treatment. 

4. The students appeared eager to express their strong feelings 

in vital belief system areas when told that their comments would be 

relayed to a group of teachers. The teachers reciprocated with expres

sions of strong interest in the students' comments. Therefore, further 

study is recommended, combining students and teachers to interact about 

their incongruent belief systems in order to examine potential changes 

in beliefs. 

5. Some of the findings of this study suggest that informal 

communication between teachers and students may have affected students' 

belief systems more than formal class instruction. A research design 

directed toward the investigation of this potential effect (formal vs. 

informal communication) on belief systems' change is recommended. 
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January 23, 1973 

Dear Teacher: 

By now I have talked informally to a great percentage of the teachers 
in the School System. I welcome the opportunity to get 
acquainted with more of you. Please don 1 t hesitate to call if I can 
assist you. 

81 

As many of you know, a large portion of my time is spent with students 
(testing, follow-up, counseling, placement) and consulting with teachers 
who have problem classroom situations. Additional to the present 
services offered to teachers is my desire to work with you in other 
ways. 

Recently, a growth group for teachers was conducted in Stillwater by 
Dr. , an~ professor. It was only a one day seminar, but 
the corrunents concerning its effectiveness were very promising. The 
evaluations of the group session by the teachers, besides being compli
mentary, strongly urged the continuation of such groups for teachers. 

I am offering a similar opportunity for you to participate in a group 
experience here on the school premises this semester. The group will 
be conducted in the same manner as a discussion group with the members 
participating on a voluntary basis only. Every effort will be made to 
keep the atmosphere as nonthreatening as possible. T_he group design 
will include eight one-hour sessions for eight weeks, meeting at 4:00 
p. m. or 7:00 p. m. on a suitable day. To complement this, two tapes 
and one small paperback book will be used as outside activities. After 
the completion of the scheduled activities, you will have an opportunity 
to conunent on the effectiveness of the program. This.information will 
be of great value as we plan for the coming year. 

Recogntzing the potential value of these group sessions, the Administra
tion has approved the proposal and offered one hour of in-service 
credit to all participants. 

I need your response this week, which may be indicated by returning 
this letter to your principal. Please feel free to call if further 
explanation is needed. 

Sincerely, 

T. Dale Pollard 
· School·Psychologist 

I would like to participate in the group sessions. 

Name School 
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CST-LF 2/71 

PERSONAL OPINION SCALE 

The following is a study of what the general public thinks and feels 
about a number of important social and personal questions. The best 
answer to each statement below is your personal opinion. We have tried 
to cover many different and opposing points of view; you may find your
self 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. 

Please mark each statement on the line beside the numbers from 1 to 5 
depending on how you feel in each case. 

1 • I agree completely 
2 • I agree mostly (i.e., more than disagree) 
3 • I agree and disagree about equally 
4 • I disagree mostly (i.e., more than agree) 
5 • I disagree completely 

~~- 1. I think I have more friends than most people I know. 

___ 2. Contributing to human welfare is the most satisfying human 
endeavor. 

~~- 3. I like to meet new people. 

___ 4. No man can be fully successful in life without belief or 
faith in divine guidance. 

~~- 5. I feel like telling other people off when I disagree with 
them. 

___ 6. I like to help my friends when they are in trouble. 

~~- 7. I always like for other people to tell me their problems. 

~~- 8. I like to criticise people who a.re in a position of authority. 

~~- 9. I feel at home with almost everyone and like to participate 
in what they are doing. 

~~-10. In the final analysis, events in the world will untima.tely 
be in line with the master plan of God. 
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---11. The dictates of one I s religion should be followed with trust-
ing faith. 

___ 12. I like to keep my letters, bills, and other papers neatly 
arranged and filed according to some system. 

___ 13o Most people can still be depended upon to come through in a 
pinch. 

---140 I like to join clubs or social groups. 

---15. Any written work that I do I like to have precise, neat and 
well organized. 

---16. It is safest to assume that all people have a v1c1ous streak 
and it will come out when they are given a chance. 

___ 17. I like to have my meals organized and a definite time set 
aside for eating. 

___ 18. I like to do things with my friends rather than by myself. 

---19. I like to have a place for everything and everything i.n its 
place. 

