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Chapter I

The Nature of the Problem

What is an effective teacher like? What does she do? We
do not really know. Mitzel says: 'More than half a century
of research effort has not yielded meaningful, measurable cri-
teria around which the majority of the nation's educators can
rally. No standards exist which are commonly agreed upon as
the criteria of teacher effectiveness" (Mitzel, 1960). Ryans
(1960a) and Biddle (1964) agree.

Most educators may agree that good teachers should possess
certain characteristics and should behave in certain ways.
For example, they may agree that a certain minimum of intel-
ligence is necessary--though no one knows what this minimum
is--and that a "good" teacher should be kind and not cruel,
dependable and not undependable, imaginative and not dull.
They may also agree that a teacher should be punctual, self-
controlled, well-adjusted. Indeed, most educators, if allowed
free choice, will probably say that teachers should be alert,
just, fair, efficient, resourceful, and so and on through a
long list of "good" adjectives (Barr, 1950; Mitzel, 1960; Ryans,
1960b). We demand, in short, that teachers be more virtuous
than individuals in other occupations.

Agreement on "good" characteristics, however, does mot
solve the criterion problem. The trait list must be narrowed
since no individual can possess all, or even most, of the
characteristics. Which traits are the crucial ones? Agree-
ment is now more difficult. Can we all agree, for instance,
that teachers should be moral, religious, warm, aggressive,
loyal, and sensitive? Are these traits more or less impor-
tant than such traits as dependable, intelligent, conscien-
tious, and thorough?

Although there is no really satisfactory evidence on the
qualities of effective teachers, educational life must go on.
Teachers must be hired or not hired, fired or not fired. Ten-
ure decisions must be made. What are the determinants of
these decisions? What do administrators and board of educa-
tion members look for in t=achers? What are the determinants
of judgments and estimates? Are there, for example, percep-
tual and judgmental factors within the administrator of which
he is more or less unaware, factors that influence his per-




sonnel decisions as well as decisions on other matters? The

major purpose of the research reported herein was to test the
proposition that there are such factors or determinants and .

that they are an important part of judges' perceptions of the
effective teacher.

The approach of the study bypassed the difficult crite-
rion and prediction problems and concentrated upoii the crite-
rion-setter and judge. The study tested, in a variety of
ways, the basic hypothesis: Judgments of the characteristics
and behaviors of the '"good" or effective teacher--and the
"bad" or ineffective teacher--are in part determined or influ-
enced by judges' attitudes toward education.

A second large purpose of the research was to study the
factor structure and content of attitudes toward education.
While a great deal has been written about what are, in effect,
attitudes toward education, little empirical research has been
done to test accepted and assumed notions about them. For
example, around the turn of the century John Dewey (1902)
outlined two fundamental points of view on education which
were later called "progressivism' and '"traditionalism." Since
then, thousands of words have been written and spoken about
progressivism and traditionalism, but little research has been
done to determine their empirical ''reality."

Mest educators probably recoil from the dichotomy implied
by the terms progressivism and traditionalism. There is lit-
tle doubt, however, that individuals are often sharply divided
in their beliefs on curriculum, subject matter, method, dis-
cipline, and the like (see Brubacher, 1962; Morris, 1961; Dupuis,
1966). The usual assumption about the underlying nature of
educational attitudes and beliefs seems to be that they are
unidimensional and bipolar. This means, of course, that edu-
cational attitudes form a single continuum at one end of which
is extreme progressivism and the other end extreme tradition-
alism. It also means that the progressive is an anti-tradi-
tionalist and the traditionalist an anti-progressive. There
is little research evidence to support this assumption. Indeed,
the evidence to be presented in this repsrt indicates that
the assumption is probably incorrect. A major proposition
of the present study is that educational attitudes are dual-
istic and, in general, bipolar only under certain relatively
infrequent conditions. This means that there are two rela-
tively independent dimensions or factors of educational atti-
tudes that correspond to Dewey's descriptions and that can be
called "progressivism" and "traditionalism."

A third purpose of the research was to study the factor
structures and content of perceptions of desirable traits and




behaviors of teachers. The assumption behind most of the think-
ing and writing about teacher characteristics, like the as-
sumption behind the nature of educational attitudes, is that
the characteristics range themselves on a continuum from very
desirable to very undesirable. This assumption has rarely been
questioned--and is probably wrong, if the evidence to be re-
ported later can be trusted. In faect, part of the present re-
search is based on the notion that the domain of teacher char-
acteristics is multidimensional and not unidimensional. There-
fore, perceptions of teacher characteristics will break dowm
into two or more factors. Two of these factors should appro-
priate most of the common factor variance and should be con-
gruent with the two basic factors of educational attitudes.

In sum, the present study has three major purposes: (1) to
determine the relations between attitudes toward education and
perceptions of desirable characteristics and behaviors of teach-
ers; (2) to study the factor structure and content of attitudes
toward education; and (3) to study the factor structures and
content of perceptions of teacher characteristics and behaviors.
It must be emphasized that the study -is not concerned with the
actual traits and behaviors of teachers. Its focus is on the
perceptions and judgments of these traits and behaviors and on
the relation between educational attitudes and these perceptions
and judgments. Such an approach accomplishes two things. One,
it bypasses the old and somewhat ambiguous problem of the ac-
tual traits possessed by effective and ineffective teachers,
Second, it may lay a partial foundation for theory and research
on the important problems of educational decisions and how they
are made. (See Kerlinger, 1963.)

The study wis done in five phases, and the organization
of this repert reflects these phases. In Phase I, the rela-
tions between attitudes toward education and perceptions of
teacher characteristics were explored in a Q-methodological
fashion .(Kerlinger, 1966). Judges or persons educational at-
titude and perception factors were studied and related. The
emphasis of this phase was strongly on the judge and his judg-
ments of the desirable traits of teachers. In Phase II (and
subsequent phases), an R-methodological approach was used.
Scales constructed to measure attitudes toward education and
perceptions of desirable teacher characteristics were admin-

lyhile a theory of attitudes has been developed to explain
the structural attitude predictions of the study (Kerlinger,
1967a), no comparable theory has been developed, nor does there
seem to be any theory available, to explain the above predic-
tions about the factor structures of perceived traits and be-
haviors. We will attempt a partial explanation later.




istered to teachers and graduate students of education in New
York, and the relations were studied using correlation, fac-
tor analysis, and exact probability tests in the analysis of
the data.

In Phase III, a new and more reliable attitude scale was
constructed. Essentially the same procedure used in Phase II
was followed, exgept that the new attitude scale was used with
the trait perceptions instruments. The samples of teachers
and students to whom the scales were administered, however,
were larger and more widely dispersed in the United States.
The data obtained in this phase are considered the basic data
of the study.

New instruments to measure both educational attitudes
and trait perceptions were constructed in Phase IV on the ba-
sis of the analyzed data of Phases II and III. These instru-
ments were administered to samples in New York, Indiana, Mich-
igan, and North Carolina. The analysis was much the same as
that of Phases II and III except that a "crucial" factor ana-
lytic test of the basic study hypothesis was made.

Phase V is a catch-all. It includes the sub-studies done
on problems related to the main problems. One of these explored
the relations between attitudes toward education and percep-
tions of desirable teacher behaviors. Like the study of Phase
I, it was primarily a Q study. Another sub-study examined the
relations between educational attitudes and perceptions of the
teacher role. A third investigated pseudoprogressivism and
its influence on assessments of teacher behavior. A fourth
set of studies explored possible correlates of educational at-
titudes and trait perceptions. The objective of doing this
last set of studies was to examine the relations between atti-
tudes and perceptions and certain supplementary variables.,




Chapter II

The Theories, Problems, and Hypotheses

Two theories guided this research. The first and more
jmmediately relevant to the main study problem is directive-
state or social perception theory (Allport, 1955, Chs. 13, 14,"
15; Bruner, 1951, 1958; Brumer & Postman, 1951; Postman, 1951,
1953). The second, a structural theory of social attitudes
that may be called a theory of criterial referents of atti-
tudes, was developed during the study (Kerlinger, 1967a). The
two theories will be discussed separately in this chapter, and
their implications for the present study brought out. The
chapter ends with statements and discussions of the study prob-
lems and hypotheses.