20. I enjoy very much being a part of a group. ---
___ 21. I like to help other people who are less fortunate than I am. 

_____ 22. I like to have my life so arranged that it runs smoothly and 
without much change in my plans. 

___ 23. I like my friends to confide in me and to tell me their 
troubles. 

24. I like to have my work organized and planned before begin---- ni.ng it. 

____ 25. I enjoy making sacrifices for the sake of the happiness of 
others. 

~~26. I feel like making fun of people who do things that I regard 
as stupid. 

---27. Sin is but a cultural concept built by man. 

28. I like to keep my things neat and orderly on my desk or ---
workspace. 

___ 29. I prefer to do things alone, rather than with my friends. 

---'30. I believe that to attain my goals it is only necessary for 
me to live as God would have me live. 
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31. I find that 4 well-ordered mode ·of life with -regular hours is --= suitable to my personality. 

__ 3_2. I like to form new ·friendsq.ips. 

_ _,33·. ~ese days a person doesn't really know whom he can count on. 

__ .34. There are som.e things 'Which God will never permit man to know. 

__ 35. Politicians have to bribe ·people. 

36. I like to start conversation. --· 
__ .37. I feel like getting revenge when someone has insulted me. 

__ 3.8. I am a very sociable person 1'ho gets along easily ·with .nearly 
·everyon~. 

_ _.39. I like to treat other people with kindness and sympathy. 

__ 40. I like to sympathize with my ·friends when they are hurt or 
sick. 

__ 41. I don't like for things. to be uncertain and unpredictable. 

__ 42. You som.etim.es can't help wondering ·whether anything's 
worthwhile anymore. 

__ 43. I like to plan and organize the details of any work ·1 under
take. 

__ 44. The way to peace in the world is through. religion. 

45. Guilt results from violation of God's law. --
__ 46. Anyone who completely -trusts anyon,e else is asking for 

trouble. 

__ 47. I like to give lots of ·parties. 

__ 48. Marriage is a divine institution for the glorification of 
God. 

__ 49. I like to make as many friends as I can. 
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CONCEPI.'UAL SYSTEMS TEST 

. Factors Obl. Fact. Coef . 

Divine Fate Control 

31 I believe that to attain my goals. it is only necessary for 
me to live as God would have ·me live, 81 

10 In the final analysis, events in the world will ultimately be 
in line with·. the master plan of God. 78 

45 The way to peace in the world is through ·.religion. 80 

-35 Guilt results from violation of God 1 s law. 77 

22 Marriage is a divine institution for the glorification of God. 69 

4 No man ·can be fully successful in Jife ·without belief or faith 
.in .divine guidance. 75 

28 Sin is bµt a cu.ltural concept built by matt. 

.16 The dictates of one's religion should be followed with 
trusting.faith. 

Need for StructuremOrder 

19 I like to have a place for everyth.ing and everything in-its 

-60 

64 

place. 84 

29 I like to, keep my, things neat and . orderly on ~ desk or 
workspace~ 83 

25 I like to have my work organized .and planned before begin-
ning it. 62 

37 I like to keep my,letters, bills, and other papers neatly 
arranged and filed according to some system. 68 

23 I like to-·have my ·life so arranged. that it runs smoethly and 
without much change in ·my_ plans. 66 

44 I like to plan and organize the ·details of any work that I 
undertake. 65 

14 Any written work that I do I like to hav~ precise, neat and 
well organized. 54 
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42 I don 1 t like for things to be uncertain and unpredictable. 55 

33 I find that a well organized mode of life with regular hours 
is suitable to my personality. 74 

17 I like to have my meals organized and a definite time set 
aside for eating. 60 

Need to Help People 

24 I like my friends to confide in me and to tell me their 
troubles. 76 

47 I always like for other people to tell me their problems. 68 

6 I like to help my friends when they are in trouble. 53 

2 Contributing to human welfare is the most satisfying human 
endeavor. 53 

21 I like to help other people who are less fortunate that I am. 55 

32 I like to treat other people with kindness and sympathy. 52 

41 I like to sympathize with my friends when they are hurt or 
sick. 58 

26 I enjoy making sacrifices for the sake of the happiness of 
others. 54 

Need for People 

13 I like to join clubs or social groups. 55 

20 I enjoy very much being a part of a group. 54 

3 I like to meet new people. 69 

48 I like to make as many friends as I can. 67 

40 I like to form new friendships 74 

9 I am a very sociable person who gets along easily with nearly 
everyone. 60 

39 I feel at home with almost everyone and like to participate 
in what they are doing. 64 

11 I like to start conversation. 57 
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47 I like to give lots of parties. 54 