Directive-State Theory we.... ...
Social perception is '"the manner in which one person
perceives or infers the traits and intentions of another"
(Bruner, 1958, p. 85). It also includes socially influenced
perceptions of groups, individuals, and objects. The cultur-
al groups of which we are members, for instance, influence
the ways we see, know, and judge the individuals of our own
and other groups. The perceptions and judgments of Jews,
Gentiles, Protestants, Catholics, Negroes, and whites are
to a considerable extent influenced by group-centered atti-
tudes and values (Newcomb, 1950, pp. 94-96, 210-232, 516-517,
574-587; Sherif & Sherif, 1956, pp. 66-73).

Directive states are the motives, needs, emotioms, at-
titudes, and values of individuals. The basic notion of di~-
rective-state theory is that the perceptions of the individ-
ual are influsnced not only by the properties of stimuli and
the environments in-which they are embedded, but also by the
internal states of the individual--his values, attitudes,
motives, and so on, The central directive state of this re-
search is attitudes, specifically attitudes toward education.

An attitude is a complex and enduring structure of cog-
nitive, perceptual, motivational, and emotional components
that predispose the iadividual to behave toward cognitive ob-
jects in certain ways (Krech & Crutchfield, 1948, p. 52;
Newcomb, 1950, pp. 118-119). In short, an attitude is a set,




a readinezs, a predisposition to behave in certain ways toward
things i the environment. And these things are usually sig-
nificant social objects like groups, behaviors, institutions.
Certain important attitudes have cognitive objects that are
highly complex and abstract: general social attitudes, atti-
tudes toward religion, attitudes toward education.

Attitudes are probably partial determinants of many per-
ceptions and judgments, but particularly of perceptions and
judgments of complex objects subject to ambiguous interpreta-
tion.l (See Sherif & Hoviand, 1961, pp. 94-96, 125-126, 180-
185; Sherif & Sherif, 1956, pp. 81-85.) The objects of per-
ception and judgment of this study, teachers and their traits
and behaviors, are complex cognitive objects subject to am-
biguous interpretation. Educational attitudes are the direc-
tive states believed to be important determinants of these
perceptions and judgments. Attitudes, then, should be par-
ticularly important in influencing perceptions of the effec-
tive teacher and his traits because attitudes germane to the
cognitive objects being judged are predispositions to behave
toward the judged cognitive objects and because the cognitive
objects of the perception are complex and subject to ambiguous
interpretation. Attitudes, in other words, are ready-made
generalized choices available for use when appropriate cog-
nitive objects, in this case teachers and their characteris-
tics, are judged.

Directive-state theory is a more or less systematic for-
mulation of something well-known for centuries: men's motives
affect how they see things. The classic case is the lover's
vision of the beloved. The conservative views civil rights
quite differently from the liberal. The pupil and the teacher
see subject matter differently. Indeed, it may even be said
that the teacher's main job is to bring about greater percep-
tual congruence between herself and pupils. Existing evidence,

lin the above discussion the words "perception' and "judg-
ment" are used almost interchangeably., While judgments are
not perceptions (see Johnson, 1955, pp. 284-285), the sirilar-
ities are sufficient to permit use of both words. Perception
is usually considered an immediate act of awareness of envi-
ronmental objects plus some apprehension of the "meaning' of
the objects (Allport, 1955, p. 1). Judgment involves discrim-
ination, comparison, and choice; it is ordinarily more delib-
erate than perception. The meaning of "perception” in this
research, then, is quite broad. It is not inaccurate to say
that we are here thinking of perceptual judgments or judgmental
perceptions. For a discussion of perception that is close
to its present use, see Allport (1955, pp. 364-369) .




as we will see later, seems to indicate that perceptions are
influenced by central directive states. Is it unreasonable
to suppose that educational judgments, particularly judgments
of effective teachers, are affected by the attitudes of the
individuals making the judgments?

A general hypothesis springs from this theoretical reason-
ing: Judgments of the effective professional in any field are
in part a function of the attitudes held by the members of the
profession toward the field and its substance, roles, and work.
Asked to evaluate a physician, say, his fellow physicians'
judgments will in part be affected by the physicians' atti-
tudes toward medicine. An ardent AMA member's attitudes toward
medicine are probably quite different from those of a non-AMA
member. According to our hypothesis, these two professionals'
perceptions of the physician will also differ. It can further
be hypothesized that the clearer and less ambiguous the objects
of perception, however, the less will attitudes affect such
judgments., Attitudes should affect educators' judgments more
than physicians' judgments, since the criteria of a good phy-
sician are more concrete and specific than the criteria of a
good teacher. (See Ryans, 1960a, Ch. 2.)