30 I prefer to do things alone, rather than with my friends. -74 

1 I think I have more friends than most people I know. 56 

18 I like to do things with my friends rather than by myself, 73 

Interpersonal Aggression 

5 I feel like telling other people off when I disagree with 
them. 

38 I feel like getting revenge when someone has insulted me. 

27 I feel like making fun of people who do things that I regard 
as stupid. 

58 

68 

61 

8 I like to criticise people who are in a position of authority. 53 

Anomie 

34 These days a person doesn[t really know whom he can count on. 73 

43 You sometimes can't help wondering whether anything's worth-
while anymore. 57 

15 It is safest to assume that all people have a v1c1ous streak 
and it will come out when they are given a chance. 59 

46 Anyone who completely trusts anyone else is asking for 
trouble. 51 

36 Politicians have to bribe people. 69 

12 Most people can still be depended upon to come through in a 
pinch. 50 
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CUTrING POINTS FOR PROFILE ANALYSIS ON THE CST 

System.I .§..s are those ·who score above 4.19 on Divine Fate Control. 

System 2 .§..s are those whose score pattern.is: 

Less than ·or equal to 4.19 on Divine Fate Control. 
Greater tban·3.75 on Interpersonal Aggression. 
Greater than 3.39 on General Pessimism. 

System 3 .§..s are those whose score pattern is: 

Less than or equal to 4.19 on Divine Fate Control. 
Less than or equal to 3.75 on Interpersonal Aggression. 
G~eater than 4.10 on Need for People. 

System.4 Jis are those whose score pattern·is: 

Less than or equal to 4.19 on Divine Fate Control. 
Less than or equa.1 to 4 .. 10 on Need for Structure-Order. 
Less tban·or equal to 4.10 on Need for People. 
Less than or equal to 3.75 on Interpersonal Aggression. 

Note: Before applying mean scores to this guide, the item scores 
must be reversed.in numerical value. For instance, a score 
of 1 will become 5 and a score of 2 will become 4, and vice 
versa. 
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TEACHER QUESTIONAIRE 

Each item should be responded to with one of the following numbers: 
1 - I disagree, 2 - I disagree mostly, 3 - I disagree and agree equally, 
4 - I agree mostly, and 5 - I agree completely. 

---

1. I benefited from attending the group sessions. 

2. I felt threatened during most of the meetings. 

3. I have given more thought to my own beliefs since attending 
these sessions. 

4. I have given more thought to the beliefs of others since 
attending these sessions, 

5. I pretty well have my mind made up about most things. 

____ 6. I would like to attend a group with more physical (sensitivity 
group experiences) activities. 

7. I would like to attend a group that would permit me to work 
out my personal problems. 

_____ 8. I think there is too much organizational structure (including 
codes, rules, and regulations) in our school system. 

9. I like to be with people most of the time. 

____ 10. I am a creative person. 



APPENDIX F 

STUDENT QUESTIONAIRE 
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STUDENT QUESTIONAIRE 

Each item should be responded to with one of the following 
numbers: 1 - I disagree completely, 2 - I disagree mostly, 3 - I 
disagree and agree aqually, 4 - I agree mostly, and 5 - I agree 
completely. 

1. I benefited from attending the group sessions, 

2. I felt threatened during most of the meetings. 

3. I would like to have discussed more of my personal problems. 

___ 4. The group topics should be discussed among high school 
groups. 

5. I would like to become a member of a group which is composed 
of an equal number of students and teachers. 

6. During the discussions (item 5) I think the students should 
do most of the talking. 
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7. I would like to find out more about the thoughts and feelings 
of other group members. 