Teacher Effectiveness Research

There is a great deal of research on teacher traits and
teacher effectiveness. Most of it, however, is only indirectly
relevant to the present study. It will therefore be referred
to only briefly and summarily. The relatively small body of
research that tests directive-state theory propositions is
more directly relevant to the study and will be examined in
greater detail.

Comprehensive summaries on teacher traits and effective-
ness have been prepared by Barr (1948, 1950), Getzels & Jackson
(1963), Mitzel (1960), Ryans (1960b), and Sanford & Trump
(1950). One of the major conclusions of these writers was
mentioned earlier: there are no commonly accepted criteria
of teacher effectiveness (Biddle, 1964; Mitzel, 1960; Ryans,
1960a). Moreover, one gets the impression, on reading the
research, and especially the above-mentioned summaries, that
most teacher effectiveness research has been uszless. A more
conservative and balanced statement is that it has not yielded
results commensurate with the effort put into it. From a
scientific point of view we do not know what a "good" teacher
is like, even though promising beginnings have been made by
Ryans (1960a) and others (see Biddle & Ellena, 1964).

One of the principal reasons, perhaps, for the relatively
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low yield of teacher effectiveness research has been lack ~f
theory orientation. Mitzel and Ryans agree that research vn
teacher effectiveness has been largely futile because it has
neglected theory. Getzels & Jackson (1963), too, stress

this point in their large review of the subject. So does
Biddle (1964). The present study, as indicated earlier, will
be grounded ‘=z social psychological and cognitive theory.

Although most of the teacher effectiveness rese~~ch is
not too relevant to the present study, many studies that use
the basic approach of this study have been done. This approach
consists of asking "experts' what characteristics effective
teachers should or do possess. Perhaps the best-known and
one of the oldest of these studies is that of Charters & Waples
(1929), in which a large list of noun-traits was reduced,
through ranking by educators, to a smaller list of 25 traits
believed to be important in judging teachers. The Charters
and Waples traits were used in an exploratory phase of this
study (see Kerlinger, 1966).

Barr (1948, 1950) has summarized many of the earlier studies.
He concludes that although the research has added materially
to our understanding of desirable traits and abilities, A £ =
is apparent that the identification and definition of teaching
competencies is as yet by no means satisfactory." (Barr, 1950,
p. 1453.) He goes on to say that we do not have an adequate
definition of teaching efficiency. Very significantly for the
present research, he also says that it is possible that many
of the assumptions behind efforts to identify traits and abil-
ities are not sound. One of these assumptions, tested in this
study, is that all "competent' judges of teachers are alike in
their basic views on education, views that may conceivably
affect their judgments. We dispute this assumption and say
that the judgment of desirable teacher characteristics depends
to some extent on the attitudes of the individuals doing the
judging. There seems to have been no research on this problem.

There also Seems to have been no research qp the basic
relations studied in this research, namely the relations be-
tween attitudes and perceptions of desirable traits and behav-
ijors of teachers. The most pertinent research is probably
that of Ryans (1960a). One of Ryans' most significant find-
ings, at least in the present research framework, is his three
patterns of teacher behavior, derived from factor analyses
of extensive observations of elementary and secondary class-
room teachers: X,--friendly, understanding vs. restricted,
aloof, egocentric behavior; Y,--systematic, businesslike,
responsible vs. unplanned, slipshod behavior; Zy--stimulating,
imaginative vs. dull, routine behavior (ibid., Ch. 4). Although
the three patterns could be isolated and identified factor




analytically, they were positively and often substantially
correlated (ibid., pp. 124-125). Later, when we report our
own findings on perceptions of teacher traits, we will see
a marked similarity between Ryans' factors and ours.

Research on Attitudes Toward Education and a
Criterial Referent Theory of Attitudes

Although attitude has been a central social.psychological
concept for many years (Murphy, Murphy, & Newcomb, 1937, Ch.
XI1II), theoretical attitudinal work has been relatively scarce
(Smith, Bruner, & White, 1956, p. 4). And, aside from psycho-
metric investigations, basic attitudinal research has also
been scarce. Katz & Stotland (1959) discuss the “rank empiri-
cism” and phenotypic work of factually minded investigators
with any measures that can be remotely justified as indica-
tors of the concepts with which they were concerned (ibid.,

p. 471). Recent attempts to formulate attitude theory, more-
over, seem to have been dominated by the problem of attitude
change (Katz, 1960; Katz & Stotland, 1959; Rosenberg, 1960) .
Attempts to formulate attitude theory that explains the struc-
tural nature, the factors behind attitudes and the interrela-
tions of the factors, have been very scarce, almost nonexistent.

We have already defined an attitude as a complex and

- enduring structure of cognitive, perceptual, motivational,

and emotional components that predispose the individual to
behave toward attitude referents (usually called "cognitive
objects') in certain ways (Krech & Crutchfield, 1948, p. 152;
Newcomb, 1950, pp. 118-119). Another way to define attitudes,
which stresses beliefs and which is espucially pertinent to
this study, is: an attitude is an enduring structure of des-
criptive, evaluative, and exhortative beliefs that predispose
the individual to behave selectively toward the referents

of the attitude. This definition is based in part on Rokeach's

(1966) definition.

The attitude theory that is central to the study attempts
ﬁ to explain the factorial structure and content of social atti-
+rudes. Educational -attitudes are assumed to be a subset of
the universe of social attitudes. This theory has its roots
in the work of Newcomb (1950}, Krech & Crutchfield (1948),
¢ Katz & Stotland (1959), Rokeach (1366), and others, in '"cate-
gorial" theory (Brumer, Goodnow, & Austin, 1956), end in the
senior author's attitude research (Kerlinger, 1956, 1958,
1961; Kerlinger & .aya, 1959a). Because of its complexity
and because it has been expounded at length elsewhere (Kerlinger,
19,7a), only an outline of it will be presented here.




Social attitudes--and educational attitudes--are conceived
to be basically dualistic. Dualistic means twofold, double,
two-sided. In set language, the non-intersecting sets A and
B, both subsets of U, some universal set, epitomize the mean-
ing of dualistic as used here. In contrast, attitudes have
usually been conceived to be bipolar. Bipolar means two ends
of a single continuum, one positive and the other negative,
Bipolarity can be expressed by A and -A (minus-A). When one
talks about progressive and traditional ideas in education,
one is talking in a dualistic manner. When one talks about
progressive and snti-progressive ideas in education, one is
talking in a bipolar manner.

The theory's fundamental contention is that social and
educational attitudes are not bipolar, as they have usually
been conceived to be, but rather dualistic. This means that,
among large numbers of individuals, the basic minimum of any
large attitude-belief system, structurally speaking, is two
dimensions or factors. Moreover, these two dimensions will
be relatively orthogonal to each other. 'Relatively orthogonal"
here means slightly negatively correlated (from ~.10 to about
-.30). With educational attitudes, this means that there are
progressives and traditionalists and these two dimensions
are not two aspects of one dimension, one linear continuum;
they are, rather, attitude-belief systems in their own right.
Progressive is not the opposite of traditional, nor is tradi-
tional the opposite of progressive. In short, the progressive
i5 not necessarily an anti-traditionalist, nor is the tradi-
tionalist necessarily an anti-progressive.

A most important part of the theory is the expression
"oriterial referents of attitudes." A referent, according
to Brown (1958, pp. 7-10), is a category, a name. It applies
to all classes of phenomena: physical objects, events, behav-
iors, even constructs. Any sort of recurrence can become the
referent of a name. We extend this idea to attitudes: any
recurrence, but particularly those of a social nature, can
be the referent of an attitude. A referent, then, is any
object or construct of psychclogical regard; it is a set of
things toward which an attitude may be directed. Examples of
attitude referents are: subject matter, private property,
curriculum, child needs, discipline, teaching, civil rights,
the Negro, Russia, divorce, religion, science.

The term "criterial" connotes a standard, a means of
judging relevance. If a referent is criterial for an individ-
ual, it acts as a standard for him. It is, in short, relevant
and significant for him. A criterial referent of an attitude
is a construct that is the focus of an attitude, that is sig-
nificant and relevant for the individual. Referents of atti-
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tudes are criterial in different ways for different individuals.
What is a standard, or relevant, for one individual is not
necessarily a standard, or relevant, for another. In fact,
individuals are indifferent to (and do not necessarily oppose)
many referents.

More to the