____ 8. In most of my classes students are free to discuss topics 
with the teacher. 

9. I think I would learn more if we had class discussions. 

____ 10. Since these group discussions, I have given more thought to 
my own beliefs. 

____ 11. Since these group discussions, I have given more thought to 
the beliefs of others. 

___ 12. My mind is pretty well made up about most things, so it 
doesn't help me to discuss with others. 

____ 13. Parents usually listen to what I have to say on most subjects. 

____ 14. Teachers usually listen to what I have to say on most 
subjects, 

____ 15. I would feel free to discuss any of the topics we discussed 
in these groups with my parents. 

____ 16. I would feel free to discuss any of the topics we discussed 
in these groups with my teachers, 



___ 17, I would feel free to discuss any of the topics we discussed 
in these groups with my principal and assistant principal. 

___ 18. I would feel free to discuss any of the topics we discussed 
in these groups with. the school board members. 

___ 19. I depend on the opinions of adults for my self directionc 

20. I could enjoy life more if (complete the sentence). 
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STUDENT QUESTIONAIRE, ITEM 20 
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STUDENT QUESTIONAIRE 

Typical Responses to Item 20 

Item 20: I could enjoy life more if 

Independence-Dependence Influences 

-my parents would let me live my own life. 
-I had what I wanted and could do what I wanted to do. 
-people would get off my back and let me live my life the 
way I want. 

-I was understood more by my parents. 
-I was away from home and secure. 
-I was more free to say the things I want to say. 

Social Influences 

-people would listen to and understand each other. 
-people would get along with each other. 
-there were not so many world problems. 
-people would treat each other equally. 
-others would try to enjoy life. 
-no one condemned others. 

Internal Influences 

-I had more to offer people. 
-I could be myself more. 
-I knew where I was going and what I was going to do. 
-I could forget my troubles. 
-I had no worries and could go to heaven. 
-things would go right for me. 



APPENDIX H 

TEACHERS' ANP STUDENTS' CONCEPTUAL 
SYSYEMS CLASSIFICATIONS 
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TABLE XLVI 

DEMOGRAPHIC DATA AND CONCEPTUAL SYSTEMS 
CLASSIFICATIONS FOR EACH SUBJECT 

IN TEACHER GROUPS 

Conceptual Systems Classifications 
1 2 3 

Experimental Group l 

Sex: Male 
Female 5 
Total 5 

Age: 20-30 
31-40 2 
41-50 2 
51-60 1 
Total 5 

School: 
Elem. 4 
Jr. Hi. 
Sr. Hi. 1 
Total 5 

Experimental Group~ 

Sex: Male 
Female 3 
Total 3 

Age: 20-30 
31-40 2 
41-50 
51-60 1 
Total 3 

School: 
Elem. 2 
Jr. Hi. 
Sr. Hi. 1 
Total 3 

100 

Total 
4 

1 1 
4 9 
5 10 

4 4 
1 3 

2 
1 

5 10 

3 7 
1 1 
1 2 
5 10 

1 1 
6 9 
7 10 

2 2 
2 

5 5 
1 

7 10 

4 6 
2 2 
1 2 
7 10 
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TABLE XLVI (Continued) 

Control Group 1 

Sex: Male 3 3 
Female 3 2 2 7 
Total 3 5 2 10 

Age: 20-30 3 3 
31-40 1 1 
41-50 2 1 2 5 
51-60 1 1 
Total 3 5 2 10 

School: 
Elem. 2 1 2 5 
Jr. High 1 1 2 
Sr. High 3 3 
Total 3 5 2 10 

Grand Totals 11 5 14 30 



• 

TABLE XLVII 

SEX AND C,ONCEPTUAL SYSTEMS CLASSIFICATIONS 
FOR EACH SUBJECT IN THE STUDENT GROUPS 

Group Conceptual Systems Classifications 
1 2 3 

Experimental Group i 

Sex: Male 3 3 1 
Female 1 1 
Total 4 3 2 

Control Group .:2, 

Sex: Male 4 1 
Female 2 
Total 6 1 

Experimental Group~ 

Sex: Male 1 1 
Female 2 
Total 1 1 2 

Control Group l 

Sex: Male 3 ,1 
Female 2 
Total 5 1 

Grand Totals 16 4 6 
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Total 
4 

4 11 
1 3 
5 14 

5 10 
1 3 
6 13 

2 4 
5 7 
7 11 

6 10 
2 4 
8 14 

26 52 
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